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Using Edmodo in Language Learning: A Review of Research 

Selami Aydın1 ,  

1 İstanbul Medeniyet University, selami.aydin@medeniyet.edu.tr  

 

Abstract: Edmodo has a significant role and place in the language teaching and learning contexts. However, there 

is no conclusive evidence on how Edmodo affects the language learning process. This study aims to present a 

review of the studies to make recommendations for teachers and researchers for further research. The study 

concludes that learners and teachers mainly have positive perceptions of and attitudes towards the use of Edmodo 

in the language learning process. It is also concluded that the use of Edmodo is efficient for fostering basic language 

skills, overall language proficiency, and communication skills. On the other hand, there are several drawbacks 

encountered during the utilization of Edmodo in language classes.  

 

Keywords: Language teaching and learning; Edmodo; systematic review  

 

Introduction  

There has been an increasing interest in using Edmodo as a social media platform in the language learning process 

for several reasons. As Wichadee (2017) points out, traditional classroom activities and practices may not be 

adequate in the language learning context because of large classroom sizes and problems concerning time 

management. Second, for effective language learning, Edmodo presents better opportunities within the language 

learning context. For instance, it allows teachers and students to study with more capable peers and combine the 

traditional classroom atmosphere with online learning opportunities (Garcia Botero et al., 2019). Third and last, 

Edmodo as a language learning environment seems more appealing for the digital natives familiar with the 

information and educational technologies (Ekmekci, 2016). However, as Nami (2020) emphasizes, few studies 

have focused on Edmodo as a language learning platform, while most studies focused on writing practice. Thus, 

how Edmodo affects the language learning process remains an unanswered question. More importantly, since the 

effects of Edmodo on the language learning process is a relatively new issue, the current studies should be reviewed 

to guide researchers. Below, the rationale behind this study is clarified. However, before presenting the reasons 

that guide this study, a theoretical framework is presented.  

Edmodo is a social networking platform and a learning management system that allows users to create profiles, 

display communities, ad groups, and posts. Members can add profile pictures, share documents, links, pictures, 

videos, and access resources shared by others (Li et al., 2015). In other words, Edmodo is an educational website 

that combines social networking and classroom utilization. Using Edmodo, students, teachers, and even parents 

can meet by sharing their problems, ideas, and helpful tips. Teachers can assign, give feedback, and grade on 

Edmodo, whereas learners can help each other, give and receive feedback. Unlike other social networking sites, 

no inappropriate content can be shared since teachers can see all posts in this safe environment. In subject 

communities such as Math, Language Arts, Computer Technology, and Creative Arts, users can interact and 

communicate, share resources and ideas. Teachers can also create groups for their classes, post notes and alerts, 

give assignments, distribute polls, and prepare examinations and quizzes, and grade papers (Trust, 2012). Since its 
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launching in 2008, Edmodo has had over 100 million users and over 700 million resources shared by teachers, 

students, and parents (https://new.edmodo.com).  

From a theoretical perspective, Edmodo can be grounded on the Connected Learning Theory (Ito et al., 2013) and 

Constructivism (Crotty, 1998). This is because it is an environment that allows users to share their interests, interact 

and communicate, provide peer support, solve problems, and construct knowledge based on experiences in the 

learning community. As interactive and social environments facilitate learning (Vygotsky, 1978), knowledge can 

be constructed efficiently (Nami, 2020). In other words, as a social networking site and micro-blogging service 

(Paliktzoglou & Suhonen, 2018; Priego & Liaw, 2017), Edmodo is a learning management system regarding 

educational orientation that promotes self-regulated learning (Manowong, 2016) creativity, production, 

communication, and independent learning according to learners’ pace (del Rosal et al., 2017).  The use of Edmodo 

in the language learning process also relates to blended learning and flipped language classroom, one form of the 

blended learning approach. Blended Learning combines traditional classes and online sessions to keep the 

language learning process on a continuum by using online tasks and activities shared via Edmodo (McKim, 2016). 

On the other hand, the concept of a flipped classroom, with a communicative focus, allows language learners to 

prepare the core parts of projects and activities. To conclude, Edmodo is a platform for sharing ideas for 

communicative purposes in addition to face-to-face communication with peers and teachers (McKim, 2016).  

In today’s world, it is evident that the use of Edmodo has a significant role and place in the language teaching and 

learning contexts due to several reasons. First, Edmodo constitutes a flexible and powerful language learning 

environment in a variety of ways. Second, it allows learners to improve communication skills, basic language 

skills and develop positive attitudes towards language learning outside of the classroom. On the other hand, since 

there is no conclusive evidence on how Edmodo affects the language learning process, it is necessary to review 

the current studies to understand its influences better to make practical recommendations for language teachers 

and students. Furthermore, as the current literature lacks findings on specific issues regarding language learning 

in an Edmodo-based environment, there is a need to review current studies to make recommendations for further 

research. Finally, it is necessary to reach conclusions regarding stakeholders such as parents, school administrators, 

and policymakers. With these concerns in mind, the current study aims to present a systematic review of research 

on the use of Edmodo in the language teaching process and asks one research question:  

 Does the use of Edmodo contribute to the language learning process?  

 

Method 

Research design  

In the study, a systematic review was preferred for several reasons. In the broadest perspective, the systematic 

review includes a specific methodology that selects the relevant studies, evaluates the contributions of the prior 

research, analyses, synthesizes the data gathered, and reports the conclusions reached (Denyer & Tranfield, 2009). 

The rationale behind this approach is that it explores specific research questions stemming from realistic settings 

and problems. In this sense, it cannot be seen as a literature review from a traditional perspective. In addition, the 

systematic review is different from other review methods due to its principles and procedure (Harris et al., 2014).  

Regarding the current study, it focuses on the use of Edmodo in the language learning process; thus, a 

comprehensive and reproducible strategy seems necessary. Furthermore, all of the relevant studies needed to be 

identified. Last, the review results are needed to be assessed for quality in a balanced summary. To answer the 

https://new.edmodo.com/
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research question above, a methodological, systematic, and comprehensive synthesis of research seemed necessary 

for drawing conclusions, providing recommendations for target groups, and making recommendations for further 

research (Denyer & Tranfield, 2009).  

 

Searching 

Before the literature search, a pilot search was performed to gain insight into the outputs of the database systems 

and develop appropriate inclusion and exclusion process. For this purpose, the keywords “Edmodo” and 

“language” in the database systems of Web of Science (WOS), Scopus, and Education Resources Information 

Center (ERIC) were used. The mentioned databases allowed finding publications including research articles. The 

search process resulted in 95 articles that were considered as a pool for the review. This process was conducted in 

May 2020 and updated in June 2020.   

 

Inclusion and exclusion criteria 

As seen in Table 2, two inclusion and exclusion criteria were established to identify relevant studies to the research 

question. Included studies had to be designed as qualitative, experimental, correlational, descriptive, or mixed-

method. In addition, studies designed as thematic review, systematic review, meta-analysis were excluded.  

Table 1. Inclusion and exclusion criteria  

 

Category Inclusion criteria Exclusion criteria 

Research design 

Qualitative, experimental, 

correlational, descriptive, mixed-

method 

Thematic review,  systematic review, meta-

analysis 

Publication types Research articles Working paper, dissertations, thesis 

 

 

Analysis 

The study included five basic steps. First, a specified research question is formulated and framed. Then, all relevant 

studies were identified before appraising the quality of the included studies. After the evidence was summarized, 

the results were interpreted (Tawfik et al., 2019). Finally, the summary of the studies reviewed was presented in 

accordance with the outcomes measured. As indicated in Figure 1, the article selection process included the steps 

of identification, screening, eligibility, and inclusion according to the PRISMA model. For this purpose, three 

databases, Web of Science (WOS), Scopus, and Education Resources Information Center (ERIC), were used to 

obtain research papers to review. The rationale behind the preference of the mentioned indexes was to access 

papers published in high-quality journals. In addition, the papers were considered to have data accuracy, validity, 

and reliability. After a basic search including the keywords “Edmodo” and “language” regarding titles of the 

articles, abstracts, and keywords listed, 95 papers were accessed. The second step included the exclusion process. 

It was screened that 24 papers were duplicated, whereas 17 articles were off-topic. Namely, the studies that do not 

focus on the relationship between the use of Edmodo and language learning were excluded. The full texts of eight 

articles could not be reached, whereas, after a reading process, seven review articles were excluded. At the final 

step, 40 research papers focused on the use of Edmodo and language learning were included in the study.  
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Figure 1. PRISMA flowchart for the inclusion process 

 

After formulating the research question, a research protocol was developed before retrieving the literature. Then, 

before the literature searching, screening, and analysis procedure, the papers were saved, listed, screened, and 

determined the inclusion and exclusion criteria. For this purpose, authors' names, publication years, types of 

publications, research designs used in the studies, participants’ grades, preferred research tools, outcomes 

measured, distributions of the studies according to countries, and language contexts were noted. The storing and 

analysis processes were performed via SPSS 22. Finally, the studies were presented in accordance with the problem 

statements, aims, methods, findings, and recommendations.  
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Analysis of publications  

The values given in Table 2 show that the papers reviewed in the study were published within the years 2012 and 

2020. When the number of the studies according to the publication years is considered, it was observed that the 

use of Edmodo in the language learning process has become popular since 2015, while only two studies appeared 

within the years of 2012 (2.5%) and 2014 (2.5%). The values also show that six papers were published in 2015 

(7.5%) and 2016 (7.5%), whereas nine publications appeared in 2017 (22.5%). However, a considerable decrease 

was noticed as only three papers appeared in 2018, while 20 studies were published in 2019 (30.0%) and 2020 

(20.0%). From these values, it can be inferred that research on the Edmodo effect on language learning has been 

receiving more attention among researchers 

 

Table 2. Publication years  

Years Frequency Percent 

 

2012 1 2.5 

2014 1 2.5 

2015 3 7.5 

2016 3 7.5 

2017 9 22.5 

2018 3 7.5 

2019 12 30.0 

2020 8 20.0 

Total 40 100.0 

 

As seen in Table 3, the research activities were reported as journal articles, conference presentations, and book 

chapters. Among these studies, 33 (82.5%) papers were published in journals, while six papers (15.0%) were 

presented in scientific meetings. In addition, only one research (2.5%) was reported as a book chapter. To end, it 

is evident that the studies reviewed mainly consisted of journal articles.   

 

Table 3. Types of publications   

Types of publications   Frequency Percent 

 

Journal article 33 82.5 

Conference presentation  6 15.0 

Book chapter 1 2.5 

Total 40 100.0 

 

Researchers preferred various research designs in the studies, as indicated in Table 4. For instance, in nine studies 

(22.5%), the qualitative research design was preferred. In addition, they used the quasi-experimental research 

design in nine papers (22.5%). The experimental research design was used in eight studies (20.0%), whereas seven 

(17.5%) preferred the mixed-method research design. Last, the descriptive research design was used in seven 

studies (17.5%).   

 

Table 4. Research designs 

Research designs Frequency Percent 

 

Qualitative 9 22.5 

Quasi-experimental 9 22.5 

Experimental 8 20.0 
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Mixed-method 7 17.5 

Descriptive 7 17.5 

Total 40 100.0 

 

Regarding demographic variables, the number of participants was within the range of four and 286, whereas most 

of the studies focused on college students, as seen in Table 5. In other words, the participants were college students 

in 31 studies (77.5%). On the other hand, the participants in four studies (10%) consisted of high school students. 

Secondary school students were used as participants in three studies (7.5%). Finally, only two studies (5%) used 

students as participants at the elementary level.   

 

Table 5. Participants’ grades 

 

Grade Frequency Percent 

 

College 31 77.5 

High school 4 10.0 

Secondary school 3 7.5 

Elementary school 2 5.0 

Total 40 100.0 

 

A wide variety of research tools were preferred in the studies. Of the tools, questionnaires were used in 17 studies 

(27.9%). Interviews (14.8%) and semi-structured interviews (6.8%) were also preferred in 12 studies in total. 

Writing assignments were also used in three studies (4.9%). The tools used to collect data three times were 

documents analysis (4.9%), proficiency tests (4.9%), and surveys that consisted of close-ended questions with few 

open-ended questions (4.9%). Grammar tests (4.5%), observations (4.5%), open-ended questions (4.5%), writing 

tests (4.5%), and placement tests (4.5%) were used twice. Finally, academic writing evaluation rubric (1.6%), 

analytic scoring rubric (1.6%), content analysis (1.6%), face-to-face meetings (1.6%), online discussions (1.6%, 

online mini-polling (1.6%), oral assignment (1.6%), reading comprehension test (1.6%), scales that aim at 

measuring in according with specific rules (1.6%), and writing task (1.6%) were used once in the studies.  

The studies focused on various outcomes, as given in Table 6. Among them, motivation was the most frequently 

measured outcome (n=6, 9.5%). Then, studies mainly concentrated on specific issues related to writing skills. For 

example, collaborative writing (n=3, 4.8%), academic writing (n=2, 3.2%), and paragraph development (n=1, 

1.6%) were some of the topics, while several studies aimed at measuring writing competence (n=1, 1.6%), writing 

performance (n=1, 1.6%), and writing skills in a general perspective (n=1, 1.6%). Within the scope of writing 

skills, peer assessment (n=2, 3.2%) and teacher feedback (n=1, 1.6%), self-editing (n=1, 1.6%), self evaluation 

(n=1, 1.6%), self-reflection (n=1, 1.6%), and self-monitoring (n=1, 1.6%) were measured. Studies also focused on 

attitudes towards language learning (n=1, 1.6%) and Edmodo (n=2, 3.2%), perceptions of language learning (n=1, 

1.6%), the use of social media (n=1, 1.6%), Edmodo (n=1, 1.6%), and flipped learning (n=1, 1.6%). Furthermore, 

several studies measured overall outcomes such as communication skills (n=4, 6.3%), interaction (n=2, 3.2%), 

basic language skills (n=2, 3.2%), overall language proficiency (n=3, 4.8%), and oral proficiency (n=1, 1.6%). 

Moreover, isolated aspects of basic language skills and knowledge areas such as reading skills (n=1, 1.6%), reading 

comprehension (n=1, 1.6%), grammar (n=2, 3.2%), vocabulary (n=1, 1.6%), fluency (n=1, 1.6%), and phonology 

(n=1, 1.6%) attracted researchers. Some other outcomes measured were autonomous (n=2, 3.2%) and self-directed 

learning (n=1, 1.6%), critical (n=2, 3.2%) and creative thinking (n=2, 3.2%), intercultural understanding (n=1, 

1.6%), and knowledge construction (n=1, 1.6%). Finally, researchers focused on language investment (n=2, 3.2%), 
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engagement (n=1, 1.6%), achievement (n=1, 1.6%), identity (n=1, 1.6%), and experience (n=1, 1.6%).  As a note, 

it should be stated that the outcomes measured in the studies were grouped in accordance with the contents of the 

studies reviewed. Within this scope, it can be inferred that the studies mainly focused on basic language skills, 

knowledge areas, affective states, thinking skills, thinking skills, feedback strategies, learning styles, and 

individual skills.  

 

Table 6. Outcomes measured  

Areas Outcomes measured Frequency Percent 

Basic language skills 

Reading comprehension 1 1.6 

Writing skills 

Writing as an isolated skill 1 1.6 

Writing competence 1 1.6 

Writing performance 1 1.6 

Academic writing 2 3.2 

Paragraph development 1 1.6 

Self-editing 1 1.6 

Integrated basic language skills 2 3.2 

Overall proficiency 3 4.8 

Speaking 

Communication skills 4 6.3 

Oral proficiency 1 1.6 

Interaction 2 3.2 

Fluency 1 1.6 

Intercultural understanding 1 1.6 

Knowledge areas 

Vocabulary 1 1.6 

Grammar 2 3.2 

Phonology 1 1.6 

Affective states 

Motivation 6 9.5 

Self‐efficacy 1 1.6 

Engagement 1 1,6 

Attitudes and 

perceptions 

Attitudes towards Edmodo 2 3.2 

Attitudes towards language 

learning 1 1,6 

Perceptions and attitudes towards 

language learning 1 1.6 

Perceptions of Edmodo 1 1.6 

Perceptions of flipped learning 1 1.6 

Perceptions of social media 1 1.6 

Thinking skills 
Creative thinking 2 3.2 

Critical thinking 2 3.2 

Feedback 
Teacher feedback 1 1.6 

Peer assessment 2 3.2 

Learning styles 

Autonomous learning 2 3.2 

Self-directed learning 1 1.6 

Knowledge construction 1 1.6 
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Individual skills 

Self-evaluation 1 1.6 

Self-monitoring 1 1.6 

Self-reflection 1 1.6 

Other issues  

Language investment 2 3.2 

Language achievement 1 1.6 

Language identity 1 1.6 

 

Regarding the distribution of the studies in accordance with countries, it is observed that research activities were 

performed in countries where English is commonly taught as a foreign language. As shown in Table 7, nine studies 

(22.5%) were performed in Indonesia, whereas seven (17.5%) appeared in Turkey. Some other studies were carried 

out in Saudi Arabia (7.5%), two in Australia (5.0%), two in Iran (5.0%), and two in Thailand (5.0%).  Last, the 

countries where only one research carried out were Kuwait, Philippines, Russia, Spain, USA, Hong Kong, Oman, 

Ecuador, Malaysia, Brazil, Japan, Belarus, Romania, Greece, and Iraq. It can be concluded that the studies were 

mainly performed in the countries where English is taught as a foreign language.  

 

Table 7. Distributions of the studies by countries  

 

Countries Frequency Percent 

 Indonesia 9 22.5 

 Turkey 7 17.5 

 Saudi Arabia 3 7.5 

 Australia 2 5.0 

 Iran 2 5.0 

 Thailand 2 5.0 

 

Kuwait 1 2.5 

Philippines 1 2.5 

Russia 1 2.5 

Spain 1 2.5 

USA 1 2.5 

Hong Kong 1 2.5 

Oman 1 2.5 

Ecuador 1 2.5 

Malaysia 1 2.5 

Brazil 1 2.5 

Japan 1 2.5 

Belarus 1 2.5 

Romania 1 2.5 

Greece 1 2.5 

Iraq 1 2.5 

Total 40 100.0 

 

The values in Table 8 indicate that studies mainly focused on English as a foreign language context. In other words, 

34 (85.0%) of 40 papers reported on the English as a foreign language teaching and learning contexts, while only 

four studies (10.0%) focused on English as a second language context. Last, one study (2.5%) on Turkish as a 

native language and one article (2.5%) on Spanish as a second language appeared.   

 

Table 8s. Language contexts  

Language context Frequency Percent 

English as a foreign language 34 85.0 
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English as a second language 4 10.0 

Turkish as a native language 1 2.5 

Spanish as a second language 1 2.5 

Total 40 100.0 

 

Research Synthesis  

In this section, a brief synthesis of research results from the studies reviewed is presented. For this purpose, first, 

the studies focusing on basic language skills and knowledge areas, namely, grammar and vocabulary are reviewed. 

Then, research on blended learning, perceptions and attitudes, self-reflection, self-monitoring and self-evaluation, 

critical thinking skills, creativity, autonomous learning, and engagement are synthesized. Finally, research 

regarding problematic areas was reviewed.  

  

Basic language skills The results of the two studies show that the use of Edmodo can improve overall language 

proficiency. First, Alsmari (2019) pointed out that the use of Edmodo in writing classes helped to improve overall 

language proficiency. Second, Dewi et al. (2020) researched EFL learners’ strategies while using formula 

expressions in the curriculum through e-book instructions via Edmodo and explored whether there existed a 

correlation between its utilization and fluency and proficiency scores. After the content analysis of the e-book 

instructions via Edmodo and proficiency tests, they concluded that students increased their overall proficiency.   

Research results also demonstrate that Edmodo as a learning environment effectively develops communication 

skills in the target language. In an earlier study, Bicen (2015) examined the effects of Edmodo as a social learning 

environment on achievement and communication skills in the EFL context from the learners’ perspective. In this 

one-group design experimental study, he concluded that the use of Edmodo increased achievement and improved 

communication skills among language learners. Similarly, Barnes (2017) explored the use of social media 

platforms, namely Edmodo and Glogster, with Japanese high school exchange students among ESL learners by 

using activities and tasks through student and teacher feedback. The study concluded that the use of the mentioned 

environments promoted communication in the target language. In addition, Piniuta (2019) used YouTube, Google 

Forms / Slides / Docs, Meeting Words, Coogle, Kahoot, Padlet, Video Notes, Vizia, and Edmodo as learning 

platforms. The study concluded that oral and written speech activities conducted through the mentioned 

environments effectively developed communication skills. On the other hand, it should be noted that Edmodo was 

not the focus of the study but one of the environments evaluated. Last, Siahaan (2020), who investigated EFL 

learners’ perceptions of Edmodo as a language learning environment, found that they improved basic language 

skills, interaction, and communication in the target language. As a final note, it should be clarified that speaking 

skills require the oral exchange of words in a meaningful way during the communication process, while 

communication involves the transformation of thoughts.   

The findings of a limited number of studies demonstrate that the use of Edmodo improves speaking skills among 

language learners. First, Wichadee (2017) concluded that blended learning was more effective than traditional 

learning and that the ones who used Edmodo improved their oral proficiency. Tokmak et al. (2019) examined 

prospective teachers’ digital storytelling experiences through the flipped-classroom approach in the EFL learning 

context. In this qualitative study, Edmodo was used for sharing videos. It was concluded that the participants found 

digital storytelling through the flipped-classroom approach instructive, challenging, and entertaining. In a 

qualitative study, Nurhayati (2019) focused on EFL learners’ perspectives on using Edmodo in teaching phonology 
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and concluded that the use of Edmodo increased learners’ readiness to take part in the course and fluency in 

learning phonology. Finally, Dewi et al. (2020), after obtaining data from a content analysis of the e-book 

instructions via Edmodo, noted better performance in fluency among learners.   

The results of a relatively limited number of studies show that Edmodo is beneficial in terms of reading skills. For 

example, Yagci (2015) examined how EFL learners’ reading skills could be enhanced through Edmodo and found 

that students in both face-to-face and Edmodo classes improved their reading comprehension skills. Next, Tezer 

and Koprulu (2017) explored how social learning environments affected reading comprehension among college 

students at the elementary level of the target language. In this descriptive study, Edmodo was used for 

administering questionnaires and reading comprehension tests. The study concluded that EFL learners were 

successful in reading tests and eager to use Edmodo as a social learning environment. Finally, given that 

technological developments might provide alternative environments within the scope of reading skills, Arwansyah 

et al. (2019) explored the effects of Edmodo on the mentioned skills through the Whole Language Approach. They 

found that the Edmodo-based Whole Language Approach considerably improved reading skills among language 

learners.  

In the broadest sense, the studies show that the use of Edmodo is beneficial for writing skills within the scope of 

writing competence, learners’ perceptions, integrating Edmodo into writing classes, and teacher feedback. In an 

earlier study, Kwok (2014) explored the potential of social learning platforms for supporting ESL learners at the 

elementary school level. In this two-group design experimental study, Google Drive was used for self-editing, 

whereas Edmodo was used for peer-assessment of compositions. The study concluded that the platforms used were 

beneficial in writing competence, self-editing, and peer assessment. Similarly, Ma’azi and Janfeshan (2018) 

examined the effects of Edmodo on writing skills among EFL learners. In this two-group experimental study, it 

was observed that the use of Edmodo improved overall writing skills and EFL learners’ attitudes toward the use 

of Edmodo. Similarly, Maryem and Iman (2018), who measured the effectiveness of Edmodo on writing 

performance among EFL learners and perceptions of the use of Edmodo, also found that students significantly 

improved their writing skills, in general, wrote better-structured sentences, and had positive attitudes towards 

Edmodo. Given that blended learning was a combination of technology-enhanced and traditional learning and that 

Edmodo could facilitate the development of basic language skills, Hosseinpour et al. (2019) investigated the effects 

of blended learning through Edmodo on academic writing and learners’ perceptions. This quasi-experimental 

research concluded that it was possible to integrate Edmodo into essay writing classes based on blended learning 

since the experimental group participants had a better performance than those in the control group. In another 

study, Wihastyanang et al. (2020) aimed to identify the effectiveness of teacher feedback on EFL learners’ writing 

performance within the scope of Vygotsky's Zone of Proximal Development. In this two-group quasi-experimental 

study, it was found that the ones in the Edmodo group did not perform better in writing when compared to the ones 

who received teacher feedback in the traditional group. Finally, Oria (2020), who described a pilot study regarding 

the use of Edmodo at the college level within the task-based approach, found that its utilization improved writing 

skills and promoted self-reflection about the writing processes used in the task-based approach, and developed 

critical thinking skills.    

Several studies on specific aspects of writing show that the utilization of Edmodo improves paragraph 

development, academic writing, and collaborative writing. First, considering that Edmodo could be used as a 

supportive environment regarding paragraph development among EFL learners, Alsmari (2019) performed an 
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experimental study through which standard tests were used as data collection tools. He concluded that the 

integration of Edmodo into writing classes was beneficial for paragraph development among college students. 

Second, Altunkaya and Ayranci (2020), in their mixed-method study, which consisted of qualitative and quasi-

experimental design, examined the effects of Edmodo on academic writing and found that the participants in the 

Edmodo group showed a higher writing achievement compared to the traditional writing environment. However, 

it should be noted that the study was limited to Turkish as a native language writing. Third, given that research on 

the use of social media mainly focused on learners’ perceptions, Alghasab (2019), in a qualitative study, explored 

the nature of EFL learners' interactions within the scope of collaborative writing activities via Edmodo. The study 

concluded that Edmodo was a functional supplementary environment for collaborative writing in the EFL writing 

process. In addition, Piniuta (2019) also concluded that oral and written activities effectively developed 

collaboration. Last, Vavaitis and Sofianopoulou (2019), who examined the effects of the use of Edmodo and video 

conferencing on EFL writing skills among distance learners, found the mentioned platforms as beneficial in terms 

of cooperation.  

 

Grammar and vocabulary 

The results of a limited number of studies show that learners improve their grammar and vocabulary knowledge 

when they use Edmodo. Considering that new technologies stimulated an explosion for the teaching and learning 

processes, Mokhtar (2016), in a qualitative study, focused on prospective teachers’ perceptions of digital designs 

and the implementation of Edmodo and found that Edmodo was helpful for learning grammar within an interactive, 

innovative and creative experience. Moraes (2016) examined how Brazilian students learned subjunctive in 

Spanish as a second language.  In this one-group experimental study, Edmodo and Team Speak were used for 

collecting oral and writing assignments. The study concluded that the form-focused approach was beneficial for 

learning the present subjunctive in Spanish. However, it should be pointed out that this study focused on the form-

focused approach rather than the effectiveness of Edmodo. Kayacan and Razi (2017) found that the improvements 

in peer feedback on writing assignments via Edmodo were related to organization, content, grammar, and format. 

The participants also showed positive attitudes towards digital feedback. Last, Meléndez and Iza (2017) performed 

a study that focused on flipped learning on grammar knowledge among college students at the intermediate level. 

In the study, Edmodo was preferred to design and present videos. After the evaluation process, it was observed 

that flipped learning through Edmodo considerably improved students’ grammar knowledge and academic 

performance. Finally, Mokhtar (2016) noted that Edmodo was helpful in vocabulary improvement and self-

efficacy.   

 

Blended learning  

Research indicates that Edmodo-based blended learning increases motivation, defined as an internal or external 

drive that pushes the learner to learn a new language (Harmer, 2001) among language learners. In one of the earlier 

studies, considering that students lacked motivation to study a foreign language in traditional learning 

environments, Turkmen (2012) used Edmodo as a language learning environment and found that Edmodo could 

provide motivational benefits among college students at the pre-intermediate level. Pop and Pascan (2017) also 

concluded that Edmodo-blended self-access learning increased motivation. In addition, considering that the lack 

of motivation could debilitate basic language skills, Tanduklangi and Lio (2019) performed several activities using 
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Edmodo in the blended learning model. They noted that blended learning increased motivation and presented 

solutions to EFL learners' problems. In another study, Wichadee (2017), who used Edmodo to explore the 

effectiveness of the model implemented within the scope of oral proficiency, motivation, and attitudes, concluded 

that it increased the level of motivation. Last, Alsmari (2019) noted that the integration of Edmodo into writing 

classes increased writing motivation among EFL learners.  

 

 Perceptions and attitudes 

Research results indicate that language learners have mainly positive perceptions and attitudes towards the use of 

Edmodo from the students’ perspective. For instance, Al-Kathiri (2015) examined the effects of the integration of 

Edmodo into a secondary school English as a foreign language (EFL) teaching program on learners’ perceptions 

and attitudes towards Edmodo use. After comparing the traditional and Edmodo-oriented interactions among 

learners, he found that their perceptions of the use of Edmodo were positive. In a descriptive study, Bermudez et 

al. (2016) investigated learners’ perceptions of social media use in the EFL learning process. The platforms 

examined in the research were listed as Edmodo, Google Plus, Google docs, and YouTube. They found that 

learners perceived the mentioned environments as an essential part of the learning process regardless of studying 

at public or private schools. Nevertheless, it should be noted that Edmodo was the focus, while it was one of the 

environments examined. Similarly, Kim and Taylor (2017) investigated how English as a second language (ESL) 

learners perceived the use of Edmodo in terms of its ease and usefulness in the second language acquisition context. 

The results of the study showed that the participants found Edmodo easy and useful. Moreover, Pop and Pascan 

(2017) focused on Edmodo-enhanced self-access learning among medical English students. They found that 

students had positive attitudes towards the use of Edmodo during the medical English learning process. Given that 

Edmodo could promote the development of English language learning, Purnawarman et al. (2017) examined how 

high school EFL learners perceived the application of Edmodo in the learning process. This mixed-method study 

found that the participants had positive perceptions of Edmodo, saving time and effort regarding knowledge 

gaining. Ma’azi and Janfeshan (2018) also noted that learners had positive attitudes towards the use of Edmodo. 

Maryem and Iman (2018), who measured the effectiveness of Edmodo on writing performance among EFL 

learners, also found that students showed positive perceptions of Edmodo. In another descriptive study, Santikarn 

and Wichadee (2018) assessed how a modified flipped classroom might impact EFL learners’ perceptions and 

performance. In the study, Edmodo was used for sharing lecture videos. They concluded that students were 

satisfied with lecture videos on Edmodo and showed positive perceptions of flipped learning. It should be 

underlined that the study focused on the perceptions of flipped learning rather than Edmodo.  Given that the 

applications of smart technologies might be connected to challenges for educators and students, Elsakova et al. 

(2019) aimed to examine the use of smart technologies, including Edmodo, in the foreign language teaching 

process. The results showed that educators had positive perceptions of the use of the mentioned technologies for 

professional education. However, the focus of the study was not only Edmodo. Moreover, considering that Edmodo 

was useful in the educational community through which participants communicated, Vavaitis and Sofianopoulou 

(2019) examined the effects of the use of Edmodo and video conferencing on EFL writing skills among distance 

learners. In the two-group experimental study, the participants had positive attitudes towards the use of Edmodo 

and video conferencing. Hosseinpour et al. (2019) also found that learners had positive perceptions of the use of 

Edmodo as a writing platform in the EFL learning context. Oznacar et al. (2019) focused on the effects of flipped 
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learning via Edmodo on attitudes towards foreign language learning. They found that flipped learning was more 

beneficial when compared to non-flipped learning. Finally, since Edmodo was a popular online learning platform 

widely used as a learning management system in blended learning, Siahaan (2020) investigated EFL learners’ 

perceptions of Edmodo as a language learning environment. The results indicated that learners showed positive 

perceptions. Last, Wichadee (2017), in a blended learning model, used Edmodo as a language learning platform 

to explore the effectiveness of the model implemented within the scope of oral proficiency, motivation, and 

attitudes. In the two-group quasi-experimental study, students in the experimental group expressed positive 

attitudes towards Edmodo as new technology.  

 

Self-reflection, self-monitoring, and self-evaluation 

Within the scope of self-reflection, self-monitoring, and self-evaluation, several studies show positive results. For 

instance, Kwok (2014) found that Edmodo was beneficial for enhancing self-editing, and peer-assessing of 

compositions, whereas Mokhtar (2016) noted that Edmodo increased self-efficacy among prospective EFL 

teachers. In a one-group quasi-experimental study, Khodary (2017) explored the effects of Edmodo on developing 

EFL learners’ self-directed learning process and found that its utilization helped learners develop their self-directed 

learning. Pop and Pascan (2017) also pointed out that Edmodo-blended self-access learning fostered independent 

learning. Considering that writing was challenging among EFL learners, Kayacan and Razi (2017) suggested that 

self-monitoring and self-evaluation within the scope of the Zone of Proximal Development could be integrated 

into digital platforms. For this purpose, they investigated the effects of exchanging self and anonymous peer 

feedback on writing assignments through Edmodo. They concluded that self- and peer feedback had positive 

effects on the revisions of papers. Last, Oria (2020) observed that using Edmodo as an EFL learning platform at 

the college level within the task-based approach improved self-reflection.  

 

Critical thinking skills, creativity, autonomous learning, and engagement 

Research also shows that the use of Edmodo has considerable effects on critical thinking skills, creativity, 

autonomous learning, engagement, and intercultural understanding. First, Piniuta (2019) explored how to develop 

communication, collaboration, critical thinking, and creativity among foreign language learners. For this purpose, 

the study proposed oral and written speech activities at pre-intermediate, intermediate and advanced levels. The 

study used YouTube, Google Forms / Slides / Docs, Meeting Words, Coogle, Kahoot, Padlet, Video Notes, Vizia, 

and Edmodo as learning platforms and concluded that suggested exercises effectively developed critical thinking 

skills. Oria (2020) also found that the use of Edmodo at the college level within the task-based approach improved 

critical thinking skills. Second, Piniuta (2019), in the study mentioned above, noted that oral and written activities 

were effective for the development of creativity. Widyaningrum et al. (2020) also aimed to investigate the 

influence of Edmodo within flipped classroom learning on creative thinking among EFL learners and concluded 

that the participants in the Edmodo group considerably improved creative thinking skills than the ones who 

received direct instruction. Third, Santikarn and Wichadee (2018) assessed how a modified flipped classroom 

might impact EFL learners’ perceptions and performance and found that students had positive perceptions of 

autonomous learning. Fourth, Sumardi and Muamaroh (2020), who explored how Edmodo was used to mediate 

ELF learners’ engagement during their classes, found that learners’ engagement was better when compared to the 

face-to-face classroom. Last, Okumura (2020) reported on the implementation of a telecollaborative project that 
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aimed to integrate the content of social studies and foreign language education between Australian and Japanese 

elementary school students in the case of Edmodo. The study concluded that the exchange of cultural information 

via Edmodo was meaningful for communication in the foreign language context.  

 

Problematic areas 

According to the research results, several problems are noted in terms of the use of Edmodo in the language 

learning process. For instance, Al-Kathiri (2015) observed challenges to the integration process of Edmodo within 

the scope of interactions among language learners. Purnawarman et al. (2017), who examined how high school 

EFL learners perceived the application of Edmodo during the learning process, found that it included drawbacks 

in terms of technical problems such as difficulties in opening links while using the mobile application, submitting 

tests, and unstable data. In addition, Barnes (2019) found that the participants disliked and resisted using Edmodo 

as they felt restricted by the mentioned platform. Last, Elsakova et al. (2019) found that educators were not familiar 

with the types of smart technologies such as Edmodo, TEDed, VKontakte, and Facebook. 

Conclusions and Discussion 

When the analysis of the publications reviewed in the study is considered, several conclusions can be noted. First, 

the use of Edmodo has been one of the trending research topics among researchers. The second conclusion is that 

researchers mainly prefer experimental, quasi-experimental, and qualitative studies as research designs, whereas 

mixed-method and descriptive studies are also carried out. On the other hand, no correlational studies are 

performed. The third conclusion obtained from the study is that the sample groups of the studies mainly consist of 

college students. At the same time, language learners who attended high, secondary, and elementary schools are 

rarely preferred as participants in the studies. Fourth, various research tools are selected in the studies reviewed. 

Of the tools, questionnaires and interviews are mainly used to collect data, while assignments, document analysis, 

tests, and observations are the tools preferred. In addition, in several studies, rubrics, content analysis, online and 

face-to-face meetings, scales, and surveys are rarely used tools to collect data. Fifth, motivation and writing skills 

are the most frequently measured outcomes. Some of the outcomes measured are collaborative and academic 

writing, overall writing performance, and competence in writing skills. Peer assessment, teacher feedback, self-

editing, self-evaluation, self-reflection, and self-monitoring are measured within this scope of writing skills. Other 

outcomes are attitudes towards language learning and Edmodo, perceptions of language learning, social media 

use, and flipped learning. Several studies focused on communication and interaction and overall basic language 

skills, while specific aspects such as reading, speaking, grammar, and vocabulary were examined. In addition, 

some other outcomes measured were autonomous and self-directed learning, critical and creative thinking skills, 

intercultural understanding, knowledge construction, language investment, engagement, achievement, identity, 

and experience. The sixth conclusion was that the studies on the use of Edmodo in the language learning context 

are mainly performed in developing countries such as Indonesia, Turkey, Saudi Arabia, Iran, Thailand, Kuwait, 

Philippines, Oman, Ecuador, Malaysia, Brazil, Belarus, Romania, Greece, and Iraq. In contrast, a relatively limited 

number of studies in developed countries such as the USA, Japan, and Australia were carried out. The last 

conclusion is that the studies focus on the English as a foreign language teaching and learning contexts, while a 

limited number of studies reported on English as a second language context.  

From the findings of the studies reviewed, the following conclusions are drawn. First, in the broadest perspective, 

learners and teachers have mainly positive perceptions and attitudes towards the use of Edmodo in the contexts of 



  

Biruni University 1st International English Language Teaching (ELT) Conference: "Catchy Trends in ELT", 2021 

 
 

foreign language learning and second language acquisition. Learners find Edmodo easy to use and useful, time 

and effort saving to develop writing skills and enhance flipped learning. The second conclusion is that Edmodo as 

a language learning platform increases motivation among language learners. It can be stated that the use of Edmodo 

makes language learning meaningful and enjoyable, as it motivates students in terms of engagement and 

participation. Third, the use of Edmodo is efficient for fostering basic language skills, overall language proficiency, 

and communication skills. Learners improve their grammar and vocabulary knowledge, pronunciation skills, 

speaking skills, reading skills, and writing skills within the scope of knowledge areas and language skills. In terms 

of writing skills, the use of Edmodo has positive influences on developing writing competence, proficiency and 

achievement, academic writing, paragraph development, and collaborative writing. The fourth conclusion is that 

the use of Edmodo in the language learning process develops critical thinking skills, creativity, autonomous 

learning, engagement, and intercultural understanding. Fifth, using Edmodo is efficient in facilitating self-

reflection, self-monitoring, and self-evaluation. The last conclusion is that there are several drawbacks encountered 

during the utilization of  Edmodo in language classes. The problems can be listed as technical issues, unfamiliarity 

with its utilization, and teachers’ and students’ negative perceptions.  

 

Practical recommendations 

Within the framework of the conclusions reached in the study, several recommendations for the target groups 

should be considered. First, in the broadest perspective, considering that Edmodo effectively increases learning 

motivation and that learners mainly have positive attitudes and perceptions, teachers can prefer Edmodo as a 

language teaching and learning environment in their language classes. Moreover, teachers can use Edmodo to 

develop learners’ communication skills, target language proficiency, basic language skills, and knowledge areas. 

Teachers should also use Edmodo as a writing development environment as it is evident that its utilization 

considerably fosters writing competence, proficiency, achievement, creativity, engagement, autonomy, and 

thinking skills. Within this perspective, they should use Edmodo to enhance learners’ self-evaluation, self-

monitoring, and self-reflection. To achieve these goals, teachers can use the pool feature for assessment, design 

role-playing activities, place students in groups for peer and teacher feedback, share writing projects, create 

practice sessions, organize reading clubs, and develop workshops. Moreover, they can connect their classrooms 

with others around the country and globe, use the classroom for communication interaction with students, lead and 

promote discussions, integrate the Edmodo classrooms with other mobile applications, play educational games, 

and share resources within the scope of language learning. It should also be kept in mind that Edmodo can be used 

as a supportive environment in addition to face-face classroom settings. Second, considering that the use of 

Edmodo involves potential problems, pre-service and in-service teacher education programs should be 

implemented in terms of both technical and pedagogical issues. In this way, it will be possible to develop 

interactions, raise awareness of and familiarity with smart technologies, and prevent resistance among students 

and learners. Another recommendation is that school administrators should provide technical support to teachers 

and students. The software developers responsible for improving the Edmodo platform should focus on eliminating 

technical deficiencies. As a final point,  considering that English is an instruction medium on a global scale 

(Macaro et al., 2018), it should be highlighted that Edmodo brings a new paradigm in a language learning context. 

Thus, it can be recommended that Edmodo be used in language learning as it constitutes an intercultural learning 
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environment, develops connections among learners who have various educational backgrounds, and increases the 

involvement of the global community in the language learning process (Okumura, S. 2017).   

 

Limitations and recommendations for further research 

Some limitations of the current study include that the studies reviewed were restricted to 40 papers published 

between 2012 and 2020. Moreover, the study was confined to the studies that mainly focused on the language 

learning process at college levels and the questionnaires that were mainly preferred to collect data. Another 

limitation was that the studies were mostly performed in developing countries. Moreover, it should be noted that 

writing skills were more attractive research issue among researchers, whereas studies mainly focused on English 

as a foreign language learning process.  

Some recommendations for further research in terms of the conclusions of the study can be made. In the broadest 

sense, when a limited number of studies is considered, it can be recommended that more research is necessary to 

draw conclusions regarding the effects of the use of Edmodo on the language learning process. Within this 

perspective, basic research seems necessary to provide a robust theoretical background regarding the use of 

Edmodo in the mentioned process. In addition, applied research is warranted to compare the findings in language 

learning to those in various areas related to language teaching and learning. Practical research is also necessary to 

evaluate the conclusions obtained within the practical aspects of language teaching and learning. More qualitative 

research should be performed to understand better the variables that may affect its utilization for achieving these 

goals. In addition to experimental and descriptive studies, correlational research should be conducted to see the 

relationship between the use of Edmodo and the variables that may influence the language learning process. As a 

note, in these correlational studies, larger sample groups consisting of elementary, secondary, and high school 

students who learn second and foreign languages should be preferred. Considering that studies mainly focus on 

overall performance and proficiency, writing skills, and affective states such as attitudes and motivation and that 

there is a serious lack of research on specific topics within the scope of listening, speaking and reading skills, 

grammar and vocabulary learning, more studies should be carried out. Furthermore, autonomous learning, 

intercultural competence, and higher-order thinking skills are some other areas that should be focused on. Research 

should also concentrate on the acquisition of first and second language contexts in addition to the foreign language 

learning context. As a final point, more research is necessary for obtaining conclusions regarding the Edmodo use 

in developing countries where English is taught as a foreign language and in developed and underdeveloped 

countries that include native, second, and foreign language education contexts.  

Within the scope of research results, some more recommendations for further research can be added, as serious 

problems arise regarding research methodologies. One of these problems is that the studies which used the 

experimental research design mainly include a one-group design. In other words, in many experimental studies 

reviewed, it is not clear whether the use of Edmodo or practice, instruction, and experience directly affect the 

outcome measured. Thus, it is strongly recommended that experimental studies should use at least two groups to 

see the practice, instruction, and experience effects on the outputs. Another problem is that, in some of the studies, 

the impact of several tools is measured; thus, it is difficult to infer the role of Edmodo. For this reason, research 

only uses Edmodo as a language learning platform should be warranted for a better understanding of its effects on 

the language learning process. The third problem, whether the role of Edmodo or the approaches such as flipped 
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and blended learning on the outputs measured, is not clarified. Thus, researchers should pay attention to separately 

measure the effects of approaches and the use of Edmodo in their further studies.  
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Abstract: As with the integration of digital tools in teaching writing and switching to emergency 

remote online teaching due to corona virus outbreak, teachers’ online practices have gained great 

importance. Compared to on-site teaching practices, online feedback is relatively new, challenging 

and demanding both for teachers and students. In this respect, this research was set out with the 

aim of exploring EFL teachers’ views about the effectiveness of giving online and on-site writing 

feedback. Attempts have been made to approach the research goals qualitatively. 6 EFL teachers 

working at an English preparatory program were interviewed. Interviews were analyzed qualitatively 

with a computer-aided qualitative data analysis software, QualCoder by researchers. According to 

the dataset, it was concluded teachers favor on-site writing feedback and have a lot more negative 

views on the effectiveness of online writing feedback. Interaction was found as one of the most 

important components in the teaching process, which was stated as limited in online setting. 

Although it could be enhanced with synchronous, video or audio recorded feedback, teachers’ lack 

of experience in the use of digital tools and their not being up to date with the contemporary 

methodologies might be the reasons behind its weak impact. Teachers seemed to be indecisive 

about the impactfulness of their feedback; be it online or on-site. This extends to on-site instruction 

as well, which indicates a doubt in teachers' views that the traditional ways of instruction work. The 

empirical findings in this research provide a deeper understanding of the effect of two different 

feedback types on learners’ writing performance. Since appropriate feedback on students’ writing 

drafts has significant pedagogical outcomes, the findings of those extended studies, raising 

instructors’ theoretical understanding of important points, and their mindfulness of professional 

practice in providing correct feedback become more of an issue for the field. 

Keywords: writing; online feedback; on-site feedback; emergency remote teaching 

Introduction  

The number of educational institutions integrating technology in teaching and distance learning is notably 

increasing, and the coronavirus (COVID-19) outbreak has accelerated the process of experimenting with the latest 

teaching methodologies and online teaching practices. Online writing instruction is one of them. Since it is quite 

different from on-site practices, this new setting might be challenging for both learners and teachers. The 

effectiveness of the educational technology and online instruction on learners’ success is increasingly recognised 

as a serious, educational concern throughout the world. Giving feedback is at the heart of improving writing skills 

in second language learning as it is regarded as a developmental tool and encourages the learners (Hyland & 

Hyland, 2006). And in the context of online instruction, giving feedback and its effectiveness on learners’ products 

is an important issue. 

Studies in the literature focused on a number of different aspects of writing instruction. To start with, previous 

studies have reported different feedback sources and modalities such as teachers’ written feedback, oral feedback, 

audiotaped feedback, video-recorded feedback, peer feedback, computer-based feedback (e.g. Çiftçi, 2009, 

Duruk, 2016; Ellis, 2008; Ferris, 1997; Hyland, 2000; Hydan & Hydan, 2006; Liu & Lin, 2007; Tsui & Ng, 2000; 

Varobel & Kim, 2013). Besides, with the advances in technology and the incorporation of digital tools in teaching 
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practices, it is evident that teachers’ views about the use of Information and Communication Technology (ICT) 

have become an area of interest (e.g. Asri Siti & Santiana, 2017; Güneş, 2015; Jeong, 2007; Karakaya, 2010). 

They all represent that teachers have positive attitudes towards the integration of ICT tools. A considerable amount 

of literature regarding the use of ICT tools specifically for writing instruction has also been published. (e.g. 

Fidaoui et al., 2010; Hwang et al., 2012; Lee et al., 2013; Purnawarman et al.,2016; Vurdien, 2013; Yunus et al., 

2013; Wang, 2017). In addition to the use of digital tools to teach writing, it is found that attempts have been made 

to suggest some practical ideas for online writing feedback by researchers such as Alvarez et al., (2011) and  

Leibold and Schwarz (2015), Mason and Bruning (2001). 

In the Turkish context, the effectiveness of different feedback types (e.g. Göksoy & Nazlı, 2016; Tümkaya & 

Seferoğlu, 2003), technology-enhanced writing feedback (Solhi & Eğinli, 2020; Özkul & Ortaçtepe, 2017) and 

web-based writing instruction (Altunkaya & Ayrancı, 2020; Koçoğlu; 2009) on students’ success have been 

explored.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 

the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 

the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 

the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 
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the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 

the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 

the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 

the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

For many teachers, the traditional way of giving feedback, that is to say handwritten feedback on drafts, is the 

main method of commenting on the students’ products. Inspite of the advances in technology and chances to use 

the digital tools in language teaching, much attention has not been paid to such alternatives, and there is still a 

lack of digital tools for giving feedback. Recently, many teachers have found themselves in emergency remote 

online teaching due to COVID-19 pandemic, and giving online feedback is something new and challenging for 

many of them. There is little attempt to explore teachers’ views on giving online and on-site writing feedback at 

the tertiary level. Considering all these situations, the present research attempts to explore teachers views on the 

effectiveness of online and on-site writing feedback on students’ written products.  

 

Literature Review 

The Purpose and Importance of Giving Feedback in Writing   

Feedback is an input from a reader to a writer with the purpose of giving information to the writer for revision of 

written products (Keh, 1990). Providing feedback is an increasingly significant element of second language 

writing. It is the support that enables students to achieve competencies progressively (Espasa et al., 2018). By 

means of feedback, students are informed where they have confused the readers with the organization of ideas, 

language use, and word choice. Zamel (1985) puts forward that teachers are required to respond to students’ 

writing as a work in progress rather than a finished product. Therefore, the comments, suggestions, and questions 
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help them revise their writings (Keh, 1990).  It is evident it plays a pivotal role in the development of students’ 

writing skills and motivation (Hyland & Hyland, 2006).  

Feedback is regarded significant in terms of achieving learning outcomes. Therefore, Espasa et al (2019) conclude 

five main features of feedback have to be addressed so as to facilitate learning outcomes. First of all, it has to be 

informative and it must contribute to students’ learning process. Secondly, it should guide students by focusing 

on the points they need to improve as well as their strengths. Thirdly, it must enable students to become active 

agents so that they can use it to improve their writing skill. Moreover, feedback must encourage dialogue between 

students and teachers. Lastly, it is believed to be based on trust between teachers and students, and thus, students 

feel comfortable when asking questions. Likewise, Underwood and Tregidgo (2006) state that in order for students 

to take advantage of feedback, they need to notice it, agree with it, and know how to use it for their writing.  

Feedback is viewed as a dialogic process (Carless, 2010; Nicol, 2010). This recent perspective of feedback 

explains that the dialogue between students and teacher; students and students ease learning by enabling them 

actively making meaning of the received feedback.  Therefore, a considerable amount of research has been 

published on peer feedback (e.g. Çiftçi, 2009, Duruk, 2016; Hyland, 2000; Liu & Lin, 2007; Tsui & Ng, 2000; 

Varobel & Kim, 2013). In addition to students’ feedback to one another, there are other sources and types of 

feedback as well. The next part will focus on the different feedback sources and models. 

Different Feedback Sources and Models 

The issue of how teachers provide feedback to students’ written products has received enormous attention from 

the researchers (Ellis, 2008). There are different sources and types of feedback such as teacher’s written feedback, 

peer-response groups, oral feedback, audiotaped feedback, teacher-student conferences, and computer-based 

feedback (Ferris, 1997; Hydan & Hydan, 2006).  

Teachers’ written feedback has always been the mostly used source of feedback in language classrooms. This 

feedback has taken a number of different forms such as direct, indirect, metalinguistic, focused, unfocused 

feedback, and electronic feedback (Ellis, 2008). Providing the correct forms in the written feedback is defined as 

direct feedback. Indirect feedback only shows the errors rather than providing the correct forms. Metalinguistic 

corrective feedback presents linguistic clues about the errors with error codes, or short descriptions of grammatical 

errors. The focus feedback types aim to correct specific errors or all the errors. Electronic feedback both shows 

the errors and directs to a link providing correct forms with examples. 

Although teacher’s written feedback is the main feedback source, due to the changing perspectives in writing 

pedagogy, there is an inclination to combine teacher written feedback with peer feedback, oral-conferences, 

writing workshops and computer-delivered feedback.  The next part will mention the integration of technology 

into language classrooms and how it has affected the way of teaching writing and giving feedback.  

Information and Communication Technology (ICT) in Teaching Writing  

Over more than two decades, the role of technology and its impact on language learning have been discussed in 

the literature. Globalized and technologically advanced world has influenced the educational settings and brings 

the use of Information and Communication Technology (ICT) into curriculum and teaching practices. Internet, 

mobile phones, and computers have become powerful tools for teaching in language classrooms. These tools can 

be organized in different ways: with or without teachers, at home or in class. As the teacher plays a pivotal role 

in the teaching process, a considerable amount of literature investigating their views in the integration of ICT has 

been published (e.g. Asri Siti & Santiana, 2017; Güneş, 2015; Jeong, 2007; Karakaya, 2010). Asri Siti and 

Santiana (2017) explore student-teachers’ perceptions on the use of ICT and the results show that they are eager 

to include the digital tools while teaching. Student-teachers also report that the tools increase students’ motivation. 

Likewise, Güneş (2015) investigates the preparatory school EFL teachers’ attitudes towards the use of computer 
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technology in language teaching. The findings represent that instructors have positive attitudes towards integrating 

the technology in classroom practices. A more comprehensive research has been conducted by Karakaya (2010) 

to explore the attitudes of language teachers in the use of computer technology in Turkey. Although the great 

number of teachers have been found to have positive attitudes towards computer technologies, they state they 

don’t use the technological tools in class as they have difficulty in using them. On the other hand, Jeong (2017) 

evaluates an English as a foreign language student-teacher program aiming to improve prospective teachers’ 

digital literacy. The longitudinal study has proven that the program increases teachers’ ability to use of digital 

technologies in teaching practices creatively.   

Due to these advances in technology and its increasing incorporation in curriculum, language teachers have also 

started to use ICT for improving writing skill. A bulk of research has been published on the effectiveness of ICT 

on improving writing skill (e.g. Fidaoui et al., 2010; Hwang et al., 2012; Lee et al., 2013; Purnawarman et al., 

2016; Vurdien, 2013; Yunus et al., 2013; Wang, 2017) 

As with the incorporation of ICT in teaching writing skills, the issue of giving online feedback has gained 

significance in the field of English language teaching. To improve online teaching practice, Alvarez et al., (2011) 

point out different online feedback types: epistemic, suggestive, corrective, epistemic plus suggestive feedback. 

To exemplify, epistemic feedback is based on promoting further thinking by questions and prompts. On the other 

hand, suggestive feedback includes suggestions and ideas to enrich the product.  Corrective feedback is basically 

task and content specific, requiring students to meet these specific aims. Epistemic plus suggestive feedback aims 

to combine both by asking questions for further thinking and giving advice for the development of the writing. 

Similarly, Leibold and Schwarz (2015) suggest some practical information about giving effective online feedback 

such as using a positive tone, asking questions that promote further thinking, providing frequent and balanced 

feedback to be helpful while responding to students’ written works.  

When it comes to Turkish context, recent attempts have been made to investigate the effects of different feedback 

types on the improvement of students’ writing (e.g. Göksoy & Nazlı, 2016; Tümkaya & Seferoğlu, 2003).  

Tümkaya and Seferoğlu (2003) compared two types of written teacher feedback which are selective and total 

feedback on the effectiveness of correct language use. Post-test findings revealed that there was no difference in 

developing students’ correct language use. Göksoy and Nazlı (2016), on the other hand, examined the 

effectiveness of direct and indirect written feedback on 60 teacher trainee students’ writings. Findings proved that 

direct feedback was more helpful than the other. Recently there is a growing body of research on the integration 

of technology-enhanced feedback. Özkul and Ortaçtepe (2017) investigate the use of video feedback and findings 

show that video feedback is much more effective than traditional written feedback. Similarly, Solhi and Eğinli 

(2020) examined the effect of recorded oral feedback and written feedback on students’ development of written 

products and results show that the students who have received recorded oral feedback are more successful in 

organization and content items. In addition to the recorded feedback, Edmodo-assisted education in teaching 

writing is investigated by researchers. Altunkaya and Ayrancı (2020) examine the effects of Edmodo-assisted-

academic-writing on students’ success. The experimental study indicates that students who have received writing 

education on Edmodo outperform compared to the control group. Likewise, Koçoğlu (2009) explores the impact 

of weblogs on the development of writing skill and concludes that weblog is found interesting and useful by 

students, and findings show that it improves their writing. Kargozari and Ghaemi (2011) explored the influence 

of web-based advanced level writing instruction. The experimental group who were given online feedback in 

addition to traditional in-class feedback outperformed significantly than the control group that only received 

traditional feedback. It was found that using web-based instruction as a complementary to traditional feedback 

enabled students to improve their writing skills. 

It is evident in the literature that technology is an indispensable part of language teaching since it allows teachers 

to make use of a variety of digital tools while teaching English language. While there is a growing body of 

quantitative research literature on the relationship between giving feedback and students’ academic achievement, 
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feedback preferences of teachers and students, little attempt has been made to provide in-depth analysis of the 

views of EFL teachers on the effectiveness of giving on-site and online feedback at the tertiary level. Therefore, 

the purpose of the research is to investigate the views of EFL teachers on on-site and online feedback practices, 

and their effectiveness on students’ final written products.  

The issue of giving online feedback and teachers’ views has grown in importance in light of recent online teaching 

practices due to COVID-19 outbreak. The present research is significant since it aims to present an in-depth 

analysis of the views of instructors who share the similar experiences in this emergency remote teaching process. 

Moreover, the findings of the research provide suggestions for online academic practices at the tertiary level by 

revealing the instructors’ experiences and views on online writing instruction.  

The research aims to address the following questions: 

1. What are EFL instructors’ views about the effectiveness of on-site feedback on students’ writing drafts? 

2. What are EFL instructors’ views about the effectiveness of online feedback on students’ writing drafts? 

Methodology  

The present research is designed as a qualitative study which attempts to portray what is happening in the current 

online emergency remote teaching at a private university in Istanbul by especially giving emphasis on participants’ 

experiences, feelings and views about on-site and online writing instruction. In this respect, the present research 

is important since it aims to show in-depth analysis of EFL teachers’ views on giving online and on-site writing 

feedback. Moreover, the findings may provide insights into other similar situations; however, it is not intended to 

generalize the results.  

Setting and Participants 

The study has been conducted in an English Preparatory Programme which is an intensive English programme 

for academic studies of a private university in Istanbul. Upper intermediate (B2 according to CEFR) writing lesson 

is the main focus of the study. To briefly explain, the school follows process writing. All the teachers are provided 

with a writing pacing document which details what materials, topic, and task to follow for each hour of the course. 

The writing course is instructed two hours per week, and consists of two three-week writing processes, in addition 

to two single-week writing activities. In the first week of the process, which is called input week, instructors teach 

how to write that specific type of text through model texts, demonstration as well as explicit explanations. The 

second week, students are supposed to plan and write their first drafts in class by using a draft paper designed 

specifically for the task to streamline the drafting process. Once the first draft is completed, the draft papers are 

collected, and the teachers are required to provide feedback on both the weak and strong points of the students’ 

first drafts. In the following week, students receive their draft papers and look at the feedback that the instructor 

has provided, then they correct their mistakes and write their final drafts. Students are evaluated based on their 

final drafts but failing to submit drafts affect their grading in a negative way.  However, as with the coronavirus 

(COVID-19) outbreak, all instruction at the university switched to distance and online learning based on a publicly 

available learning management system. As opposed to on-site teaching, online writing course has been designed 

to be asynchronous. The materials such as videos, audios, texts, and self-study exercises are posted to the learning 

management system weekly. Similar to on-site education, the emergency remote online writing follows a similar 

pattern and students are supposed to write their drafts after an input session which is pre-recorded However, they 

are expected to submit their drafts (Appendix A) via the learning management system. All classes are assigned 

with one writing advisor who provides feedback on writing submissions by students. Advisors follow group 

forums on the learning management system daily and answer any questions learners may ask by posting on the 

forum. In addition, the writing advisors have one-hour ‘question and answer’ sessions with their respective groups 

at least two days of each week, which is held online via a video conference platform. 
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Participants of the research were chosen with purposive sampling by aiming information-rich situations that 

allowed the researcher to investigate the experiences and views about their on-site and online feedback practices. 

Purposive sampling was used when the researchers chose the samples based on the possessions of specific 

characteristics which were aimed to be investigated (Cohen, Manion & Morrison, 2007). As the purpose of the 

research was to investigate the views of EFL teachers working at English Preparatory Programme, it was 

significant to include teachers who had experiences on two modes of instruction: on-site and online writing 

instruction. Having given on-site and online writing feedback, six EFL teachers working in an English Preparatory 

Programme participated in the research. 

Teachers' background information 

Six EFL teachers comprise the participants of the research. The table below presents their background information. 

Table 1  Participants.  

  N 

Gender Male 3 

 Female 3 

Age 26-30 2 

 31-35 3 

 36-40 1 

Years of Experience 

1-5 years 4 

6-10 years 1 

11-15 years 1 

Highest Level of Degree B.A 2 

 M.A 4 

Graduated Program 

ELT 1 

English Language and Literature 2 

American Literature 1 

Translation and Interpretation 1 

Other 1 

Online course experience Yes 6 

 No 0 

Online writing course 

experience 

Yes 2 

 No 4 

Only one of the teachers is formally educated to be an EFL teacher, four hold language-related degrees such as 

Literature or Translation, and one teacher holds a bachelor's degree in engineering, but with the exception of one 

ELT-degree holder, they all received additional formal training (i.e. TEFL certification) in English language 

teaching. 

Most of the teachers have teaching experience with adults no more than five years, with one having only less than 

a year of experience. All teachers stated that they have taught online courses before, though only two of them 

have prior experience with instructing an online writing course to adults. None of the teachers received any formal 

training in the use of ICT in education. 

Data Collection Instruments 
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Two different tools were used to gather data. Prior to the interviews, informed consent of participants was 

collected, and they were assured that their identities were kept confidential while presenting the findings. Firstly, 

they were requested to complete a Background Information Survey briefly aiming to gather information about 

their educational background as an EFL teacher (Appendix B). Secondly, a semi-structured online interview which 

was comprised of questions disclosing the instructors’ personal beliefs and prompting them to talk about their 

experiences relating to online and on-site writing lessons was employed with each teacher. Since it was believed 

that interviews allow participants to share their experiences and interpretations of the events from their point of 

view (Cohen, Manion & Morrison, 2007), it enabled the researcher to learn what they thought, valued, and 

preferred in these two different settings.   

The interview mainly consisted of three parts. The questions were designed to reveal how they gave feedback in 

the two different settings, by exploring the tools and techniques they adopted, advantages and disadvantages of 

both feedback types, and interviewees’ views on two feedback types’ effectiveness in final products.   

Data Collection Procedures 

As stated above, the data used in the research were drawn from two sources. Firstly, participants completed the 

background information survey. Secondly, online semi-structured interviews were conducted via Google Meet. 

Each interview took about 30 minutes. They were recorded to be transcribed. The transcriptions were sent to the 

participants and checked by them to make sure their ideas were understood and transcribed correctly.  

Data Analysis 

Initially the audio-visual recordings of the interviews were transcribed by one of the researchers and checked for 

any errors of fact such as spelling and incorrect punctuation. Then, transcription documents were sent to their 

respective interviewees for confirmation. Once the transcriptions of the interviews were confirmed to be correct 

by the interviewees, the documents were then transferred to QualCoder, a computer-aided qualitative data analysis 

software and any further processes were held within the software’s working environment. 

The case documents were coded collaboratively (i.e. two of the researchers working together as a group) based 

on the research questions for the first cycle of coding, during which only four core codes were used. (on-site 

positive, on-site negative, online positive, online negative). After that, coded data was presented to the third 

researcher who served as the reviewer for the evaluation of the coded cases in the first cycle of coding. Based on 

feedback received from the reviewer minor corrections and alterations were made on the coding to finalize the 

first cycle. 

Then, a group discussion was held amongst the three researchers, based on the initially coded data to decide upon 

the possible code-names for the second cycle of coding for coherence, consistency and clarity. Afterwards, the 

second level of coding was completed collaboratively by two researchers again working as a group, and a third 

researcher serving as the reviewer to evaluate the coherence and the consistency of the second cycle of coding. 

Once the reviewer confirmed the coding, the collected data was exported for interpretation. 

Findings 

This present study aims to explore EFL teachers’ views about the effectiveness of on-site and online feedback on 

students’ writing drafts. In this study, to collect the qualitative data, semi-structured online interview was utilized, 

EFL teachers’ answers were categorized with the help of collaborative coding technique. 
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Table 2  Effectiveness of on-site feedback. 

Themes Second-level coding N 

On-site Positive 

  

  

instant interaction 9 

more teacher control 7 

strong-impact feedback 3 

On-site Negative 

  

  

  

negative affect 3 

time constraints 2 

weak-impact feedback 2 

spoonfeeding 1 

Having been asked about whether on-site feedback was effective or not, the participants supported on-site 

feedback. Beliefs about the effectiveness of on-site feedback on writing drafts centered on three issues: (1) instant 

interaction, (2) more teacher control and (3) strong-impact feedback. Their views are presented as below: (It 

should be noted that the quotations below accurately record what the participants actually said, and some were 

translated into English. Case IDs have been used.) 

A common view amongst interviewees was that they believed on-site feedback allows them to get their fingers 

on students’ mistakes and problems instantly. As one interviewee put it:“If they are facing some problems 

understanding the topic and feedback, you can give them some explanation.” (Participant 3) This view was echoed 

by another informant who said that “Since I am with them as a feedback giver, they can see it instantly, because 

I can give feedback immediately when something they do not understand.” (Participant 4) 

Secondly, reflecting their own experiences, the interviewees agreed that the on-site  feedback gives them the 

opportunity to supervise students and increase their authority. One individual stated that “It is different, the 

atmosphere is different. They have to write it themselves. No copy pasting, no google translate, these kinds of 

tools, they cannot use.” (Participant 3) And another commented “It provides the opportunity to prevent cheating 

from anywhere or to take the text as it is.” (Participant 5) 

Thirdly, the participants considered on-site feedback to be a fundamental part of writing classes as it increases 

retention and improve students’ writing skills in the final draft. In this case, Participant 5 thought that “...that’s 

why it is more effective in face-to-face training. For example, I taught a student of mine a term to use in his draft. 

I saw that he used that word directly in the final draft. I knew he understood it in my face-to-face feedback and I 

knew he would use it and he used it in the final.” This opinion was supported by Participant 1, as well claiming 

that "Face to face is more permanent. Since the feedback from the educator is both verbal from the teacher and 

written on paper, it can have a permanent effect in his last writing.” 

Despite the positive perceptions (19/27) outnumbering the negative ones (8/27), the teachers also indicated that 

there are some disadvantages to on-site feedback. The most common themes regarding the drawbacks were (1) 

spoon-feeding, (2) weak-impact feedback, (3) negative effect, and (4) time constraints. 

On-site feedback is considered as questionable due to the fact that it prevents the students from becoming 

autonomous learners.  

“Sometimes we make it easier for the student. There is a time constraint, when you do it in the classroom. The 

student's job is getting easier. Students ask ‘where is the mistake?’, for example. He doesn't even understand what 

his fault is. For example, I say ‘this is it. You cannot use that word here, you must use this. You used the wrong 

word’. For example, it says ‘I am seeing TV'. But when you give the right word there, it feels like a spoon-

feeding.” (Participant 2) 
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On-site feedback was also claimed to be influenced by external factors interfering with the level of achievement 

in writing class. Interviewee 2 alluded to the notion of negative effect of on-site feedback on motivation of learners 

saying that “The same student might make the same mistake two weeks later. ...sometimes, for example, the 

student gets distracted during the lesson. He might be sleepy; he might be bored. The feedback you give passes 

over their heads.” 

Moreover, with regard to affective factors, the qualitative data revealed that half of the teachers are not in favour 

of this type of feedback because they emphasized that on-site feedback sometimes is likely to frighten and put 

pressure on the learners.  Talking about this issue an interviewee said “...how will the student feel when I ask a 

student, ‘How did you make this mistake? How do you do that?’ This is very simple. We can demotivate the 

student with such discourse.” (Participant 1) Another interviewee, when asked about the effect of on-site feedback 

on affective factors, said “Looking at his own paper, it can be demoralization in that sense. He can be a little 

embarrassed and bored when he crosses out everything.” (Participant 2)  

The final weakness mentioned during the interviews was the difficulty the instructors face due to limited class 

time. Two participants made explicit remarks on how the on-site feedback prevents allocating time for each 

students during class time by stating that “We want them to write in 40 minutes. That's why there is a time pressure 

on them.”  (Participant 5) Participant 5 and 4 were unanimous in the view that “...you explain the mistakes. 

Sometimes they don't understand and ask questions again. ... we spend about 5-10 minutes for a student. Therefore, 

when we consider 20-25 students, the 40-minutes class time is not enough. Sometimes I can't give feedback to 

some students.” (Participant 4) 

Table 3  Effectiveness of online feedback. 

Themes  Second-level coding N 

Online Positive 

 

 

additional tools 6 

promoting autonomous learning 6 

comprehensive observation 4 

positive affect 1 

low stress 1 

high-impact feedback 1 

unlimited interaction 1 

positive affectivity 1 

Online Negative 

 

 

 

less teacher control 6 

limited interaction 3 

delayed interaction 2 

computer illiteracy 2 

low-impact feedback 2 

The second research question deals with the effectiveness of online feedback on students’ writing drafts. Gathered 

under advantages and disadvantages, a total of 13 sub-themes emerged.  It was worth discussing the interesting 

facts revealed by the results obtained through interviews. Similar to on-site feedback, positive sides turned the 

scales significantly. The themes are as follows: (1) additional tools, (2) promoting autonomous learning, (3) 

positive effect, (4) comprehensive observation, (5) low stress, (6) high-impact feedback, (7) unlimited interaction, 

and (8) positive affectivity.  

Many comments in the interview sessions focused on the opportunities online tools provide. For instance, 

Participant 6 stated that “If I have a problem with collocations in particular, I check it with online dictionaries. 

Like, is it possible to say a ‘a beautiful view’ or not. Sometimes they use different words because they use Google 
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Translate and collocations do not match. You can get help from a lot of online dictionaries.” In similar vein, 

Participant 6 and 4 shared the same view about how providing feedback through online tools is “ quick and clear 

for the students in addition to being useful for finalizing the written product.”   

Contrary to the claims that on-site feedback spoon-feeds students, there was a general agreement that providing 

online feedback promotes autonomous learning. Participant 2 pointed out that it leads learners to “work at their 

own pace and eliminate their shortcomings, and they will not forget  [what they have learnt] because they eliminate 

it by themselves.” Furthermore, according to Participant 1, online feedback is more feasible because “sometimes, 

in MS Word documents, the student makes an error in spelling and the word is underlined in red. There, the learner 

actually receives automatic feedback. Teacher is just monitoring rather than intervening one-on-one in correcting 

the errors anyway, and it is more advantageous than conventional on-site training in this regard.” 

Another essential theme that came up was comprehensive observation. The data demonstrated that the teachers 

favoured online feedback because it enables them to  “see it after time has passed. In order to follow the progress 

of the student, it is easier to keep track of how the student was in the previous task with the resources available 

constantly.” (Participant 4).  The comments of Participant 1 bears a close resemblance to the aforementioned 

interviewee saying that “having many papers at the same time, it is easier to approach them in a measurable way.”  

With the role of affective factors in learning in mind, the teachers preferred online feedback since it decreases the 

pressure and stress “as they have more time, the opportunities to give a better product increase.” (Participant 5). 

Also, it was indicated that online feedback is well suited for high-impact feedback, and allowed for unlimited 

interaction. For instance, Participant 1 emphasized that “it not only minimizes both the learning process and the 

teaching process” but also “allows communicating with students anywhere, anytime.” 

Provided that the strengths of online feedback outweigh the shortcomings, the flaws of the method were also 

clearly recognized by the participants. Based on the responses, (1) delayed interaction, (2) less teacher control, 

(3) limited interaction, (4) computer illiteracy, and (5) low impact feedback were the major shortcomings. The 

most common critique of online feedback was with teacher control as they think it fails to let them supervise the 

writing process. A considerable number of the interviewees showed agreement on the fact that students have 

difficulty because the teacher cannot cater to learners’ needs effectively. Participant 4 believed that “since I am 

not with them online, they miss the feedback because they do not review much, or rather because they do not fully 

understand the process.” It was also pointed out by Participant 1 that “students do not even care about the feedback 

given online”. 

Another aspect that online feedback was not favoured was because of the lack of immediate feedback. Responses 

of Participant 6 and Participant 2 tied well together as in “not being live is the biggest problem. This kind of delay 

decreases the quality.”  (Participant 6) and “...but when you are face to face, the problem is solved immediately, 

explaining what the mistake is.” (Participant 2) A similar conclusion was reached about the amount of interaction, 

as well.  It became increasingly clear that limited interaction was one of the most challenging parts of online 

feedback “because while giving online feedback to some students, even some, not many, they do not turn the 

cameras on, and you just cannot understand based on their voices.” (Participant 5) 

Concerns regarding computer illiteracy were significantly widespread. The participants on the whole 

demonstrated a negative attitude due to “little interest or indifference of the student to technology “. (Participant 

4) Participant 5 argued that “some of the students could not see the feedback I gave. They had to write the final 

draft without seeing the feedback I gave in the first draft.” Last but not least, there was a sense of dissatisfaction 

about the low-impact feedback. Participant 1 suggested that “sometimes you don't know if that feedback has 

arrived. For example, we put a checklist at the end to see if you understand this.” 

Discussion 
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The purpose of the current research was to present EFL teachers’ views on the effectiveness of on-site and online 

writing feedback. The most obvious finding to emerge from this research is that teachers' views tend to be 

conservative overall, preferring traditional on-site instruction over online instruction for reasons such as more 

teacher control, instant interaction and strong-impact although there are negative thoughts such as time constraints, 

negative affect, and spoon-feeding. 

Aforementioned experimental studies by Koçoğlu (2009), Kargozari and Ghaemi (2011) and Altunkaya and 

Ayrancı (2020) concluded that web-based writing classes improved learners’ academic success and improved 

their writing. Moreover, when the teachers were interviewed about their views regarding online feedback, most 

of them stated the advantages predominated, not disadvantages as it was seen above in Table 3. The findings of 

this research are in line with Güneş’s study, conducted in 2015 and concluded that preparatory school instructors 

supported the use of technology in the classroom. Among the reasons online feedback was favoured is the idea 

that there were low stress and positive effectivity. Similarly, Asri Siti and Santiana (2017) also found that online 

feedback affected students’ motivation positively. The results demonstrated that teachers believed that online 

feedback increases the amount of impact it provides, leading to higher memorability and more successful writing 

drafts. These results are in accordance with some previous studies (Fidaoui et al., 2010; Hwang et al., 2012; Lee 

et al., 2013;). Additionally, a recent study conducted by Wang in 2017 found out about the effectiveness of ICT 

on improving writing skills of learners.  

On the other hand, this research implies that teachers' views of online feedback run contrary to the findings of 

these studies which, in turn, might connote to teachers being not up to date with contemporary teaching 

methodologies, and their prejudice towards online writing instruction. Although almost all participants are young 

and relatively inexperienced, it is deduced that it might be a reflection of their learning habits and/or what they 

were taught during their formal teacher training, or they were simply not informed on the up-to-date practices in 

writing instruction or it was not a part of their training as a teacher. 

Most participants saw "teacher control" as the leading issue both with online and on-site instruction, whereas they 

think that it has a negative effect in former, they think it has a positive effect on the latter context. And this creates 

a contrast with the fact that most teachers listed "promoting autonomous learning" as the leading positive side of 

online teaching. It can be concluded that although teachers' paying lip service to autonomous learning while 

preferring to have more control over their learners. 

In addition, it can be inferred that teachers see interaction as an essential part of giving feedback to learners, as 

they list this issue as a positive element in on-site instruction while naming it one of the negative aspects in online 

instruction. Although it is possible to have instant interaction ("online face-to-face") in online instruction via video 

conferencing or audio calls, we may infer that teachers are not well informed or don't see it worthy of learning to 

utilize ICT more comprehensively in their practice. This might be explained by the fact that none of the 

interviewed teachers stated they received any formal ICT training in English language teaching education. 

Another possible reason for weak-impact online feedback views might be the teachers’ lack of experience in 

online writing instruction. Only a small number of the participants instructed online writing to adults.  

There are similarities between the attitudes of language teachers expressed by Karakaya (2010) on the integration 

of computer technology and those described in the current research. Although teachers’ attitudes towards the use 

of technology are positive, it is evident they need training to diversify their feedback practices.  In the relevant 

literature, there are studies about the integration of technology-enhanced writing feedback such as video feedback 

(Özkul & Ortaçtepe, 2017)  and recorded oral feedback (Solhi & Eğinli, 2020), yet the present dataset about 

teachers’ online feedback practices has been unable to compare different modalities of online feedback, as the 

only mode of feedback utilized by the teachers was teacher’s written feedback.  

These findings about online feedback views further indicate the importance of the dialogic process (Espasa et al 

2019; Carless, 2010; Nicol, 2010; Underwood & Tregidgo, 2006). As suggested in the studies, feedback must 
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encourage the dialogue between the teacher and students, so that students can take advantage of it and know how 

to use it for their writing, yet this kind of interaction has been found missing in online writing instruction. 

To conclude, the findings indicate teachers favour on-site writing feedback and have a lot more negative views 

on the effectiveness of online writing feedback. Interaction is found as one of the most important components in 

the teaching process, which is stated as limited in online setting. Although it can be enhanced with synchronous, 

video or audio recorded feedback, teachers’ lack of experience in the use of digital tools and their not being up to 

date with the contemporary methodologies might be the reasons behind its weak impact. Teachers seem to be 

indecisive about the impactfulness of their feedback; be it online or on-site.  This may stem from the fact that the 

research was conducted during the early periods of emergency remote teaching, so the instructors had limited time 

to see the effects of their feedback. However, this indecisiveness extends to on-site instruction as well, which 

indicates a doubt in teachers' views that the traditional ways of instruction work. 

Conclusion and Implications 

The present study revealed that both feedback methods, on-site and online, manage to keep the pendulum right at 

the point of equilibrium, rather than swaying into just one side. Once the perceptions of the teachers were analysed, 

it was clearly understood that they preferred both, despite the drawbacks of each feedback style they indicated 

during the interviews. 

This work contributes to existing knowledge of the effectiveness of on-site and online feedback by providing the 

strengths and weaknesses. Concerning the findings, the importance of feedback in writing classes was highlighted. 

It is of immense importance to do a needs analysis to identify the students’ abilities, interests, readiness level and 

what works the best for them and then decide on the feedback method as both on-site and online feedback have 

pits and pearls. Although there was a consensus that online feedback was more expedient, it was found that on-

site feedback compensates for what online feedback fails to do. With the aforementioned advantages and 

disadvantages of both feedback methods, identifying the needs of the learners and choosing the best feedback 

method will most likely result in well-prepared writing drafts and more competent learners.          

It is possible to hypothesize that the negative conditions are less likely to occur if more technology-focused teacher 

education courses are offered for undergraduate or graduate students in education faculties. On the other hand, in 

order to train in-service teachers, standardized professional workshops on the integration of digital tools, training 

relating to how to give online writing instruction and online feedback effectively play pivotal role. The empirical 

findings in this research provide a deeper understanding of the effect of different feedback types on learners’ 

writing performance. Due to the fact that teachers’ feedback practices remained limited to written feedback in the 

online setting, possible ways of giving online feedback can be introduced such as web conferencing that enables 

synchronous and instant feedback. So as to save time and foster interaction while giving online feedback, video 

and audio recordings may be used because they establish visual and vocal clues such as body language, facial 

expression and tone of voice. Writing is an exacting skill that needs to be approached with caution and the 

appropriate feedback on students’ writing drafts is a significant pedagogical function. Thus, with the outcomes of 

those extended studies, raising instructors’ theoretical understanding of important points, and their mindfulness 

of professional practice in providing correct feedback become more of an issue for the field. 

This research mainly focused teachers’ views on online and on-site feedback. However, further experimental 

research regarding the student’s success with these two modes of feedback would be worthwhile. It could enable 

to compare students’ success and teachers’ views. 
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Appendices 

Appendix A (Draft Sheet) 

Name: 

             Track: 4  

             Date:   

Surname:              Group:   

Signature:   

Plan your writing 

You are going to write your own summary of a scientific article. Read this article, highlighting the key 

facts and putting brackets round unnecessary detail.  

Jurassic “beaver” is largest early mammal yet 

A new fossil from China proves that the mammals 

that lived during the Jurassic era were more diverse 

than previously thought. The 164-million-year-old 

creature, known as Castorocauda lutrasimilis had a 

tail like a beaver, the paddling limbs of an otter, 

seal-like teeth and probably webbed feet. And 

although most Jurassic mammals discovered thus 

far were tiny, shrew-like animals, C. lutrasimilis 

would have weighed approximately a pound. 

Roughly the size of a small, female platypus, it is the 

largest mammal from this time period on record. 

 

Chinese archeologists led by Qiang Ji of Nanjing 

University found the well-preserved fossil, including 

impressions of soft tissue and fur, in Inner Mongolia. 

Other fossils had hinted that mammals might not 

just have been small terrestrial cretaures until the 

demise of the dinosaurs 65 million years ago, but 

the beaver-tailed animal definitely pushes back the 

date of mammallian adaptation to an aquatic 

lifestyle by at least 100 million years. “based on its 

relatively large size, swimming body structure, and 

anterior molars specialized for fish feeding, 

Castorocauda was semiaquatic carnivore, similar to 

the modern river otter,” the team writes in the 

paper announcing the find in today’s issue of 

Science. 

The discovery also highlights how little is known 

about early mammals. Most are presented by teeth 

and jaws alone. “We stand at the threshold of a 

dramatic change in the picture of mammalian 

evolutionary history,” argues mammalogist Thomas 

Martin of the Senckenberg Institute in Frankfurt, 
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Germany in an accompanying commentary. “The 

potential of fossil-rich deposits in Lianoning 

Province in China or in Inner Mongolia is only just 

beginning to be exploited. 

 

Write the key facts you have highlighted in your own words, paraphrasing the original language where 

appropriate.  

…………………………….…………………………….…………………………….…………………………….…………………………….………

………………………………………………….…………………………….………………………………………………………….…………………

………….………………………………………………………….…………………………….…………………………………………………………

.…………………………….………………………………………………………….…………………………….……………………………………

…………………….…………………………….………………………………………………………….…………………………….………………

………………………………………….…………………………….………………………………………………………….…………………………

….………………………………………………………….… 

WRITE 

Write a first draft of your summary in 90-100 words, using the paraphrased key facts you selected 

from the original. Use pronouns and other reference words and phrases to ensure that your 

summary reads smoothly.  

…………………………….…………………………….…………………………….…………………………….…………………………….………

………………………………………………….…………………………….………………………………………………………….…………………

………….………………………………………………………….…………………………….…………………………………………………………

.…………………………….………………………………………………………….…………………………….……………………………………

…………………….…………………………….………………………………………………………….…………………………….………………

………………………………………….…………………………….………………………………………………………….…………………………

….………………………………………………………….……………………………….…………………………….………………………… 

 

 

Learning Tip 

   To show that you have understood a text or an article, it is important to paraphrase the  original 

language and to combine information in different ways from the original text.  
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Read your summary carefully and check these points. 

 You Your Teacher 

Does your summary include all the key facts you highlighted?   

Have you used your own words as far as possible by paraphrasing?   

Have you combined information from the article in different ways?   

Have you used reference words and phrases to ensure that the summary 

hangs together? 

  

Were you careful about your language use?   

Have you organized your ideas carefully in a meaningful order?   

Were you careful about punctuation, spelling, capitalization, and 

paragraphing? 

  

Have you used enough range of vocabulary?   

 

Appendix B (Background Information Sheet ) 

EFL instructors’ views on the effectiveness of on-site and online writing feedback 

This survey is a part of the research which aims to investigate the views of English language teachers 

on face-to-face and online feedback practices and their effectiveness on students’ final written 

products. 

The questionnaire form is designed to collect your background information as an English teacher and 

includes 11 questions and takes about five minutes to complete.  

All information you provide will remain confidential and will not be associated with your 

name. Participation in this study is completely voluntary. Please be aware that if you decide 

to participate, you may stop participating at any time. 

 

Thank you for your contribution. 

 

1. E-mail: __________________ 

2.  □ I understand and wish to proceed. 

Background Information 

3. Full Name : 

*Your name will be kept confidential. It will only be used to match interview data with your 

background information. 

4.Your age: 

20-25 
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26-30 

31-35 

36-40 

41-45 

46-50 

50+ 

 

5. Your major is...  

English Language Teaching 

English Language and Literature 

American Literature 

Translation and Interpretation 

 

6. What is the highest level of degree you have received? 

BA 

MA 

PhD 

Provide answers based solely on your professional experience as an English 

teacher. 

7. For how long have you been teaching English?  

less than a year 

1-5 

6-10 

11-15 

16+ 

 

8. For how long have you been teaching writing to adults?  

less than a year 

1-5 

6-10 

11-15 

16+ 

 

9. Have you ever taught an online course before?  

Yes 

No 

 

10. Have you ever taught an online writing course to adults before? * 

Yes 
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No 

 

11. Have you received any formal training on English Language Teaching (such as CELTA, TEFL 

certificate, etc.)? 

Yes (provide the details below) 

No 

 

12. Write the details of the training (date, location, institution, assessment etc.) 

Answer this only if your answer to previous question is YES. 

 

13. Have you received any formal training in Information and Communication 

Technologies (ICT) in Education? 

Yes 

No 

14. Provide the details of the training (date, location, institution, type of delivery, 

assessment, etc.) * 

  



Courtney Bailey, Haris Haq A Snapshot of Bilingual Education in the US State of South Carolina with View Towards Future Avenues of 
Inquiry 

Biruni University 1st International English Language Teaching (ELT) Conference: "Catchy Trends in ELT", 2021 

A Snapshot of Bilingual Education in the US State of South Carolina with View Towards Future 

Avenues of Inquiry 

Courtney Bailey1, Haris Haq2 

1Yaşar University School of Foreign Languages, courtney.bailey@yasar.edu.tr  
2Georgia State University, Department of English, hhaq1@gsu.edu  

 

Abstract: Bilingual education is of increased importance due to our interconnectedness on a global 

scale. There is, indeed, much evidence to show that bilingual education presents advantages to students 

who are able to benefit from it. Bilingual education cannot be generalized with the variations in 

application relative to the environments and contexts it exists within. To fully understand how this 

might manifest itself, one must investigate the given context with regard to its history, politics, and 

policies. Guided by a case study methodology, we aim to provide a snapshot of the state of bilingual 

education in South Carolina, which have been designed in light of best practices and reflect the diverse 

nature of the state. However, there is a significant gap existent in the literature as far as implementation 

is concerned. For foreign language practitioners, it is important to recognize that what goes on outside 

the classroom, is ultimately, consequential to what goes on within it. This paper then, written by two 

ELT practitioners, is hoped to be an encouragement for others in similar roles to engage with policy.  

Keywords: bilingual education, educational policy, teacher engagement, ESOL 

Introduction  

Bilingual education is well summarized by Krashen, in that it “refers to situations in which students are able to 

study subject matter in their first language (LI) while their weaker language skills catch up” (Krashen, 1981, p. 

52). Yet, what this definition may suggest, that is, a simple aspect that can be applied uniformly, is certainly not 

the case. Indeed, Trombley’s assertion that there exist “basic disagreements” across the entire field of bilingual 

education, cannot be understated (Trombley, 1980). This remains the case today, and these debates often relate to 

longstanding discussions on purpose, methodology, and practice. The United States in particular, as the country 

with the largest immigrant population, presents an interesting study for bilingual education, particularly as it 

grapples with these issues in the realm of educational policy. Indeed, immigration has been consequential to the 

American demographic sphere, and this has made the question of bilingual education even more pressing. Yet, as 

much as the benefits of bilingual education exist, so does pushback against its full-scale implementation (Nieto, 

2009, p. 68-69). 

In the United States, despite its immigrant makeup, bilingual education only made its way into policy in 1968 

(Moses, 2000, p. 334). This issue of language policy is important, in that it guides in the requisites for employment 

and creation of specific programs and appropriate curricular guidelines (Johnson & Johnson, 2014, p. 105). 

However, federal legislation is only one part of the story, and its actual implementation must be examined at the 

state context. Within the United States, each individual state has had their own reckonings with the issue of 

bilingual education, and its implementation in one state can be vastly different than another. And this is 

consequential, as ultimately, “state-level language policy plays a critical role in shaping the appropriation of 

federal language policy…” and ultimately, how “state-level language policies impact the district level of policy 

appropriation” (Johnson & Johnson, 2014, p. 92). Political, legislative, social and educational implications of 

bilingual education vary from state to state across the country. And as much as this, they also vary across district. 

Thus, a key aspect in understanding these respective perspectives as they apply to individual districts is via a 
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thorough analysis of how bilingual education is implemented within each district, within sister districts, and across 

the nation.  

In this paper, South Carolina will be analyzed with regard to its relationship with bilingual education. 

For foreign language practitioners, it is important to recognize that what goes on outside the classroom, 

is ultimately, consequential to what goes on within it. This paper then, written by two ELT practitioners, 

is intended to encourage others in similar roles to engage with policy.  

Methods 

In this paper, we employ a qualitative case study methodology. A case study refers to the intensive analysis of an 

individual unit and involves six separate and crucial stages: the plan, the design, the preparation of the data, the 

collection of the data, its analysis, and then its sharing (Baskarada, 2013, p. 1). This methodology is particularly 

useful when seeking out a holistic view of the research problem, and furthermore, in describing, understanding 

that respective problem (Baskarada, 2013, p. 1). Case studies allow for learning about a complex instance based 

on an all-inclusive understanding of that instance through extensive description and analysis of that instance taken 

as a whole and within its respective context (United States General Accounting Office, 1990, p. 14). 

For this study, we present the question of bilingual education in South Carolina with regard to its current “lived” 

state. We intend for this to be an “exploratory” case study, whose primary concern is to “extend our understanding 

of complex social phenome” - in this case the application of bilingual education in South Carolina - and are 

considered a preliminary step towards more investigation in the said topic (Ogawa & Malen, 1991, p. 271). Here, 

we also work towards a collective case study, which consists of several instrumental studies, which in turn allows 

for insights on an issue to be gleamed (Baskarada, 2013, p. 3). Instrumental studies provide insight into an issue 

and are useful when the case plays a supportive role and facilitates our understanding of another phenomenon 

(Baxter & Jack, 2015, p. 549).  

The particular cases that we analyze in this paper are the reports: South Carolina Standard for World Language 

Proficiency, the South Carolina Seal of Biliteracy Overview and Guidelines (2019), the pamphlet, South Carolina 

Seal of Biliteracy, released by School District Five, and a variety of web resources, from Richland District One, 

Lexington District One, Horry County Schools, and Greenville County Schools (inclusive of various linked 

Federal & State memos). We chose to look at school boards across different regions of the state, in order to present 

an accurate snapshot of practices within the state. Additionally, the respective district officials were in some cases 

reached out to in order to attain information.  

To guide this study, some questions that one might consider to gain a deeper understanding of bilingual education 

programs are posed. Essentially: What kind of services are offered to families? In regard to English to speakers 

of other languages (ESOL) programs, are push-in or pull-out services offered to English language learners? How 

and how often do school districts assess their bilingual education programs? How do districts assist in helping 

linguistically and culturally diverse learners adapt socially and emotionally? Are there opportunities for native 

students of English to learn more about the countries and languages of their English language learning peers, or 

is it the goal of the district to try to “Americanize” or “westernize” these students without validating or honoring 

their own nations, languages and cultures?  

The State of Bilingual Education in SC:  

Lexington County School District One expresses the notions that:  

 Languages are acquired, not taught.  
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 Language acquisition takes place through a process linking language to meaning.  

 In order for languages to be acquired, students must be exposed to comprehensible input-and 

a lot of it. (Meaning - the teacher must use the language at least 90% of the time for grades 3-

12 and 100% of the time in immersion classrooms, while helping the learners understand the 

input through strategies and methods that will help develop meaning for the learner).  

 Good language instruction involves students using the language for real purposes and not just 

learning about the language.  

 A child who functions in one language is already a candidate to function in others.  

 Beginning language study as early as possible always benefits a child.  

 A child will not exceed in his second language, the ability he or she has in his first language.  

 Linguistic accuracy is a destination, not a point of departure.  

 Proficiency in a language is attainable; mastery of a language is not.  

 Authentic assessment involves a variety of performance standards and requires the child to 

use language purposefully to meet a need or solve a problem.  

 Language learning is for all students regardless of abilities or challenges.   

Greenville County Schools is the largest district in the state of South Carolina and the 49th largest in 

the United States. Situated in the northwestern region of the state, the district serves over 70,000 

students boasting 5,000 teachers with an additional 9,000 employees: many serving as educational 

assistants, aids and educational practitioners as well as other support staff. Greenville County Schools 

offers a robust World Languages program with an International Baccalaureate option as well as an 

advanced ESOL program. Under the world language program, each student has the opportunity to 

acquire at least one world language through a sequential, articulated program of study. Students have 

the option to begin learning a second language at the elementary level and is expected to continue their 

studies into high school. The district is rooted in its vision, philosophies and goals which are outlined 

below. Educators at Greenville County Schools believe that: 

 Language and cultural proficiency lead to communication. It is the desire of the district that 

all students communicate with other people in a variety of settings. 

 Language and cultural proficiency lead to understanding other cultures as well as tolerance 

and empathy for other people. It is the intention of the district to encourage all students to look 

beyond themselves and their communities to recognize what is common to all hum beings and 

to accept that people, with their differences, can also be right. 

 Language and cultural proficiency lead to the development of higher order thinking skills. The 

district aims to help their students develop insights into their own language and culture, 

compare them to the languages and cultures of others and examine cultures through a language 

and perspective other than their own. 

 Language and cultural proficiency lead to an interdisciplinary view of the curriculum. The 

district endeavors to encourage their students to act with greater awareness of self, other 

cultures and their own relationship to those cultures, making interdisciplinary connections 

along the way. 

 Language and cultural proficiency allow students to pursue professional and personal interests 

with greater success and to fully participate in local, regional and global communities. 

At the primary level, the district offers two types of world language programs: Spanish as a foreign 

language at five of its primary schools. Additionally, the district offers partial French and Spanish 
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immersion at one magnet school. Under this model, students spend 50% of their instructional day 

learning core content in French or Spanish. All middle schools offer at least one foreign language as 

an exploratory option and accommodate rising students who previously participated in the immersion 

program as a primary student by offering Carnegie credits which will count toward their high school 

credit as well as to their high school grade point average. All high schools offer foreign languages 

which may include French, German, Latin and Spanish. The World Language department does not 

have a mission statement, but aims to align with the mission of the district and with South Carolina 

state standards. 

Greenville County Schools also serves a large culturally and linguistically diverse population. As of 

Fall 2021, 13,363 PK-12 students had been identified by way of Home Language Survey responses, 

however only 8,763 students have been assessed; These students are currently receiving ESOL services. 

The district is proud of its newcomer curriculum which was purchased through National Geographic. 

The program mission aligns with the overall mission of the district however the department maintains 

that they are “making diversity equitable”. There are 23 Greenville County schools currently serving 

English language learners. The district provides professional development for both ESOL teachers as 

well as core content teachers. Some of these professional development courses and workshops include: 

sheltered instruction, co-teaching, delivery models, differentiation, content building, understanding 

student accommodations, compliance, documentation and monitoring. Educators have access to 

weekly professional development.  

The district serves families with a plethora of primary and home languages: The languages that are 

most common in the district are Spanish, Vietnamese, Arabic, Mandarin, Brazilian Portuguese, 

Russian, Chuj (an unwritten dialect of Guatemala), French, Gujarati-An Indian dialect, Telugu, Hindi 

and Japanese. The district serves 50 or more families with the aforementioned home languages. The 

district also offers interpretation and translation services to its linguistically diverse families as well as 

extensive services to ESOL students. The district hopes to improve upon their community-based events 

for culturally and linguistically diverse families, but is proud of the full research based, ESOL 

curriculum designed by the district. Greenville County Schools are expected to comply with federal 

requirements under the ‘Every Student Succeeds Act’ (ESSA). 

Horry County School District lies in the Easternmost region of the state of South Carolina. It is the 

third largest district in the state and serves over 45,000 students. Horry County Schools have a World 

Languages department which offers foreign language options in Spanish, French and German. The 

World Languages department does not have an independent slogan or mission statement, but rather 

aligns itself closely to the mission statement of the school district. Students at the primary level do not 

have access to foreign language instruction. Foreign languages become an elective in middle school, 

which are grades 6-8. These grades do not serve as Carnegie or high school credit courses when taken 

in middle school, but rather introductory courses designed to introduce students to foreign languages 

and the cultures and the countries that they represent.  Foreign language at the high school level is not 

mandatory if students choose to substitute the language for a vocational elective, however, school 

administrators explain that whilst a foreign language is not a graduation requirement, it is a requirement 

for students interested in attending four-year universities across the country. Divergent from other 

districts within the state, the district has no plans to implement partial or full immersion programs in 

the foreseeable future.  

Horry County Schools also serves over 5,000 English language learners and their families under the 

ESOL department. Their multilingual learner population represents over 50 world languages from over 

76 countries. The top five languages in the district are Spanish, Arabic, Vietnamese, Mandarin and 

Brazilian Portuguese. The district has 2,601 teachers and 5,540 educational assistants, aids and support 

staff. The school district is proud to boast 45 hours of professional development per school year plus 

an additional 15 hours of side-by-side instruction with seasoned ESOL consultants for core content 
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teachers and ESOL teachers alike. The school district enjoys ensuring that the experts are not only 

ESOL professionals, but also core content teachers. The district consistently maintains individualized 

learning acquisition plans (ILAB) to track and monitor the educational needs and progress of English 

language learners. The program aims to help its linguistically diverse learners acquire proficiency in 

listening, speaking, reading and writing. The districts proficiency scores have consistently exceeded 

state standards, even during the times of the Covid-19 global pandemic. Horry County Schools are 

expected to comply with federal requirements under the “Every Student Succeeds Act” (ESSA). 

South Carolina also offers an educational Seal of Biliteracy and in it, it states that the seal advances the 

state's commitment to preparing every learner for college- and career readiness in a progressively 

international community by recognizing students who achieve certain levels of proficiency in English 

and at least one other world language essential to the international workforce. Ultimately, world 

language programs throughout the state are directed by this state wide initiative. Districts may choose 

to make the South Carolina Seal of Biliteracy available to qualifying students by submitting names of 

student applicants (high school juniors and seniors) and reporting candidate qualifications, including 

proficiency examination scores (earned during the applicant’s junior or senior year), to the South 

Carolina Department of Education. Earning this award gives South Carolina students an opportunity to 

provide evidence displaying their language proficiency to universities and potential employers.   

The Seal is an award that serves South Carolina students who come from many backgrounds - English 

language learners, as well as learners of a second language other than English. Recipients may include 

students who have experienced language learning in a variety of programs, including but not limited to 

the dual language immersion programs that are increasing across the state (current dual language 

immersion programs exist in Aiken, Beaufort, Florence, Greenville, Lexington One, Richland One, 

Richland Two, York 3 Rock Hill Schools, and the South Carolina Public Charter School District).  

The South Carolina Seal of Biliteracy is an advantageous certificate for language learners in South 

Carolina. The Seal of Biliteracy Overview and Guidelines, which was last updated in September, 2019 

(Page 2) reiterates that the benefits of proficiency in more than one language are growing consistently 

for South Carolinian students. According to the state’s Department of Commerce, South Carolina ranks 

number 1 in the U.S. in the percentage of its workforce employed by foreign partners with 7 percent of 

South Carolina’s workforce (131,900 South Carolinians) employed by transnational organizations. One 

hundred and fifty countries are served by vessels that use South Carolina’s ports, and global brands 

such as Sonoco (20,000 employees), Milliken (10,000 employees), Amazon, BMW, Boeing, BOSCH, 

and Michelin (among others) call South Carolina home.   

Some of the most predominantly taught languages in South Carolina - Spanish, French, German, and 

Mandarin, Chinese - are well represented in companies with strong ties to the state. For example, 

Mexico is South Carolina’s 4th largest export market, and Latin America represents 13 percent of the 

state’s total exports. More than 114 French owned companies exist in South Carolina with over 16,000 

people employed locally, and Canada is South Carolina’s 2nd largest trading partner. With more than 

twenty-seven German-owned companies in the state (more than 34,000 people employed locally), 

Germany is the number three trading partner for SC. And finally, China, the largest export market for 

South Carolina, has thirty-three affiliates in the state. Biliteracy refers to having a functional level of 

proficiency in two languages. An Intermediate Mid level of language proficiency is needed in order for 

learners to function in the workforce, based on the data analyzed by the ACTFL and used to produce 

their Oral Proficiency Levels in the Workplace document.  

The report America’s Languages: Investing in Language Learning for the 21st Century (2017) calls to 

attention the growing need for language proficiency in the workforce countrywide: …American 

businesses may have the most to gain from a workforce that is competent in world languages and 
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effective in international settings. Eighty-eight percent of the executives who responded to the 2014 

Coalition for International Education sponsored study reported that international sales will be an equal 

or greater percentage of their business in the future, and almost two-thirds report a need for international 

skills at entry and management levels. (93) Many businesses recognize and address this need by 

providing language education for their employees through a variety of means, including internal 

training programs and sponsored coursework. (p. 29) Students who have already demonstrated a 

functional level of proficiency in English and at least one other language will have an edge in a 

competitive job market.  

Languages other than English include but are not limited to the languages most predominantly taught 

in South Carolina (Spanish, French, German, Latin, and Mandarin), as well as American Sign Language 

(ASL), Russian, Arabic, and Hebrew. Districts must confirm that one of the proficiency assessments 

listed in the document is offered for the language in question for prospective candidates. For most 

languages, the Seal of Biliteracy requires the ability to interpret texts and aural information, to 

communicate interpersonally through speech, text, or signing, and to present information.  

In order to earn the South Carolina Seal of Biliteracy, students must meet the proficiency requirements 

specified for English and must also take a proficiency exam for one other language (Spanish, French, 

German, Latin, Mandarin, ASL, Russian, Arabic, Hebrew, or other languages for which approved 

proficiency assessments may become available), achieving a minimum proficiency level in all 

categories of all modes (or equivalent for Latin and ASL) of Intermediate Mid (bronze), Intermediate 

High (silver), or Advanced Low (gold) as defined by the ACTFL Proficiency Guidelines; the tier 

awarded is based on the minimum score received.  

Due to unique characteristics of certain languages, special considerations will be made in cases where 

language assessments across all three modes of communication defined by ACTFL (interpersonal, 

interpretive, and presentational) may not be appropriate or available, the South Carolina Department 

of Education reserves the right to accept a different assessment that aligns with the essence of South 

Carolina’s Seal of Biliteracy. Proficiency exam options and languages will be updated as appropriate 

measurement tools are made available (for example, an assessment for other modes in Latin may be 

added to the criteria). Students seeking the Seal through languages not characterized by considering 

the language domains of listening, speaking, reading, or for which there is not a writing system, will 

demonstrate the expected level of proficiency on an assessment of the modalities that characterize 

communication in that language.  

Discussion & Conclusion: 

Despite being a highly conservative state politically, school districts across the state of South Carolina 

advocate for world language programs as a way to foster critically thinking, globally minded students 

who are prepared to compete academically and vocationally on a global scale. What can be seen 

through this snapshot, is that across the state, there exist substantial and defined bilingual education 

programs. Many districts throughout the state of South Carolina reflect the same philosophies. This is 

something extremely positive, as well implemented bilingual education programs have been found to 

be successful in educating not only English learners but also native-English speaking students (Diaz-

Rico, 2017).  

 

What we notice in this is that the official objectives of South Carolina’s bilingual education initiatives 

are grounded in best practices and reflect the diverse nature of the state. By and large, the districts 

analyzed have gone the extra mile to develop their own particular language/ESOL programs. Crucially, 
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however, there is a significant gap existent in the literature as far as implementation is concerned. From 

this point, we invite researchers to probe deeper. For instance, with regard to qualitative studies on 

outcomes and stakeholder perceptions, as well as curricular assessments. This is where more work is 

necessitated.  

More so, we invite teachers, specifically those in some way engaged with foreign language education 

to understand what currently exists on paper. Through this, teachers can be enlightened as to what 

stands behind their pedagogy, and even more importantly, become engaged with the policy-making 

process. No educational infrastructure can ever be fully effective without input from arguably, its most 

important contributors, that is, the teachers. It is they who understand the classroom the best, and who 

can see how macro implementation looks in practice.  

We also argue that educators and lawmakers should continue to seek to understand the rights and 

abilities of minority students and understand that one of the facets that enhances a district and its 

programs overall are well-designed bilingual programs intended to serve not only mainstream students 

but limited English proficient students, as well. This inclusion promotes unbiased, well-rounded 

educational programs that are fruitful and for the benefit of all of the students it serves. Finally, this 

paper, written by two ELT practitioners, is intended to be an encouragement for others in similar roles 

to engage with policy. This need not be in the realm of bilingual education, but can stretch to curriculum 

design and objectives, program implementation, and student support initiatives. 
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Abstract: This study aims to analyze the writer’s block levels of the students based on their gender, 

and their success in the writing course. At the end of the statistical analysis over the means of 

‘Questionnaire for Identifying Writer’s Block’, it was found that 2% of the students almost always, 20% 

often, 52% sometimes and 26% of the students occasionally have writer’s block. There are no students 

who never have writer’s block. Also, the average mean of the questionnaire was 2.92, which suggests 

that writer’s block is sometimes experienced by the participants. The most frequently experienced 

subscale of the questionnaire was Premature Editing followed by Strategies for Complexity, Blocking, 

Attitudes and lastly Lateness. It was also detected that the writer’s block levels of the participants do 

not vary according to their gender. Moreover, this study demonstrated that the writer’s block levels of 

the participants vary according to their success in writing. It can be concluded that the writer’s block 

levels of the participants diminish as the participants’ success increases and the writer’s block levels of 

the participants do not vary according to their gender.  

Keywords: Writer’s block, Writing, English Language Teaching 

Introduction 

When students are asked to write a piece of writing, it is observed that some of them get stuck and cannot write 

anything at the beginning, or some of them start to write but stop in the middle of the process and cannot write 

anything, or some of them continually write but erase something during the composing process. Although many 

students can finish their writing, they have such problems during their composing process. One of the elements 

which cause failure or interruption during writing process is writer’s block. Rose declares that “at least 10% the 

of college students block frequently, and writer’s block is a problem outside of the classroom as well” (Rose, 

1984, p.1).  

Writer’s block is one of the least studied problems in writing process. According to Rose, writer’s block is 

perceived as “a mysterious emotional difficulty”, it is not seen as “a delimitable problem that can be analyzed and 

then remediated through instruction and programs” (Rose, 1984, p.2). Even though there are several studies related 

to writing, the studies on writer’s block are quite limited in the literature and few of them (Rose, 1984, Peterson, 

1987, Lee and Krashen, 2003, Özbay and Zorbaz, 2012, Zorbaz, 2015, Rosa and Genuino, 2018) are related to 

determine the level of writer’s block. For this reason, this study aims to determine the writer’s block levels of the 

students based on their gender and their success in writing. In line with this aim, the answers to the following 

questions have been sought: 

1. Do the Turkish participants have writer’s block in writing in English? 

2. Are there any differences on the writer’s block levels of the participants based on gender? 

3. Are there any differences on the writer’s block levels of the participants based on success?  

Literature Review 

Students cannot produce writing because they simply lack fundamental writing skills or they are not committed 

to writing at hand though they have fundamental writing skills. Therefore, basic writing skills and commitment 

are the delimiting boundaries of definition of writer’s block (Rose, 1984). From this point of view, Rose defines 
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writer’s block as “an inability to begin or continue writing for reasons other than a lack of basic skill or 

commitment” (Rose, 1984, p.3). Furthermore, various definitions of writer’s block in the literature are as follows: 

 “a label for one or a combination of feelings, beliefs, or behaviors that interfere with a 

person’s ability to start, work on, or finish a given writing task that he or she is 

intellectually capable of doing” (Bloom, 1985, p.121). 

 “the experience in which we cannot write in a fluent fashion’” (Boice, 1993, p.19). 

 “the temporary or chronic inability to put words on paper” (Nelson, 1993, p.1). 

 “distinctly uncomfortable inability to write” (Huston, 1998, p.93). 

 “the phenomenon in which writers do not write despite being intellectually capable of 

doing so and they suffer because they are not writing’” (Flaherty, 2004, p. 80). 

 “the condition in which motivated, otherwise intellectually capable individuals 

experience suffering because they cannot put or cannot keep words on the page to 

complete certain writing projects in a timely manner” (Birk, 2013, p.6). 

 “a depressive feeling where writing feels like a painful thought and one questions why 

one is even bothering” (Chitamani, 2014, p.3). 

 “the state of not being fluent and comfortable in written expression” (Zorbaz, 2015, 

p.311). 

 “a period of time when a writer cannot figure out what they want to write, what to write 

next, or how to write what they want to or need to write” (Bishop, 2018, p.94). 

Having various knowledge of language is pivotal for the second or foreign language learners in writing. Students 

should know the knowledge of grammar, vocabulary, syntax, discourse, etc. in the target language in order to 

write. Lack of knowledge can be a cause for writer’s block. In a cause analysis of writer’s block through 

observation, in-class discussion and interviews, it is revealed that insufficient language proficiency is the main 

reason for writer’s block in writing in the second language (Evdash and Zhuravleva, 2020). Although students 

have such knowledge, they can lack the information about how to write. Writing requires special knowledge and 

strategies. Many studies claim that not knowing how to compose (Reed, 1986, Hall, 1998, Lee and Krashen, 2003) 

and lack of knowledge of strategies about planning and discourse (Rose, 1984, Lee and Krashen, 2003, Smeets, 

2008) can also cause writer’s block. 

Planning what to write is necessary, however students who are strict about these plans or students who cannot 

change their first decision are probable to have writer’s block. If students try to apply strict rules such as “Never 

do …. / Start with ….” while writing, they cannot focus on transmitting their ideas because they only pay attention 

to applying these rules. Resultantly, there are studies showing that students have writer’s block if the rules they 

use in composing process are rigid or incorrect (Johnstone, 1983, Rose, 1984, Ahmed, 2019). Another common 

basis for writer’s block is too early editing, according to many studies (Rose, 1984, Reed, 1986, Hsui, 1993, Lee 

and Krashen, 2003, Evdash and Zhuravleva, 2020). Students stop to edit while producing a piece of writing; 

therefore, they put an obstacle in the flow of ideas. It is asserted that the editor-student constantly interferes with 

the producer-student and this prevents the producer-student from writing (Hsui, 1993). 

Additionally, assessment may be a problem for students. Assessment of a writing task can be seen as objective by 

the students and they cannot be sure about whether their writing is successful or not. Accordingly, several studies 

envisage that assessment engenders writer’s block (Rose, 1984, Hall, 1998, Ahmed, 2019). Also, fear of failure 

(Boice, 1993) and fear of being criticized (Johnstone, 1983, Reed, 1986, Boice, 1993, Özbay and Zorbaz, 2012, 

Zorbaz, 2015) are reasons for writer’s block. There are also students who think that they cannot produce a piece 

of writing even though they have never tried. Fear of inability to write (Özbay and Zorbaz, 2012, Zorbaz, 2015, 
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Ahmed, 2019) can also cause writer’s block. These fears can be resulted from students’ past experiences or 

characteristics.  

Likewise, students’ characteristics or properties can also lead to writer’s block. Some students wish to compose 

perfect piece of writing at one hand. Some students may have a fear of transmitting their own ideas due to political 

or ideological differences. Or some students do not have a reason for writing. Accordingly, perfectionism (Reed, 

1986, Hall, 1998, Chintamani, 2014, Ahmed, 2019), ideological conflict (Corbett, 1998), lack of motivation 

(Ahmed, 2019) and stress (Ahmed, 2019) can be posed as reasons for writer’s block in many studies. 

On the other hand, there are also some external factors that provoke students to have writer’s block. Some students 

complain about their teacher; they cannot take enough attention of their teachers or they cannot ask questions to 

their teachers. Moreover, some students allege that the given time is not enough for them to compose a piece of 

writing. Or some students might have a pressure on themselves when they are asked to produce a writing during 

the given time. As well as the time given for writing, the topic is also important. Students want to write about 

interesting topics. When they do not like topic or when they do not know about topic, they can get stuck. 

Subsequently, there are studies which report that unhelpful teachers (Reed, 1986, Hall, 1998), limited time for 

writing (Hall, 1998), and unfamiliar topics (Hsui, 1993, Hall, 1998) are sources for writer’s block. 

Researches on writer’s block also point to various roots such as poor reading skills correlated with writing 

performance (Lee, 2002), conflicting rules, plans and assumptions (Rose, 1984, Ahmed, 2019) and the censors 

(Reed, 1986, Boice, 1993). Johnstone summarizes that writer’s block can be caused by “cognitive reasons such 

as inflexible pre-conceptions, excessive concentration on techniques or rules of writing, affective reasons such as 

fear of being criticized, conflict between constraints and expectations in writing classes, and environmental 

reasons such as lack of stimulation, prohibitive role expectations, inhibiting classroom learning conditions” 

(Johnstone, 1983, p.163). Similarly, in his MA thesis, Ahmed groups the causes of writer’s block as follows: 

a. psychological/affective causes: stress, anxiety, affective intensity, burnout;  

b. motivational causes: evaluation anxiety, performance anxiety and amotivation;  

c. cognitive causes: perfectionism, writing with a fixed perspective in mind, using time of 

effort inefficiently, rigid thinking;  

d. behavioral causes: procrastinating, becoming too busy to write, changing one’s routine 

or not following a structured schedule. (Ahmed, 2019, pp.11-19)  

Methodology 

The Participants 

The population of this study is composed of freshman students studying at the department of Translation and 

Interpretation of English at a state university in Turkey. The sample was planned to consist 99 students who had 

been enrolled the writing course. However, some of them missed the course and some of them were unwilling to 

participate in the survey. Finally, 46 students who are EFL learners were included in the study.  

Data Collection Instruments 

The Questionnaire on Identifying Writer’s Block (QIWB) designed by Rose (1981) was used in order to identify 

the writer’s block level of the participants. Before using this questionnaire, permission was received via email 

from the developer of the questionnaire. Since the original questionnaire was used, there was no need to test the 

language validity and factor analysis, and no need for pilot study. 

QIWB is a 24-item and 5-Likert questionnaire. Scores may range from 24 to 120. High scores indicate high level 

of writer’s block. This questionnaire contains items that describe blocking behaviors and items that describe 
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attitudinal or cognitive variables related to blocking (Rose, 1984). Respectively, it has five subscales: Blocking 

(Items 7, 9, 12, 16, 17, 22, 24) and Lateness (Items 4, 14) are behavioral subscales. Premature Editing (Items 3, 

8, 18), Strategies for Complexity (Items 5, 11, 15, 19, 23) and Attitudes (Items 1, 2, 6, 10, 13, 20, 21) are the 

attitudinal subscales. 

Data Analysis 

In order to identify the writer’s block level of the participants, the means of the questionnaire and the percentage 

of the frequencies were calculated. Before determining whether the writer’s block level of the participants shows 

a difference by gender, it is necessary to determine whether the sample shows a homogenous distribution. Thus, 

the Levene Test was carried out. To answer the third research questions, the students were firstly categorized as 

successful and unsuccessful according to their marks in writing course. At this state university, A, B, and C are 

the marks which are accepted as successful for passing the course. D and F are the marks accepted as failure in 

passing the course. Thereupon, the participants were categorized as successful and unsuccessful according to these 

marks. Then, the Levene Test was applied to determine whether the sample shows a homogenous distribution. 

Since both applications of the Levene Test demonstrate that the sample shows a homogenous distribution as seen 

in Table 1, Independent T-Test was used in order to identify any differences on the writer’s block levels of the 

participants based on gender and success. 

Table 1  The result of Levene Test. 
 Based on Gender Based on Success 

Number Sig. Number Sig 

F M  S U  

GRAND 27 19 .399 28 18 .08 

Blocking .907 .204 

Lateness .584 .102 

Premature editing .782 .731 

Strategies for complexity .955 .375 

Attitudes .396 .133 

Type Parametric - Parametric - 

Test Independent T-Test Independent T-Test 

Findings 

Rose reported reliability coefficients for the total scale scores as ranging from .72 to .87, with a median coefficient 

of .84 (1984). The reliability coefficients of the present study ranged from .46 to .80, with a median coefficient of 

.85 (see Table 2). This finding means that the questionnaire is reliable upon multiple administration, consequently, 

it assessed writer’s block levels of the participants with a considerable degree of confidence. 

 
 
Table 2  The reliability coefficients of QIWB 

 N N of items Cronbach’s Alpha 

GRAND 46 24 .85 

Blocking 46 7 .80 

Lateness 46 2 .58 

Premature editing 46 3 .46 

Strategies for complexity 46 5 .66 

Attitudes 46 7 .64 
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It’s clear in Table 3 that the means of the questionnaire ranged from 1.96 to 4.29. The average mean was 2.92, 

which suggests that writer’s block is sometimes experienced by the participants. It was also found that 2% of the 

students almost always, 20% often, 52% sometimes and 26% occasionally have writer’s block. There are no 

students who never have writer’s block. Hence, it can be concluded that all students have writer’s block to some 

degree. The average writer’s block level of the students is sometimes. 

Table 3  The frequency and percentage of means of QIWB 
Degree of Writer’s Block f Percentage 

Almost always (4.20-5.00) 1 2 

Often (3.41-4.20) 9 20 

Sometimes (2.61-3.40) 24 52 

Occasionally (1.81-2.60) 12 26 

Almost Never (1.00-1.80) 0 0 

 

As mentioned before, QWIB includes five subscales. Among the subscales, the highest mean belongs to Premature 

Editing whereas Lateness has the lowest mean, as seen in Table 4. 

Table 4  The means of the subscales in the QIWB 
 Mean 

 Highest Lowest Average 

Blocking 4.57 1.57 2.84 

Lateness 4.50 1.00 2.14 

Premature editing 5.00 2.00 3.44 

Strategies for complexity 4.60 1.60 3.18 

Attitudes 4.29 1.14 2.81 

 

Also, the most frequently experienced subscale of the questionnaire by the participants was Premature Editing 

followed by Strategies for Complexity, Blocking, Attitudes and Lateness (see Table 5). This proves that the 

students have writer’s block mostly because of early editing.  

Table 5  The frequency and percentage of means of the subscales in the QIWB 
 Blocking Lateness Premature 

Editing 
Strategies 
for 
Complexity 

Attitudes 

Degree of Writer’s Block f % f % f % f % f % 

Almost always (4.20-5.00) 2 4 1 2 7 15 1 2 1 2 

Often (3.41-4.20) 9 20 6 13 16 35 13 28 6 13 

Sometimes (2.61-3.40) 16 35 6 13 17 37 20 43 21 46 

Occasionally (1.81-2.60) 15 32 10 22 6 13 10 22 17 37 

Almost Never (1.00-1.80) 4 9 23 50 0 0 2 4 2 4 

As it is mentioned before, the subscales of QIWB are all related to Blocking, which is the main behavioral subscale 

and indicator of writer’s block. Table 6 demonstrates that correlations between Blocking and each of the remaining 

subscales ranged from .09 to .67, with a median correlation .59. This means that there is a moderate correlation 

between Blocking and Lateness, between Blocking and Strategies for Complexity and between Blocking and 

Attitudes whereas there is a weak correlation between Blocking and Premature Editing. That’s to say, responses 

of the participants are consistent within the subscales and all subscales are related to Blocking but measure 

different aspect of it.  

Table 6 The correlations between Blocking and other subscales in the QIWB 
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 N p Pearson 
Correlation 

Degree 

Blocking 46  1  

Lateness 46 .000 .660 Moderate 

Premature editing 46 .556 .089 Weak 

Strategies for complexity 46 .000 .506 Moderate 

Attitudes 46 .000 .668 Moderate 

 

Rose indicates that “how well the cognitive/behavioral and cognitive/attitudinal subscales account for the 

behaviors pinpointed in the Blocking subscale” (Rose, 1984, p.21). For this reason, a Regression Analysis was 

applied. It is obvious in Table 7 that 59% of the variance on the Blocking subscale was accounted for by other 

subscales. This means that the subscales predicted Blocking score quite well.  

Table 7 The Regression Analysis of QIWB  
Model Sum of 

Squares 
df F Sig. Adjusted R 

Square 
Std. Error of 
the Estimate 

Regression 16,811 4 

16,837 ,000(a) ,585 ,49961 Residual 10,234 41 

Total 27,045 45 

 

Table 8 provides a clear picture of the idea that the means of female and male students are similar to each other 

as well as the means of the subscales except for Premature Editing. At the end of Independent T-Test, it was 

determined that there are no statistically significant differences between the writer’s block and four subscales level 

of the female and male students. It is surprising that there is a statistically significant difference between a subscale 

level, which is Premature Editing, of the female and male students. Eta Square test was applied to find the effect 

size of this difference, and it is seen that the effect size is low. This may condense the idea that that gender does 

not affect the level of blocking. 

Table 8 The results of Independent T-Test for gender 
 Gender N Mean ss sd t P η2 

GRAND F 27 2.96 .56370 44 .669 .507  

M 19 2.86 .46901 

Blocking F 27 2.93 .80459 44 .910 .368  

M 19 2.71 .73463 

Lateness F 27 2.04 1.1087 44 -.806 .425  

M 19 2.29 .94745 

Premature editing F 27 3.69 .69137 44 2.977 .005 .02 

M 19 3.09 .65586 

Strategies for complexity F 27 3.22 .67330 44 .466 .643  

M 19 3.13 .70620 

Attitudes F 27 2.77 .64517 44 -.584 .562  

M 19 2.87 .53004 

 

As it is understood from Table 9, the writer’s block level of 28 successful students are lower than the level of 18 

unsuccessful students. The subscale means of successful students are also lower than the means of unsuccessful 

students. Independent T-Test demonstrated that there is a statistically significant difference between the writer’s 

block level of the successful and unsuccessful students. Besides, there are significant differences between two 
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subscales levels of these students, which are Lateness and Attitudes. This could mean that successful students 

generally have less writer’s block.  

Table 9 The results of Independent T-Test for success 
 Success N Mean ss sd t P 

GRAND S 28 2.77 .44 44 2.396 .021* 

U 18 3.13 .56 

Blocking S 28 2.73 .83079 44 1.194 .239 

U 18 3.00 .73189 

Lateness S 28 1.64 .59094 44 5.019 .000* 

U 18 2.92 1.1278 

Premature editing S 28 3.54 .73333 44 -1.082 .285 

U 18 3.30 .73109 

Strategies for complexity S 28 3.03 .57620 44 1.875 .067 

U 18 3.41 .78056 

Attitudes S 28 2.64 .48950 44 2.516 .016* 

U 18 3.07 .66511 

 

Discussion 

It was determined that all participants have writer’s block from time to time and the writer’s block level of the 

participants is sometimes. This finding is consistent with the findings of many studies conducted in foreign or 

second language learning. For instance, Lee and Krashen determine the writer’s block level of Taiwanese students 

learning Chinese at a university as sometimes (2003). In another study conducted by Zorbaz, the writer’s block 

level of 428 Turkish students in writing in English is found as sometimes (2015). In addition, Rosa and Genuino 

conclude that the writer’s block level of Philippine students learning English as a second language at 10th grade is 

sometimes (2018). As for the first language learning, Peterson renders that the writer’s block level of 109 

American adults studying English at a course is sometimes (1987) although Özbay and Zorbaz expound the 

writer’s block level of Turkish students at secondary school as occasionally in Turkish course (2012). It is 

significant that the age and language experiences of the participants are different in Peterson’s and Özbay and 

Zorbaz’s studies. 

It can be stated that the structural findings about QIWB in this study support the findings of other studies. The 

first similarity among the studies is about correlation among the subscales of QIWB. Rose discloses that “a pattern 

of moderate correlations should emerge among Blocking and other subscales” (Rose, 1981, p.4). Rose applied 

this questionnaire with 351 adult students in their writing course at university and annotated that there is a 

moderate correlation between Blocking and Strategies for Complexity whereas there is a weak correlation between 

Blocking and Lateness, between Blocking and Premature Editing, and between Blocking and Attitudes (1981). 

Table 10 provides illustration of the correlation between the subscales, suggesting that the correlations between 

Blocking and other subscales usually range from moderate to weak correlation in the studies conducted by 

Peterson (1987), Lee and Krashen (2003), Lee (2005), and Zorbaz (2015). It is clear that the correlations between 

Blocking and other subscales are very similar among the studies conducted in the first language learning (Rose, 

1981 and Peterson, 1987). This study was conducted in the setting of foreign language learning and the findings 

about the correlation are similar to the studies in foreign language learning (Lee and Krashen, 2003, Lee, 2005, 

Zorbaz, 2015). 

Table 10 The findings about the correlation coefficients of the studies 
 Rose 

(1981) 
 

Peterson 
(1987) 

 

Lee and 
Krashen 
(2003) 

 

Lee 
(2005) 

 

Zorbaz 
(2015) 

 

This Study 
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Lateness .37 
Weak 

.47 
Weak 

.61 
Moderate 

.61 
Moderate 

.64 
Moderate 

.66 
Moderate 

Premature  
Editing 

.37 
Weak 

.42 
Weak 

.39 
Weak 

.42 
Weak 

- .09 
Weak 

Strategies for  
Complexity 

.59 
Moderate 

.38 
Weak 

.56 
Moderate 

.56 
Moderate 

.66 
Moderate 

.51 
Moderate 

Attitudes .44 
Weak 

.46 
Weak 

.44 
Weak 

.44 
Weak 

.57 
Moderate 

.67 
Moderate 

 

The second similarity among the studies is about the Regression Analysis of the questionnaire. In Rose’s study, 

52% of the variance on Blocking subscale was accounted for by the other subscales. This study supports Rose’s 

study with a different setting as Rose conducted his study in writing in the first language. Namely, the behavior 

of missing deadlines, the cognitive difficulties of editing prematurely, lacking strategies for complex writing 

assignments, and the attitudinal problems with evaluations provided a good prediction of blocking in writing in 

English as a foreign language as well. 

It was verified in this study that gender has no effect on the writer’s block level of the participants. This finding 

is parallel with the findings of the studies in the context of first language learning. Peterson found no differences 

between the writer’s block level of the female and male American adults in writing in English (1987), as in another 

study conducted in writing in Turkish as a first language by Özbay and Zorbaz (2012). As for EFL context, 

although it is unearthed that females have less writer’s block than males in Zorbaz’s study, the effect size is found 

low (Zorbaz, 2015). It is important that the participants of Zorbaz’s study are the students studying various 

departments at a university, so their experiences in learning English as a foreign language are different from the 

current study. Furthermore, Zorbaz used only behavioral aspects of writer’s block questionnaire, that’s Blocking 

and Lateness subscales.  

The current study confirmed that there is a statistically significant difference between the writer’s block level of 

the successful and unsuccessful students. Similar findings occurred in the studies by Peterson (1987) and by Özbay 

and Zorbaz (2012). Boice recites that blocked writers exhibit characteristics such as “a reluctance to complete 

written homework and may suffer from low self-esteem” (1993, p. 26). As a consequence, these students usually 

avoid from writing, which makes their writing skill weaken over time. Writer's block is thought to be harmful to 

personal, educational and professional success (Hall, 1998). It is usual that individuals having writer’s block fail 

or have less success in writing because they have difficulties expressing themselves in written language. 

Contrarily, Rosa and Genuino pinpoint that the writer’s block levels of the students do not significantly relate to 

the overall quality of their essays (2018). The failure to find a relationship between writing quality and writer’s 

block may be because of the way of measuring the quality of writing. The quality of writing was measured on the 

basis of easability and readability in the study. However, it is arguable that quality of writing can only be assessed 

on the basis of easability and readability. Other possible factor that is different from other studies include that this 

study was conducted in an ESL context. 

Conclusion 

This study puts forward an empirical investigation concerning writer’s block in writing in English by Turkish 

students studying Translation and Interpretation of English at a state university in Turkey. At the end of the study, 

it is notified that all participants have writer’s block to some degree in writing in the EFL context. Successful 

students have less writer’s block and gender does not affect the writer’s block level of the students. 

As mentioned before, other studies in the literature are about writing in English by American participants 

(Peterson, 1987), writing in Chinese by Taiwanese participants (Lee and Krashen, 2003), writing in Turkish by 

Turkish participants (Özbay and Zorbaz, 2012) and writing in English by Philippine participants (Rosa and 
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Genuino, 2018). This study provides supports for writing in English by Turkish participants. As it is ascertained 

in this study, writer’s block is an important problem for success in writing. Therefore, students should be informed 

about writer’s block and the causes of writer's block should also be detected. Taking education about writer’s 

block and reading advices are important to eliminate writer’s block (Reed, 1986). In addition, many studies 

postulate that various activities can decrease the writer’s block levels of the students. For instance, freewriting, 

brainstorming and getting achievable tasks are suggested for managing the writer’s block (Chintamani, 2014). 

Besides, freewriting activities which also contain sharing and discussing about the writing pieces, revising and 

editing activities, and choosing the writing topic with regard to the students’ needs, knowledge or wishes (Hsui, 

1993) are suggested as a remedy for writer’s block. These kinds of activities which are recommended to alleviate 

writer’s block should be applied in English writing classroom.  

Since the sample in the present study contained a majority of Turkish freshman students at a university, the 

generalizability of the results is rather limited and the findings embedded in this study may not adequately 

represent both quantitative and qualitative descriptions about writer’s block. Thus, there is a need to increase the 

number of respondents and to extend research population encompassing different ages and grades. Furthermore, 

as writer’s block is thought to be a neglected problem in the literature, further studies should be conducted on the 

writer’s block. Comparing the writer’s block levels of the participants in their native language with their foreign 

language and inquiring the thoughts of teachers and students about the causes of writer’s block are among the 

various subjects to be studied on. Future studies may also choose to investigate the factors that lead students to 

develop writer's block both in classroom contexts and in contexts outside the classroom. Especially, longitudinal 

studies can be conducted in order to obtain more comprehensive results intended for the results of activities or 

strategies that are suggested to alleviate writer’s block.  
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Abstract: Among the skills, writing is always considered a very difficult one for all language learners which requires an experience 

to accomplish, and its assessment is challenging. In the pandemic period, a mix of synchronous and asynchronous interaction has 

affected to the methods of assessment of skills especially the writing skill. For mastering this skill and avoiding plagiarism, different 

types of assessment have been implemented. The current paper explores some specific issues of online assessment of the writing skill.  

The study begins with the theoretical background of EFL writing and the ways of assessing it. After the review of research, the article 

explores assessment methods from traditional to online to improve this skill of EFL learners. It presents modern approaches to online 

writing skill improvement, different kinds of assessment with written and oral explanation to the written tasks of students, assessment 

rubrics, and effective, clear feedback. The ways of organizing authentic, formative, summative assessment, reflection, collaboration, 

self-assessment, and peer‐assessment are introduced in this research. Besides, e‐portfolios are introduced as ongoing evaluation tools 

for writing skills. The study ends with recommendations of the design of online rubrics for assessing writing, evaluation criteria and 

percentage on grammar, punctuation or context and organization errors for objective evaluation.  

Keywords: assessment, writing, rubric, online 

Introduction:  

Writing is not only a skill but also a form of communication like speaking. It is the skill  which combines communication 

with grammar and spelling. It should be taken into account in the process of assessing this skill.   

It is clear that assessment differs from evaluation. It is a key component of teaching as a process for recording data about 

student’s achievement systematically. Assessment refers to all those activities undertaken by teachers, and by their 

students in assessing themselves, which provide information to be used as feedback to modify the teaching and learning 

activities in which they are engaged. (Black and Wiliam, 1998). Assessing is a challenging process; of the four skills, 

writing is the most complex skill to assess.  It is characterized for its accuracy and objectiveness of a teacher’s feedback, 

using the appropriate criteria to assess, encouraging students to peer assessment, and checking the plagiarism.  

The aim of this study is to explore assessment methods of writing from traditional to online. From the analysis of related 

study on writing assessment in pandemic period, it has become clear that teachers have tried to make improvement in 

his/her writing lessons for achieving his/her goal. In this period, alternative approaches to assessment have been practiced 

in different disciplines, such as utilizing assessments as a toolkit to promote student learning (Tang & Biggs 1998; Carless 

2002); conducting online assessment (Zohre, 2018); integrating writing assessment with blended learning (Litterio, 2018); 

using electronic assessment (Upton, Ene, 2018), and using web for students assessment (Williams, 2009). These 

approaches have been resulted in different consequences. Though online learning has been new for most teachers and 

students in pandemic period, the research shows that online writing assessment has had positive contribution to learning. 

mailto:s.gurbanova@yahoo.com
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(Bailey, Hendricks, & Applewhite, 2015) Zlatovic, Balaban, & Kermek (2015) consider that online assessment has led 

students to achieve learning goals (Gikandi, Morrow, & Davis, 2011). According to Baleni, online writing assessment 

enables students to get immediate and comprehensive feedback compared to traditional assessments (Baleni, 2015). It has 

been not difficult for students to give feedback to their classmates' work as it was anonymous.  

Though it has positive results, online assessment is not easy to conduct. According to Baleni, it requires good cooperation 

between teachers, students, parents, and the community (Baleni, 2015). Time management,  gathering various data and 

giving feedback, plagiarism/ objectivity in students’ writing are challenges teachers face.  

Ways of assessing writing 

For assessing writing objectively, we need to think about how we use writing in online teaching. There are the online tasks 

assigned to students for gathering data about their improvement: 

To assign tasks to write essays.  Teachers choose special topics for essays to make students interested. Argumentative and 

compare-contrast essay types are widely used for assessing students’ writing skills. 

To use web 2 tools.  Blogs, wikis, social media are good tools to offer new and lively ways to tell stories, to engage in 

written discussions, to excite  students – and provide new ways for students to share their excitement about  their subject. 

Students can use them as a journal or diary of day-to-day life; write their thoughts or  respond with comments to the

 teacher’s or other  students’ posts about a book; write posts as prose or poetry and construqtively critique one 

another’s work.  

To give special questions to answer. Their answers to questions make them think critically and creatively and it improves 

their writing skills.   

The above mentioned tasks are effective for formative assessment. In this kind of assessment, e-portfolios which is a 

collection of evidence to demonstrate mastery of a given set of concepts can be a good assessment tool. They demonstrate 

student competence and writing skill. These may be end-of-course or program assessments primarily for evaluating student 

performance. The primary purpose is to evaluate student competency as defined by program standards and outcomes.  

In assessing writing online, rubrics’ role is undeniable. A set of evaluation criteria based on learning goals and students to 

clearly indicate achievement across all the components of any kind of student work. There are two types of rubrics: holistic 

and analytical. Holistic (sometimes called global) rubric gives one overall score for a piece of writing which makes 

teachers work easy  and  produce more consistent marking. However, analytic rubric gives separate scores for different 

aspects of writing, such as task achievement, vocabulary, and grammar. It can be useful for formative assessment because 

they give learners more detailed information about the strengths and weaknesses of their writing. For analytic rubric, the 

following categories  are suggested by Brown (2001):(1) content including a thesis statement, unity, support, coherence; 

(2) organization (introduction, body paragraphs, the  appropriateness of the conclusion, and the length of the writing; (3) 
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discourse such as topic sentences, transitions, references, fluency, and variation of the text; (4) strong sentence skills 

(grammar, vocabulary,  spellings, citation of references, punctuation, tidiness, and appearance) . 

Online feedback  

Feedback in writing is a complex process for teachers. Though students prefer to receive written corrective feedback over 

alternative feedback such as peer and oral feedback, teachers face some difficulties in explaining their errors when it is 

written. They are afraid of being not objective or cannot explain the correction thoroughly. Researches and studies (Cohen 

1991, Ferris 1995, 1997) which were conducted to investigate student preferences about correction prove that students 

prefer their teachers’ written feedback. However, teachers have some hesitations in giving feedback to students’ writing. 

Some of them tend to correct each error in writing, while the others consider some errors don’t need correction.  

Giving effective online feedback is an essential skill for teachers to develop. In face to face lessons,  non-verbal 

communications help students to understand feedback clearly; however, these features are absent in written online 

feedback.  

Alvarez, Espasa, and Guasch (2011) suggest four types of feedback for writing assignments in an online learning 

environment: corrective feedback, epistemic feedback, suggestive feedback, and epistemic-suggestive feedback. 

Corrective feedback is the feedback that is specific to the requirements of the assignment and content while epistemic 

feedback includes prompts or questions for further thought and explanation or clarification. Suggestive feedback contains 

advice, expansion, or ideas to improve an idea. Epistemic + suggestive feedback combines the use of prompts/questions 

for further development and making suggestions for improvement 

For example, the sentence “online learning is not the future of higher education.” can have all types of feedback depending 

on the objective of the learning.  If the teacher mentions to follow capitalization rules, it is epistemic feedback.  Giving 

the question “How can you support your point?” is epistemic; suggesting writing about the effects of online learning is 

suggestive. In epistemic-suggestive feedback, two types of feedback are combined and suggesting the support his/her point 

by giving the facts in the pandemic period could be a good epistemic-suggestive feedback sample. For giving feedback, 

audio, video and written formats can be used. Internet provides us with different tools to realize effective feedback giving. 

TechSmith (Snagit, Camtasia, Jing), Vocaroo, Screencast –O-Matic are widely used which offer video and audio creation 

solutions for faster, clearer feedback.  

 

Conclusion 

Assessing students’ writing online is a complex process; however, it helps students to acquire the skill in online learning 

better than face to face one. For improving and not facing difficulties, teachers should try to create a friendly atmosphere, 

set realistic goals for giving feedback. Assessment should not be seen as the means to eradicate of all student errors but to 

encourage gradual but consistent improvement in accuracy over time, acquisition and application of linguistic knowledge, 

and development of effective self-editing strategies (Ferris 2008). 
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Abstract: As flipped learning gained popularity in Turkish ELT academia, more master’s theses and 

doctoral dissertations on flipped learning have been supervised in ELT graduate programs. Therefore, 

depicting the thematic and methodological trends in ELT master’s theses and doctoral dissertations on 

flipped learning in Turkey seems to be meaningful to provide insights towards the current research 

tendencies and to point out research gaps for novice researchers in Turkey. Thus, the researcher 

conducted a descriptive content analysis by reviewing the theses from 2010 to 2021 in the National 

Thesis Centre database of Turkish Council of Higher Education. As a result, 24 master’s theses and 6 

PhD dissertations were found eligible for analysis. Findings showed that there has been an increase in 

the ELT theses studying flipped learning since 2018; the mixed-methods approach was employed most 

often; in the majority of the theses, quasi-experimental design was employed, followed by case studies; 

flipped learning was generally implemented to teach grammar, writing, and speaking; and two main 

research foci were dominant across the theses: achievement and learners’ attitudes towards flipped 

learning. The findings obtained from this study are expected to contribute to future graduate studies 

conducted on flipped learning in ELT.  

Keywords: qualitative content analysis; master theses, doctoral dissertations; flipped learning   

Introduction  

For today’s YouTube generation, who reaches information easily via using technology as medium of 

communication, the conventional way of instruction seems to be no more effective. Therefore, educators are 

responsible for catching up with the emerging culture of this digital native generation by using technological tools 

as medium of instruction and allowing active learning in class time to achieve deeper learning, as is the case with 

one of the recent blended learning models, the flipped learning approach. As Jon Bergmann, a pioneer of flipped 

learning, emphasizes, ‘flipped learning’ directs one basic question, “What is the best use of face-to-face class time 

with students?” (Şahin& Fell Kurban, 2016), through which the stages of Bloom’s taxonomy of the cognitive 

domain are centred in the instructional design of flipped classrooms, in other words, in- and out-of-class work are 

organized, as seen in Figure 1 below.  

For teaching English language skills, flipped learning has been proved to be efficient in several dimensions in 

English language teaching (ELT), including, having more communicative activities in class time through freeing in-

class time from teaching grammar via sharing lecture videos online (e.g. Correa, 2015; Nguyen, 2018; Temizyurek 

& Ünlü, 2015; Webb & Doman, 2016); supporting learners’ collocation skills (e.g. Alnuhayt, 2018; Suranakkharin, 

2017; Zhang, Li, Jiao, Ma, & Guan, 2016); improving learners’ willingness to communicate (WTC), and by doing 

so, developing learners’ speaking skill (e.g. Hung, 2015, 2017a; Lee & Wallace, 2018; Lin & Hwang, 2018); 

contributing to listening skill proficiency by exposing learners to more listening tasks in individual space (e.g. 

Ahmad, 2016; Leis, 2016); supporting reading skills (e.g. Chavangklang & Suppasetseree, 2018; Karimi & 

Hamzavi, 2017); improving writing skills by receiving feedback from their teacher in class (e.g. Engin & Donanci, 

2014; Pavanelli, 2018); facilitating  academic achievement in English (e.g. Başal, 2015; Engin, 2014; Evseeva & 

Solozhenko, 2015; Hung, 2015; Hung, 2017b; Lee & Wallace, 2018; Sözler, 2018); and encouraging deeper thinking 

by providing learners with more time and active learning tasks in class (e.g. Boyraz & Ocak; 2017; Choe & Seong, 

2016; McKeown, 2016; Sun, 2017; Zainuddin, 2017). 
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Figure 1. Aspects of traditional and flipped learning mapped against Bloom’s Taxonomy (Şahin&         

     Fell Kurban, 2016, p. 16). 

As flipped learning have become a phenomenon in education, its popularity has found its place in ELT academic 

circles as well. Especially after 2010s, in ELT post-graduate programs in Turkey, more master’s theses and doctoral 

dissertations on flipped learning have been handled. As this phenomenon has been subjected to several post-graduate 

theses, in order to provide insights towards the current research practices and to point out research gaps for novice 

researchers in Turkey, it seems meaningful to have a holistic view of the thematic and methodological trends in ELT 

post-graduate theses in Turkey’s EFL teaching context. The data gathered from such an analysis will hopefully 

benefit Turkish graduate students to be informed about the flipped learning implementation in post-graduate ELT 

research in Turkey.  

Purpose of the Study 

The purpose of this present study is to depict the thematic and methodological trends in ELT master’s theses and 

doctoral dissertations on flipped learning in Turkey’s context in order to contribute to future graduate studies 

conducted on flipped learning in ELT field. Accordingly, the research questions of the study are as follows: 

1. What are the methodological trends of the theses on ELT flipped learning? 

1.1. What is the type (master’s or doctoral) distribution of the theses in terms of years (2010-2021)? 

1.2. Which research methodologies were employed in the theses? 

1.3. Which research designs were employed in the theses? 

1.4. What are the participant profiles involved in the theses? 

1.5. Which data collection tools were utilized in the theses? 

2. What are the thematic trends of the theses on ELT flipped learning? 

2.1. What are the research foci of the theses? 

2.2. For which language skill was the flipped learning implemented in the theses? 

2.3. Which activities were employed in individual space learning in the theses? 

2.4. Which activities were employed in group space learning in the theses?  

2.5. Which learning tools were employed in the instructional design of the theses? 

Research Design 

The study was conducted as a descriptive content analysis which is a systematic review to identify the general trends 

and research results in a particular research discipline (Çalık& Sözbilir, 2014). Through descriptive content analysis, 

independent qualitative and quantitative studies are reviewed to identify their general trends. Therefore, the 

prospective researchers, who are planning to study in the particular discipline, are informed about the general trends 

of previous studies. Accordingly, the study was composed of three fundamental phases: firstly, the review criteria 

and the keywords for the search were defined; secondly, the inclusion and exclusion criteria were applied to the 

database search; finally, the theses found eligible were reviewed based on the research questions, and the results 

were visualized in tables and /or graphics. 

 

Traditional Education 

Work inside the Classroom 

 

Flipped Learning Work 

outside the Classroom 

Flipped Learning Work 

inside the Classroom 

Traditional Education Work 

outside the Classroom 
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Data Collection 

The researcher reviewed the open access theses published online from 2010 to 2021 in the National Thesis Centre 

database of Turkish Council of Higher Education by September 2021. The researcher chose the year 2010 as the 

starting point as this was when flipped learning became popular in ELT studies. In this study, the following terms 

were used to identify research on flipped learning. The search keywords were: ‘Flipped Learning’, ‘Flipped 

Classroom’, ‘Inverted Classroom’, ‘Inverted Learning’, ‘Flipped’, and ‘Inverted’. 

To determine which theses to include in the study, the researcher arrived at some criteria for inclusion and exclusion 

which are shown in Table 1 below. 

Table 1.  Inclusion and exclusion criteria of the descriptive content analysis 

Criteria Inclusion Exclusion 

Publication Date 2010 to 2021 Before 2010 and after 
September 2021 

Language English Languages other than English 

Academic Field English Language Teaching Fields other than English 
Language Teaching 

Search Engine National Thesis Centre 
database 

Search Engines other than 
National Thesis Centre 
database 

Publication Type Master Theses &PhD 
Dissertations 

Publications other than 
Master Theses &PhD 
Dissertations 

To identify the studies via the database searching, the researcher used the PRISMA flow model (Figure 

2) to guide the process of identification, screening, eligibility, and inclusion of studies. The PRISMA 

guidelines were proposed by the Ottawa Methods Centre for reporting items for systematic reviews and 

meta-analyses (Moher, Liberati, Tetzlaff & Altman, 2009). Initially, 123 theses were detected for review. 

After excluding duplicates, 100 theses were attained. Applying the eligibility criteria, 56 theses were 

excluded as their focus of study were other than teaching English. Finally, of the 44 theses studying 

teaching English, 14 theses were excluded as 13 of them were handled in Educational Sciences 

department while 1 of them was handled in Instructional Technology Department. Finally, 24 ELT MA 

theses and 6 ELT PhD theses were found eligible for the review.  
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      Figure 2. PRISMA flowchart for the review 

Data Analysis 

To conduct the analysis of the data, firstly, all the theses documents were downloaded from the database 

and were recorded in a folder with the surnames of the authors; secondly, according to the research 

questions, tables were arranged, that is, tables were filled with the necessary information after carefully 

reading each study by using the left-hand-side rows as the criteria while using the right-hand-side rows 

as the identification of the theses with the writer’s surname; finally, the data were reported in detail by 

giving frequencies and percentages in tables and/ or graphics to show the general tendency of studying 

flipped learning in ELT post-graduate theses. While doing so, as the researcher used the research 

questions as medium of analysis, that is, as she moved from the criteria guiding the study to analyse the 

data, the descriptive content analysis was handled deductively in that sense.  

Findings  

In this section, the findings of the study are presented according to the research questions, which created 

two dimensions of the analysis: the methodological and the thematic trends of the theses. The 

methodological trends are presented under five dimensions: (1) the type (master’s or doctoral) distribution 

of the theses in terms of years, (2) research methodologies, (3) research designs, (4) the participant 

profiles, (5) data collection tools while the thematic features are presented under five dimensions: (1) the 

research foci, (2) language skill taught, (3) individual space learning activities, (4) group space learning 

activities, (5) learning tools employed in the instructional design.  

The methodological trends of ELT Master’s Theses and Doctoral Dissertations on Flipped Learning 
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In this section, the methodological trends of ELT master’s theses and doctoral dissertations on flipped 

learning are presented in frequencies and percentages in tables and/or graphics.  

The type distribution of the theses in terms of years 

The type distribution of theses across the years is shown in Figure 3 below.  

 

 

 

 

 

             

Figure 3. The type distribution of the theses in terms of years 

As seen from Figure 3 above, the number of master’s theses (f=24) on ELT flipped learning outnumber the doctoral 

dissertations (f=6) across the years. As flipped learning gained popularity in academic circles, the number of 

master’s theses started to increase between 2016 and 2019. While a decline in the number of master’s theses can be 

observed in 2020, the number of PhD dissertations increased that year. The reason for the low number of theses in 

2021 may be because the review period is limited to September 2021, and there may be more theses after the time 

limit of the current search.  

Frequency distribution of the research methodologies 

Table 2. Frequency distribution of the research methodologies 

Research 

Methodology 

f %  

Qualitative 2 7 İlter (2020), Yılmaz (2020) 

Quantitative 2 7 Umutlu (2016), Yavuz (2020) 

Mixed 26 86 Alpat (2019), Akçor (2018), Aydemir (2019), Bulut (2018), Çavdar (2018), 

Çalışkan (2016), Çetin-Köroğlu (2015), Çibik (2017), Darıyemez (2020), 

Dinçer (2020), Ediş (2017), Ekmekçi (2014), Girgin (2020), Gök (2016), 

Gürlüyer (2019), Karakurt (2018), Kömeç (2018), Özçelik (2021), Özdemir 

(2019), Özkal (2019), Öztürk (2018), Seçilmişoğlu (2019), Şık (2019), 

Tosun (2020), Tulay (2019), Yaşar (2020) 

Total  30 100  

The research methodologies of the theses on flipped learning in ELT are displayed in Table 2 above. As 

far as the data concerned, the mixed methodology (86%) was employed most often in the studies 

while qualitative (7%) and quantitative (7%) research methodologies were equally adopted in the 

theses.  

Frequency distribution of the research designs 

Table 3. Frequency distribution of the research designs 

Research Design f % Studies 

Action Research 2 7 Girgin (2020), İlter (2020) 
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Quasi-

experimental 

design 

21 70 Alpat (2019), Akçor (2018), Aydemir (2019), Bulut (2018), Çavdar (2018), 

Çetin-Köroğlu (2015), Darıyemez (2020), Dinçer (2020), Ediş (2017), 

Ekmekçi (2014), Gök (2016), Karakurt (2018), Özdemir (2019), Özkal 

(2019), Öztürk (2018), Seçilmişoğlu (2019), Şık (2019), Tosun (2020), 

Umutlu (2016), Yaşar (2020), Yavuz (2020) 

Case Study 6 20 Çalışkan (2016), Çibik (2017), Gürlüyer (2019), Kömeç (2018), Özçelik 

(2021), Tulay (2019) 

Phenomenological 

Research 

1 3 Yılmaz (2020) 

Total 30 100  

As can be seen from the frequency distribution of the theses in terms of research design in Table 3 

above, quasi-experimental design was predominately preferred (70%), followed by case study (20%), 

action research (7%), and phenomenological research (3%). This tendency shows that qualitative 

research designs were less preferred when compared to quantitative designs.  

Frequency distribution of the participant profiles 

Table 4. Frequency distribution of the participant profiles 

Participant 
Profile 

f %  Level of Education f % Studies 

 
 
 
 
 
 
Students 
 
 
 
 
 
 
Pre-Service ELT 
Teachers 
 
 
 
In-Service Teachers 
 
 
 
 
Faculty Members 
Parents 

 
 
 
 
 
 
21 
 
 
 
 
 
 
8 
 
 
 
 
9 
 
 
 
 
1 
1 

 
 
 
 
 
 
52.5 
 
 
 
 
 
 
20 
 
 
 
 
22.5 
 
 
 
 
2.5 
2.5 

Primary 2 5 Özçelik (2021), Şık (2019)* 

Secondary 1 2.5 Özdemir (2019) 

High School 5 12.5 Dinçer (2020), Ediş (2017), Girgin (2020), 
Kömeç (2018), Seçilmişoğlu (2019) 

Tertiary 12 30 Alpat (2019), Bulut (2018), Çalışkan 
(2016)*, Çavdar (2018)*, Darıyemez 
(2020), Gürlüyer (2019), İlter (2020)*, 
Karakurt (2018), Tosun (2020), Tulay 
(2019)*, Umutlu (2016), Yavuz (2020) 

Private Language 
School (Adult 
learners) 

1 2.5 Özkal (2019) 

Tertiary 8 20 Aydemir (2019)*, Akçor (2018)*, Çetin-
Köroğlu (2015)*, Çibik (2017), Ekmekçi 
(2014), Gök (2016), Öztürk (2018), Yaşar 
(2020) 

Primary 1 2.5 Şık (2019)* 

Tertiary 8 20 Akçor (2018)*, Aydemir (2019)*, 
Çalışkan (2016)*, Çavdar (2018)*, Çetin-
Köroğlu (2015)*, İlter (2020)*, Tulay 
(2019)*, Yılmaz (2020) 

Tertiary 1 2.5 İlter (2020)* 

Primary 1 2.5 Şık (2019)* 

Total 40 100 Total 40 100  

 
* In these studies, more than one type of participant profiles was involved. 
 

As can be seen from the frequency distribution of theses in terms of participant profiles in Table 4 
above, tertiary level students (30%) were the most preferred participant profile, followed by tertiary 
in-service teachers (20%), pre-service teachers (20%), high school students (12.5%), primary school 
students (5%), secondary school students (2.5%), private language school students (2.5%), primary in-
service teachers (2.5%), faculty members (2.5%), and parents (2.5%).   
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Frequency distribution of the data collection tools 

Table 5. Frequency distribution of the data collection tools 

Data Collection Tools f % Studies 

Surveys 23 26.44 Akçor (2018)*, Alpat (2019)*, Aydemir (2019)*, Bulut (2018)*, 

Çavdar (2018)*, Çibik (2017)*, Darıyemez (2020)*, Dinçer (2020)*, 

Ediş (2017)*, Ekmekçi (2014)*, Girgin (2020)*, Gök (2016)*, 

Gürlüyer (2019)*, Karakurt (2018)*, Kömeç (2018)*, Özdemir 

(2019)*, Özkal (2019)*, Öztürk (2018)**, Seçilmişoğlu (2019)*, Tosun 

(2020)*, Tulay (2019)*, Umutlu (2016)*, Yaşar (2020)** 

Pre- and Post- 

Achievement Tests 

18 20.68 Aydemir (2019)*, Bulut (2018)*, Çavdar (2018)*, Çalışkan (2016)*, 

Çetin Köroğlu (2015)*, Darıyemez (2020)*, Dinçer (2020)*, Ediş 

(2017)*, Ekmekçi (2014)*, Gürlüyer (2019)*, Karakurt (2018)*, 

Özçelik (2021)*, Özkal (2019)*, Seçilmişoğlu (2019)*, Şık (2019)*, 

Umutlu (2016)*, Yaşar (2020)*, Yavuz (2020) 

Rubrics 3 3.45 Alpat (2019)*, Ekmekçi (2014)*, Özçelik (2021)* 

Semi-structured 

Interviews 

21 24.14 Akçor (2018)*, Çavdar (2018)*, Çetin Köroğlu (2015)*, Çibik (2017)*, 

Darıyemez (2020)*, Dinçer (2020)*, Ediş (2017)*, Ekmekçi (2014)*, 

Gök (2016)*, Girgin (2020)*, İlter (2020)*, Karakurt (2018)*, Kömeç 

(2018)*, Özdemir (2019)*, Özçelik (2021)*, Özkal (2019)*, 

Seçilmişoğlu (2019)*, Şık (2019)*,  Tosun (2020)*, Tulay (2019)*, 

Yılmaz (2020) 

Focus group interviews 6 6.90 Alpat (2019)*, Aydemir (2019)*, Bulut (2018)*, Çalışkan (2016)*, 

Çavdar (2018)*, İlter (2020)* 

Observation 6 6.90 Akçor (2018)*, Aydemir (2019)*, Çalışkan (2016)*, Girgin (2020)*, 

İlter (2020)*, Özçelik (2021)* 

Reflective Journals 10 11.49 Aydemir (2019)*, Çavdar (2018)*, Çetin Köroğlu* (2015), Çibik 

(2017)*, Gürlüyer (2019)*, Girgin (2020)*, İlter (2020)*, Özkal 

(2019)*, Şık (2019)*, Tulay (2019)* 

Total 87 100  

* In these theses, more than one type of data collection tools was applied. 
**Öztürk and Yaşar included some open-ended questions in their surveys, but did not hold semi-structured 
interviews, but they gathered qualitative data via these questions. 
 

In Table 5 above, the frequency distribution of the theses in terms of data collection tools can be seen. 
Accordingly, surveys (26.44%) were the mostly used data collection tools, followed by semi-structured 
interviews (24.14%), pre- and post-achievement tests (20.68%), reflective journals (11.49%), focus-
group interviews (6.90%), observation (6.90%), and rubrics (3.45%).   
The thematic trends of ELT Master’s Theses and Doctoral Dissertations on Flipped Learning 

Frequency distribution of the research foci of the theses 

Table 6. Frequency distribution of the research foci of the theses 

Research Foci f % Studies 

Instructors’ perceptions of FL 3 4.69 Akçor (2018)*, Şık (2019)*, Yılmaz (2020)  

Parents’ perceptions of FL 1 1.56 Şık (2019)* 

Achievement 21 32.81 Alpat (2019)*, Aydemir (2019)*, Bulut (2018)*, Çalışkan 

(2016)*, Çavdar (2018)*, Çetin-Köroğlu (2015)*, Dinçer 

(2020)*, Ekmekçi (2014)*, Gürlüyer (2019)* , Karakurt 

(2018)*, Kömeç (2018)*, Özçelik (2021)*, Özdemir (2019)*, 

Özkal (2019)*, Öztürk (2018)*, Seçilmişoğlu (2019)*, Şık 

(2019)*, Tulay (2019)*, Umutlu (2016), Yaşar (2020)*, Yavuz 

(2020) 

Learners’ digital literacy 2 3.13 Kömeç (2018)*, Tulay (2019)*  

Learners’ attitudes toward FL 20 31.25 Akçor (2018)*, Bulut (2018)*, Çalışkan (2016)*, Çavdar 

(2018)*, Çetin-Köroğlu (2015)*, Dinçer (2020)*, Ediş (2017)*, 

Ekmekçi (2014)*, Girgin (2020)*, Gürlüyer (2019)*, Karakurt 
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(2018)*, Özçelik (2021)*, Özdemir (2019)*, Özkal (2019)*, 

Öztürk (2018)*, Seçilmişoğlu (2019)*, Şık (2019)*, Tosun 

(2020)*, Tulay (2019)*, Yaşar (2020)* 

Syllabus Design 2 3.13 Ekmekçi (2014)*, İlter (2020) 

Self-regulation 2 3.13 Aydemir (2019)*, Tosun (2020)*  

Anxiety 3 4.69 Darıyemez (2020)*, Gök (2016), Tosun (2020)*  

Autonomy 5 7.80 Çibik (2017), Ediş (2017)*, Dinçer (2020)*, Darıyemez 

(2020)*, Kömeç (2018)*  

Motivation 2 3.13 Girgin (2020)*, Kömeç (2018)*  

Willingness to Communicate 1 1.56 Darıyemez (2020)* 

Interaction between learners 1 1.56 Aydemir (2019)* 

Critical Thinking 1 1.56 Alpat (2019)* 

Total 64 100  

* In these theses, more than one research foci were employed. 

 
The Table 6 above demonstrates the frequency distribution of the theses in terms of their research 
foci. As far as the data concerned, the researchers most frequently preferred to study the concepts of 
achievement (32.81%), learners’ attitudes towards flipped learning (%31.25), autonomy (7.80%), 
anxiety (4.69%), instructors’ perceptions on flipped learning (4.69%), followed by learners’ digital 
literacy (3.13%), motivation (3.13%), syllabus design (3.13%), self-regulation (3.13%) while single 
theses studied parents’ perceptions of flipped learning (1.56%), willingness to communicate (1.56%), 
interaction between learners (1.56%), and critical thinking (1.56%). 

Frequency distribution of the language skills taught 

Table 7. Frequency distribution of the language skills taught 

Skills to be taught f % Studies 

Integrated  

(All Skills) 

4 16.67 Çalışkan (2016), Çavdar (2018), Ediş (2017), Girgin (2020), İlter (2020), 

Kömeç (2018) 

Grammar 6 25.00 Bulut (2018), Dinçer (2020), Karakurt (2018), Seçilmişoğlu (2019), Tulay 

(2019), Yavuz (2020)  

Vocabulary 2 8.33 Özkal (2019), Şık (2019)  

Reading 2 8.33 Aydemir (2019)*, Gök (2016) 

Listening 1 4.17 Özdemir (2019) 

Speaking 4 16.67 Çetin-Köroğlu (2015), Darıyemez (2020), Özçelik (2021), Tosun (2020)  

Writing 5 20.83 Alpat (2019), Aydemir (2019)*, Ekmekçi (2014), Gürlüyer (2019), Umutlu 

(2016)  

Total 24 100  

* Aydemir (2019) taught reading and writing. 
 

As can be seen in Table 7 above, flipped learning was mostly preferred in teaching grammar (%25.00), 
writing (20.83%), speaking (16.67%) and all skills in an integrated manner (16.67%), which was 
followed by teaching vocabulary (8.33%), reading (8.33%) and listening (4.17%). Additionally, in theses 
which the researchers studied with pre-service ELT teachers, rather than teaching English skills, flipped 
learning was implemented to teach the following single courses, which are ‘Methodology’ (Akçor, 
2018), ‘Special Education Techniques’ (Öztürk, 2018), ‘Material Development and Evaluation’ Çibik 
(2018),  and ‘Learning Technologies in ELT’ (Çibik, 2018) in pre-service English teacher education while 
in Yilmaz’s (2020) master’s theses, as the participants were in-service ELT teachers, only the attitudes, 
readiness and challenges of in-service teachers at universities were investigated rather than teaching 
English or any course in ELT undergraduate programme. 
   

Frequency distribution of the individual space learning activities 

Table 8. Frequency distribution of the individual space learning activities 
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Individual Space Activities* f % Studies 

Watching Lecture Videos 29 44.62 Alpat (2019)*, Akçor (2018)*, Aydemir (2019)*, Bulut (2018)*, 

Çavdar (2018)*, Çalışkan (2016)*, Çetin-Köroğlu (2015)*, Çibik 

(2017)*, Darıyemez (2020)*, Dinçer (2020)*, Ediş (2017)*, 

Ekmekçi (2014)*, Girgin (2020)*, Gök (2016)*, Gürlüyer 

(2019)*, İlter (2020), Karakurt (2018)*, Kömeç (2018)*, Özçelik 

(2021), Özdemir (2019)*, Özkal (2019)*, Öztürk (2018), 

Seçilmişoğlu (2019)*, Şık (2019)*, Tosun (2020)*, Tulay (2019)*, 

Umutlu (2016)*, Yaşar (2020)*, Yavuz (2020) 

Taking Online Quizzes 12 18.45 Alpat (2019)*, Akçor (2018)*, Bulut (2018)*, Çavdar (2018)*, 

Çibik (2017)*, Dinçer (2020)*, Gök (2016)*,  Karakurt (2018)*, 

Seçilmişoğlu (2019)*, Umutlu (2016)*, Tulay (2019)*, Yaşar 

(2020)* 

Preparing a Quiz-Game 1 1.54 Girgin (2020)* 

Writing in an Online Forum 4 6.15 Çibik (2017)*, Gök (2016)*, Gürlüyer (2019)*, Yaşar (2020)* 

Summarizing 1 1.54 Alpat (2019)* 

Note-Taking 1 1.54 Tosun (2020)* 

Receiving Teacher Feedback 3 4.62 Alpat (2019)*, Darıyemez (2020)*, Yaşar (2020)* 

Reading articles/ assigned 

chapters of the coursebook 

10 15.38 Akçor (2016)*, Aydemir (2019)*, Çetin-Köroğlu (2015)*, Çibik 

(2017)*, Ekmekçi (2014)*, Girgin (2020)*, Gök (2016)*, Özdemir 

(2019)*, Tosun (2020)*, Yaşar (2020)* 

Writing response papers after 

class 

1 1.54 Çetin-Köroğlu (2015)* 

Writing assignment prior to 

class 

1 1.54 Gürlüyer (2019)* 

Speaking assignment prior to 

class 

1 1.54 Darıyemez (2020)* 

Pronunciation assignment 

prior to class  

1 1.54 Özdemir (2019)* 

Total 65 100  

*In these theses, more than one individual space learning activity was employed.  
According to the Table 8 above, as one of the two crucial learning spaces of the flipped learning instructional 
design, in individual space learning, naturally, the most frequently preferred learning space activities were 
watching lecture videos (44.62%) and taking online quizzes before class (18.45%), which were followed by 
reading articles and/or assigned chapters of the coursebook (15.38%), writing in an online forum (6.15%) and 
receiving teacher feedback before class (6.62%). In single theses, the following individual space activities were 
adopted as well: preparing a quiz-game (1.54%), summarizing (1.54%), note-taking (1.54%), writing response 
papers after class (1.54%), writing assignment prior to class (1.54%), speaking assignment prior to class (1.54%) 
and pronunciation assignment prior to class (1.54%). As mentioned earlier, Yılmaz (2020) investigated the 
attitudes, readiness and challenges of in-service teachers at universities rather than teaching English or any 
course in flipped learning; thus, her these could not be placed in the table.  

Frequency distribution of the group space learning activities 

Table 9. Frequency distribution of the group space learning activities 

Group Space Activities f % Studies 

Writing  18 17.48 Alpat (2019)*, Akçor*, Aydemir (2019)*, Çavdar 

(2018)*, Çalışkan (2016)*, Çetin-Köroğlu (2015)*, 

Çibik (2017)*, Ekmekçi (2014)*, Girgin (2020)*, Gök 

(2016)*, Gürlüyer (2019)*, İlter (2020)*, Kömeç 

(2018)*, Özkal (2019)*, Şık (2019)*, Tulay (2019)*, 

Umutlu (2016)*, Yavuz (2020)* 

Taking Pop Quizzes 1 0.97 Yavuz (2020)* 

Taking Online Quiz-

Games in class 

4 3.88 Girgin (2020)*, Gürlüyer (2019)*, İlter (2020)*, Kömeç 

(2018)* 

Preparing Online Quiz-

Games in class 

1 0.97 Girgin (2020)* 
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Listening 3 2.91 Çalışkan (2016)*, Çetin-Köroğlu (2015)*, Şık (2019)* 

Reading 3 2.91 Aydemir (2019)*, Özdemir (2019)*, Şık (2019)* 

Discussion 15 14.56 Alpat (2019)*, Akçor*, Aydemir (2019)*, Bulut (2018)*, 

Çetin-Köroğlu (2015)*, Çibik (2017)*, Darıyemez 

(2020)*, Ekmekçi (2014)*, Girgin (2020)*, Gürlüyer 

(2019)*, Kömeç (2018)*, Öztürk (2018)*, Tosun 

(2020)*, Tulay (2019)*, Yaşar (2020) 

Peer Feedback 7 6.80 Alpat (2019)*, Aydemir (2019)*, Çibik (2017)*, 

Darıyemez (2020)*, Ekmekçi (2014)*, Gürlüyer 

(2019)*, İlter (2020)* 

Teacher Feedback 12 11.65 Alpat (2019)*, Akçor (2018)*, Aydemir (2019)*, Çibik 

(2017)*, Darıyemez (2020)*, Ekmekçi (2014)*, 

Gürlüyer (2019)*, İlter (2020)*, Kömeç (2018)*, 

Özçelik (2021)*, Özdemir (2019)*, Umutlu (2016)* 

Microteaching 1 0.97 Öztürk (2018)* 

Role-Play 8 7.77 Akçor (2018)*, Çavdar (2018)*, Çetin-Köroğlu (2015)*, 

İlter (2020)*, Kömeç (2018)*, Özkal (2019)*, Şık 

(2019)*, Tulay (2019)* 

Short conversation 4 3.88 Çalışkan (2016)*, Darıyemez (2020)*, Özçelik (2021)*, 

Yavuz (2020)* 

Games 4 3.88 Akçor (2018)*, Çetin-Köroğlu (2015)*, Özdemir 

(2019)*, Şık (2019)* 

Watching Short Videos  

(not lecture videos) 

2 1.94 Akçor (2018)*, Çalışkan (2016)* 

Student Presentations 5 4.85 Çalışkan (2016)*, Çetin-Köroğlu (2015)*, Gürlüyer 

(2019)*, Kömeç (2018)*, Tosun (2020)* 

Group Work 6 5.83 Aydemir (2019)*, Çibik (2017)*, Gürlüyer (2019)*, İlter 

(2020)*, Özdemir (2019)*, Özkal (2019)* 

Grammar exercises 6 5.83 Bulut (2018)*, Çavdar (2018)*, Dinçer (2020), Karakurt 

(2018), Seçilmişoğlu (2019), Tulay (2019)* 

Vocabulary exercises 1 0.97 Özkal (2019)* 

Pronunciation exercises  1 0.97 Özdemir (2019)* 

Preparing their own videos 

in class 

1 0.97 Girgin (2020)* 

Total 103 100  

According to Table 9 above, as one of the two crucial learning spaces of the flipped learning instructional design, in 

group space learning, the most frequently preferred group space learning activities were writing (17.48%) discussion 

(14.56%), and receiving teacher feedback (11.65%), which were followed by role-play (7.77%), giving peer 

feedback (6.80%), group work (5.83%), doing grammar exercises (5.83%), student presentations (4.85%), taking 

online quiz-games in class (3.88%), having short conversations (3.88%), playing games (3.88%), listening (2.91%), 

reading (2.91%), and watching short videos about the subject of the course other than lecture videos in class-time 

(1.94%). Additionally, in single theses the following group space activities were employed: taking pop quizzes 

(0.97%), preparing online quiz-games in class (0.97%), microteaching (0.97%), doing vocabulary exercises (0.97%), 

doing pronunciation exercises (0.97%), and learners’ preparing their own lecture videos in class (0.97%). 

Frequency distribution of learning tools employed in the instructional design 

Table 10. Frequency distribution of the learning tools employed in the instructional design 

Learning Tools f % Studies 

MOOC 1 1.52 Yaşar (2020) 



Ogün İLTER, Thematic and Methodological Trends in ELT Master’s Theses and Doctoral Dissertations on Flipped Learning 

Biruni University 1st International English Language Teaching (ELT) Conference: "Catchy Trends in ELT", 2021 

* In these theses, more than one learning tool were employed.  

 

Google 

Classroom 

5 7.57 Alpat (2019)*, Tulay (2019)*, Dinçer (2020)*, Tosun (2020)*, Özdemir (2019)* 

Google 

Document 

3 4.54 Alpat (2019)*, Akçor (2018)*, Tulay (2019)* 

Google Drive  

(for sharing 

video lectures) 

1 1.52 Öztürk (2018) 

Edmodo 6 9.08 Akçor (2018)*, Çetin-Köroğlu (2015)*, Çavdar (2018), Ekmekçi (2014)*, İlter 

(2020)*, Karakurt (2018)* 

Weebly 1 1.52 Şık (2019)* 

Schoology 1 1.52 Darıyemez (2020)* 

Coursebook     

Online 

Workbook 

1 1.52 Dinçer (2020)* 

Canva 1 1.52 Girgin (2020)* 

EduBlog 1 1.52 Seçilmişoğlu (2019)* 

Padlet 1 1.52 Girgin (2020)* 

Zaption 1 1.52 Çalışkan (2016)* 

Edpuzzle 2 3.02 Aydemir (2019)*, İlter (2020)* 

Powtoon 2 3.02 Girgin (2020)*, Yavuz (2020) 

Animoto 1 1.52 Girgin (2020)* 

Zoom 1 1.52 Tosun (2020)* 

GoAnimate 1 1.52 Girgin (2020)* 

PosterMyWall 1 1.52 Girgin (2020)* 

StoryBird 1 1.52 Girgin (2020)* 

Voki 1 1.52 Girgin (2020)* 

Voxopop 1 1.52 Çalışkan (2016)* 

Mindmeister 1 1.52 Girgin (2020)* 

Cram 1 1.52 Girgin (2020)* 

Kahoot 6 9.08 Akçor (2018)*, Çalışkan (2016)*, Çibik (2017)*, Girgin (2020)*, İlter (2020)*, 

Tulay (2019)* 

Quizizz 1 1.52 Girgin (2020)* 

Quizlet 3 4.54 Çalışkan*, Girgin (2020)*, Tulay (2019)* 

YouTube 13 19.69 Dinçer (2020)*, Darıyemez (2020)*, Ediş (2017)*, Ekmekçi (2014)*, Gök 

(2016)*, Karakurt (2018)*, Kömeç (2018)*, Özçelik (2021), Özkal (2019)*, 

Seçilmişoğlu (2019)*, Şık (2019)*, Tosun (2020)*, Tulay (2019)* 

Twitter 1 1.52 Çalışkan (2016)* 

Facebook 2 3.02 Çibik (2017)*, Gürlüyer (2019) 

Institutions’ 

LMS 

4 6.05 Aydemir (2019)*, Bulut (2018)*, Çibik (2017)*, Gök (2016)* 

Total 66 100  
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In Table 10 above, the frequency distribution of the learning tools employed in the instructional design were 

depicted. By learning tools, Learning Management Systems (LMS), online quiz-game sites, social media 

sites, web sites for editing, creating and sharing videos are intended to mean. Before sharing lecture videos 

with their students, researchers used screenscastifying programs, such as Screencast-o-Matic or Camtasia 

Studio or Power point slide for its screen casting feature. As can be seen, most frequently used learning tools 

adopted in individual and group learning spaces in flipped classrooms were YouTube (19.69%), Edmodo 

(9.08%), Kahoot (9.08%), Google Classroom (7.57%), institutions’ own LMS (6.05%), Google Document 

(4.54%), and Quizlet (4.54%). For the rest of the learning tools used in theses, Table 10 can be viewed.      

Discussion and Conclusion 

The present study aims to provide an overview of tendencies in flipped learning implementation in English language 

teaching research in ELT graduate programmes from 2010 to 2021 in Turkey’s context, identifying trends and 

patterns through a content analysis of 30 theses. The research data was analysed under 10 sub-categories which are 

study years, study types, research methodologies, research designs, participant profiles, data collection tools, 

research foci, language skills taught, individual space learning activities, group space learning activities, and learning 

tools employed in the instructional design.  

To begin with, according to the distribution of the theses in terms of years, an increase in the theses between 2016 

and 2019 was observed, with the highest number in 2019 (n=7). Similar results are found in the studies conducting 

content analysis on flipped learning as well (e.g. Aydin & Demirer, 2017; Sagir & Sakar, 2017; Filiz& Benzet, 

2018). This trend may show that the researchers in ELT field have begun to be more interested in the flipped model 

since 2016. Additionally, in terms of the types of the theses, it was seen that the number of the ELT master’s theses 

(n=24) is higher than the number of ELT doctoral dissertations (n=6). However, the number of doctoral dissertations 

has increased since 2020, which shows that as flipped learning becomes more widely known, more comprehensive 

studies are conducted.  

In terms of research methodologies, the mixed methodology (86%) was employed most often in the studies a sin the 

previous content analysis in flipped learning in ELT research (e.g. Aydin & Demirer, 2017; Sagir & Sakar, 2017) 

while qualitative (7%) and quantitative (7%) research methodologies were equally adopted in the theses. This 

common preference towards mixed methodology can be because the research topic is related to the implementation 

of flipped classrooms and researchers generally tended to investigate the effects of variables on one another and 

prefer qualitative methodology to expand on the research results, rather than using them as the core methodology to 

build upon their research. In relation to that, quasi-experimental design was predominately preferred (70%), 

followed by qualitative and/ or quantitative case study (20%), qualitative action research (7%), and 

phenomenological research (3%). This tendency shows that qualitative research designs were less preferred when 

compared to quantitative designs. Additionally, in terms of data collection tools, it was found that the researchers 

often used quantitative tools such as surveys (26.44%) and pre- and post-achievement tests (20.68%), followed by 

reflective journals (11.49%), focus-group interviews (6.90%), observation (6.90%), and rubrics (3.45%). As seen 

from the data, qualitative data collection tools appeared to be less frequent to collect data. This may be because 

qualitative research designs require longer data collection and analysis procedures and this may affect researchers’ 

tendencies when handling their theses. On the other hand, qualitative semi-structured interview (24.14%) is the 

second most preferred data collection tool following surveys. As most of the researchers conducted mixed-methods 

in their theses, the findings on the type of data collection tools is consistent with the previous finding, in that the 

most preferred data collection tools are surveys (26.44%) and semi-structured interviews (24.14%), which 

characterizes the common type of quasi-experimental research designs. Moreover, in terms of participant profiles 

tertiary level students (30%) were the most preferred participant profile, followed by tertiary in-service teachers 

(20%) and pre-service ELT teachers (20%) while high school students (12.5%), primary school students (5%), 

secondary school students (2.5%), private language school students (2.5%), primary in-service teachers (2.5%), 

faculty members (2.5%), and parents (2.5%) were less frequently or rarely studied. This tendency may show that 
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researchers appear to rely on adult learners’ more self-regulated learning behaviour when compared to younger 

learners. However, independent learning behaviour can be better gained in younger ages as earlier as possible. On 

the other hand, the contributions of the knowledgeable others, who are faculty members, colleagues, or experts in 

specific fields, for example and parents, without whom teaching practice cannot be fully appreciated in primary and 

secondary school levels, should be taken into consideration in further studies so as to achieve more comprehensive 

results in teaching and research practice.  

As for the findings on the thematic tendencies of ELT post-graduate theses on flipped learning, in terms of theses 

research foci, it was determined that the researchers most frequently preferred to study the concepts of achievement 

(32.81%) and learners’ attitudes towards flipped learning (31.25%). This finding is consistent with the previous 

research (Aydin & Demirer, 2017; Sagir & Sakar, 2017; Filiz& Benzet, 2018) as well. On the other hand, it was 

revealed that some research topics such as autonomy (7.80%), anxiety (4.69%), instructors’ perceptions on flipped 

learning (4.69%) were less frequently studied while topics such as learners’ digital literacy (3.13%), motivation 

(3.13%), syllabus design (3.13%), self-regulation (3.13%), parents’ perceptions of flipped learning (1.56%), 

willingness to communicate (1.56%), interaction between learners (1.56%), and critical thinking (1.56%) were rarely 

studied. This may give ideas about common research tendencies and research gaps in post-graduate theses’ topics. 

Another finding is about the language skills taught in flipped learning implementation. Flipped learning was mostly 

preferred in teaching grammar (25 %), writing (20.83%), speaking (16.67%) and all skills in an integrated manner 

(16.67%), as in previous studies (e.g. Filiz& Benzet, 2018) while teaching vocabulary (8.33%), reading (8.33%) and 

listening (4.17%) were less frequently studied. Further research may benefit from the earlier practices as well as 

focus on less frequently studied language skills to contribute to ELT teaching practice. 

Finally, in terms of the two fundamental elements in the instructional design of flipped learning, which are individual 

space and group space learning, the most frequently preferred activities may help novice researchers and first-time 

practitioners of flipped learning on flipped class course design. According to the results, the most frequently 

preferred individual space activities were watching lecture videos prior the class time (44.62%) and taking online 

quizzes before class (18.45%), which were followed by reading articles and/or assigned chapters of the coursebook 

(15.38%), writing in an online forum (6.15%) in addition to receiving teacher feedback before class (6.62%). The 

variety of individual space learning activities may not only pave the way for designing a flipped classroom for the 

first time, but they may also give a general idea on how to deliver content in more various ways. As for the group 

space activities, writing (17.48%) discussion (14.56%), and receiving teacher feedback (11.65%) were most 

frequently happened in flipped classrooms while role-play (7.77%), giving peer feedback (6.80%), group work 

(5.83%), doing grammar exercises (5.83%), student presentations (4.85%), taking online quiz-games in class 

(3.88%), having short conversations (3.88%), playing games (3.88%) were less frequently preferred. In further 

studies, as teaching listening (2.91%), reading (2.91%), vocabulary (0.97%) and pronunciation (0.97%) were rarely 

practiced, activities on teaching these skills may most probably be beneficial to be handled in ELT post-graduate 

theses. Finally, in terms of the learning tools employed in learning spaces in flipped classrooms, YouTube (19.69%) 

was the most frequently preferred video sharing platform followed by some common LMS platforms, such as 

Edmodo (9.08%) and Google Classroom (7.57%) in addition to using institutions’ own LMS (6.05%). In order to 

ensure the comprehension of new content taught, quiz-games, including Kahoot (9.08%) and Quizlet (4.54%) were 

mostly adopted in the studies in addition to Google Document (4.54%) to test learners’ readiness for mastering 

content and skills. The analysis results are hoped to be beneficial for novice flipped learning practitioners and 

researchers to have an idea on a variety of possible learning tools to utilize in flipped learning implementation. 

Consequently, it can be stated that ELT post-graduate theses on flipped learning have been increasing in line with 

the integration of technology into education. The researcher aims to identify the trends in this research area through 

a content analysis of 30 theses between 2010 and 2021 in Turkish EFL context. It is expected that the findings of 

this present content analysis contribute to the post-graduate theses conducted on flipped learning in English language 

education in Turkey, with the hope to identify research gaps in flipped learning instruction and support future studies. 
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Abstract: This study aims to analyze how academic task structure and social participation structure 

were set up by the teachers in Turkish EFL classrooms. The data was collected from three different 

teachers’ online EFL classroom videos. 225 minutes of video-recordings were transcribed, then 

analyzed by content analysis. Erickson’s taxonomy (1982) regarding the academic task structure and 

the social participation structure was utilized for data analysis. The findings revealed that the strategies 

used for academic task structure and social participation structure varied between teachers depending 

on the focus of the lessons. To specify, it was revealed that after using reviewing and back referencing 

strategies in the opening phase of the lessons, it was observed that most of the teachers directed their 

students to breakout rooms to communicate each other according to set up the academic learning task. 

Although, usual forms of IRE (initiation, response and evaluation) or IRA (initiation, response and 

acknowledge) patterns were generally utilized in classes in order to set up the social participation 

structure, unusual IRA patters were also observed in listening and speaking classes when compared to 

grammar and reading classes. The details are further discussed and the implications are made in the 

article. 

Keywords: academic task structure; social participation structure; classroom interaction; English 

Language Teaching (ELT) 

 

Introduction 

In the recent times, the interest in academic studies about classroom interaction among the teacher and students 

in foreign language teaching has been risen. In parallel with this rise, a great number of studies to analyze effective 

classroom participation has been conducted. It is stated by Farrell (2009) that effective classroom participation is 

defined in different ways depending on pedagogical objectives of the lessons in which relies on whether or not 

the students have prior knowledge to the topic. If they need teacher as the figure of authority in a teacher-centered 

lesson, it follows transmission model of communication then. Or, constructivist model of communication is 

followed when the students contribute to construct the meaning in the classroom interaction. Some researchers 

like Powel and Caseau (2004) take a stand with the constructivist model in EFL classrooms, Farrell counters with 

them by asserting that selection of the type of classroom communication model does not have as much importance 

as how to set up academic tasks and how it influences social participation structure of each lesson in the manner 

that is clear to students. 

To specify, the academic task structure involves the details about how the sequence of a lesson are supposed to 

be, and the social participation structure signifies the different dimensions of the classroom interaction like who 

is able to speak, about what and to whom in addition to includes turn taking structure of the lesson depending on 

Erickson’s taxonomy (1982) (Farrell, 2009). Farrell remarks that there are three main phases of classroom 

communication named as opening, instructional and closing as stated by Mehan (1979). Occasionally the main 

academic task structure is set up by the teacher in both the opening phase by reviewing and back referencing 

(Edwards and Mercer, 1989) the previous knowledge related to the topic and the instructional phase since she 

gives specific information about how to carry out the task to the students. On the other hand, the social 



İlknur Ülker Mermer, Turkish EFL Classrooms’ Academic Task Structure and Social Participation Structure 

 

participation structure refers to how IRE (also mentioned as IRF) or IRA patterns are allocated to figure classroom 

communications.  

In the light of this information mentioned above, the teacher needs to be sure that she used clear instructions while 

setting up academic learning tasks in order to encourage participation in EFL classes as Farrell (2009) indicated. 

Furthermore, students need to be aware of what social participation are expected from them to not only avoid 

misunderstanding by the students but also achieve the pedagogical objectives of the lessons. 

Methodology 

The aim of this study is to respond the reflective research questions as noted below which are taken from Farrell’s 

(2009) book related to setting up participation (concerned with academic task structure and social participation 

structure) based on the transcripts of some English lessons.  

When and how did the teacher set up the academic task structure? 

Which turn(s) is this evident in? 

Did the teacher plan this, or did it just happen? 

Did the teacher’s class generally go according to his or her plan as evident in the transcript? 

Was the academic task clear to his or her students, as evident in the transcript? 

Which turns tell this? 

Did the social participation of the lesson go according to the teacher’s plans? 

Were there any lesson derailments that required the teacher to stop teaching and take care of classroom 

discipline? 

Which turns tell this? 

Participants 

This action research was implemented in two different schools in two different cities since I have not been teaching 

for 6 months. Three English language teachers (Merve, Elif and Mehmet1) were volunteer to share their lesson 

recordings to be used for data analysis. 10 students, including 7 male and 3 female, from UCLA Academy 

Language School in Bursa and 7 students (all female) who were studying in their first years in the English 

preparation department at Language School of Istanbul Medipol University Language School participated into 

this action research. They were all adult learners whose ages vary from 18 to 26. Learners’ proficiency levels were 

B1+ (the ones in İstanbul) and B2 (the ones in Bursa). All the data was collected through online teaching 

platforms; Microsoft Teams and Zoom. Normally each lesson lasts 45 minutes, however, this period shows 

variation from 25 to 45 minutes in recordings due to some constraints such as internet access and initiating the 

recording after later it was supposed to be. 

                                                           
1 Pseudonyms are used for participants names for confidentiality. 
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Context 

Participants studying at Istanbul Medipol University were generally taken 28 hours of English per week since 

they were in the preparation department. Merve was teaching their Reading Course 8 hours a week, and Elif was 

teaching their Listening and Speaking Course 8 hours a week. They take each course during one track. Since each 

semester includes two tracks, that makes there are four tracks for a year. It can be said that one course continues 

for around 2-3 months in this university. In addition, they are in the SLET Unit, which consists of the students 

from the department of Social Sciences. Most of the students are Psychology students. Even though they are not 

very successful as what their teachers (Merve and Elif) said, students are generally doing their best. When it is 

considered that the participation to the lessons is not compulsory after the switch to the online lessons due to the 

outbreak of corona virus, these students are the eager ones because they still continue to participate synchronously 

even though they could have preferred to watch them later on their own at home.   

On the other hand, other participants studying in UCLA Academy Language School are learning English together 

with the same teacher (Mehmet) from B1 to B2 level. Possibly, they started from A1 level in the same language 

academy but it is not certain. They have English lessons between 7.00 to 10.00 four days a week. And, overall 

period of their course takes 5 weeks. Generally, students are very enthusiastic and highly-motivated according to 

how their teacher (Mehmet) describes them. Besides, they love especially speaking activities. 

Data Collection and Data Analysis 

Data Collection 

The data was collected with the collaboration of three voluntary colleagues who were working for Istanbul 

Medipol University and UCLA Academy Language School in Bursa. The lessons were recorded through online 

teaching platforms; Microsoft Teams and Zoom. Videos of lessons were recorded totally 225 minutes during May 

in 2020 by the instructor of each lesson. Regularly, each lesson lasts 45 minutes, however, this period shows 

variation from 25 to 45 minutes in recordings due to some constraints such as internet access and initiating the 

recording later than it was supposed to be.  

In Merve’s reading lessons, her main focus was reading strategies and vocabulary teaching (word families). 

During her lessons, she was making use of Password 3 published by Pearson, Students’ Pack -the material 

developed by the teachers in the institution- and Power Point slides including the answer key. In Elif’s listening 

and speaking lessons, the main objective was to practice while listening and note-taking strategies. During her 

lessons, she utilized Lecture Ready 3 published by Pearson, Student’s Pack (the material developed by teachers) 

and Power Point slides demonstrating the answer key. In Mehmet’s grammar lesson, he focused on noun clauses 

by using Top Notch 3 Third Edition published by Pearson and some Power Point slides he prepared beforehand. 

And, his primary purpose was to practice skimming and scanning strategies through an online reading twist -a 

kind of short story- taken from the book, The Escape 2 on his reading lesson. 

Video-recordings were transferred into the form of written classroom transcripts for data analysis by means of a 

software on www.amberscript.com, and the transcription of the data was checked later.  

Data Analysis 

Content analysis was used to analyze the data. Examples of lessons were read by the researcher and the data was 

qualitatively analyzed accordingly.  
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The transcript of the classroom data was analyzed according to Erickson’s taxonomy (1982) including the 

academic task structure and the social participation structure. While analyzing the data, three phases of a lesson; 

opening, instructional and closing defined by Mehan (1979) in terms of setting up participation in class were also 

considered. Since most of the academic tasks are set up in the transition between opening and instructional phases, 

these phases were focused in this study. In order to examine the social participation structure of the participants, 

how IRE or IRA patterns are allocated by the teacher and students was also analyzed to figure classroom 

communications in the video recordings in this research. 
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Findings and Discussion 

Findings 

Opening phase of Mehmet’s grammar lesson includes reviewing as it is evident in the lines 1-13 as some of them 

noted below: 

1: S1: Yesterday, we talked about which one is better; ‘travel’-‘travelling’ or ‘reading’. Umm, we compared them. 

And, we talked about how can I say ‘I like’, how can I say ‘I don’t like’ with full sentence.  

4: S2: (smiles gently) We talked about what kind of books we like. 

5: S3: Yes, and this right. 

In these lines it seems like a student initiated the opening phase; however, it was because of the limitation that the 

teacher of the lesson remembered recording the video a few minutes later than the lesson began. Besides, he also 

used back referencing as a strategy to recall the previous knowledge of the students to set up the academic learning 

task as demonstrated below in lines 29 and 30. 

29: T: Alright, you don’t like it. And, Çağatay, if you cannot put something down, if you cannot put a book down, 

do you like it or don’t like it? 

30: S10: I like it. 

After using reviewing and back referencing strategies in the opening phase, he set up the academic learning task 

requiring interaction among the students via breakout rooms as evident in lines 71-72 below. Nonetheless, the fact 

that the outcomes (to take notes and share the examples they talked as a group with their friends at the end) of the 

activity had not been explained clearly was realized by the teacher during the task. Therefore, he intervened into 

the groups and re-explained the task to the students in the breakout rooms. Then, he encouraged students to 

participate socially more in the classroom communication by asking them to choose the best one together for each 

category among the lists created by each group. 

71: T: Now, guys, now I am going to put you in groups of three, and I want you to give me book examples every 

one of them; page-turner, give me a book name. Cliff-hanger, give me a book name. okay, best-seller, give me a 

book. Just like this, OK. I will put you in groups of three. Now, I am doing it. Breakout rooms, wait, right, if you 

are ready, I can send you to your groups. Ready?  

72: Ss: Yes. 

When the teacher thought that he set up another task clearly while introducing noun clauses with a warm-up 

activity, the lines 170-174 showed that he should have been clearer in constructing the academic task structure. 

Moreover, the lines below also demonstrate an unusual IRA pattern of classroom interaction since the student 

takes the role of initiator there. 

170: S1: How many sentence enough teacher? 

171: T: How many you remember. Four, five.  

172: S1: Teacher, what was the second guy name? 

173: T: Umm, they are both Ali.  

174: S1: Ali. 
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At the end, the factors affecting the students’ participation into academic tasks are not limited to social 

participation structure and non-verbal elements of the lesson due the transition to the online lessons because of 

the outbreak of corona virus. The dialogue in their L1 in lines 244-254 concerning one student’s problem about 

how to use the online participation platform also impacts on their participation. Therefore, they need to get some 

instructions regarding to the instructions of how to use these platforms may also increase their participation to the 

class. 

It was observed that none of the participants except Mehmet encouraged group work -also peer work- during 

online lessons on the grounds that he was the only teacher among the other participants who used an online 

platform allowing students to interact through breakout rooms. The reason laying behind this was rather 

institutional than individual because teachers were not the decision makers of teaching medium. 

In Mehmet’s reading lesson -the second one with 2 participant-, the class generally went as he planned and the 

academic task was clear to his students. No lesson derailment was observed there.  

In Elif’s first listening and speaking lesson, she tried to set up the academic task in the opening phase of the lesson 

by making a relation to students’ presentations and the presentation of the lecture they were going to listen to yet 

the things did not go well as planned and the students gave no reaction to her attempt as seen in lines 1-5.  

1: T: Okay, hello. How are you girls? I hope everything is fine. 

2: S1: Yeah, fine, you? 

3: T: I’m okay. It's going great. And, this weekend is going to be a curfew again, so you can do your shopping 

beforehand. And, let me check where we left off. Then, I'm going to be sharing my screen with you. And, then 

we'll move on. So, it's a great sunny day. So, I hope you can enjoy from the balcony, huh ha, the nice day. And 

then, we will do the listening. Let me check the pacing. Have you done your presentations lately? 

(silence) 

4: T: No presentations. Chapter three, slide 10. Okay. Alright, now, hello girls. You should be able to see my 

screen now. Can you? I hope you do. 

5: S3: Yes. 

In her lesson, the social participation of the class did not go according to her plans and the students kept silent as 

evident in lines 17-26 noted below. 

17: T: Alright, could you get the answers? 

18: Ss: Yes. 

19: T: That's good. That's fine. Just for the record, if you guys are listening to the record of the class and you can 

always stop here and then move back and listen again for while listening questions. That's just for the record. 

Yeah. So, that was the excerpt from the lecture. So, why didn't Maria work, arkadaşlar? 

(silence) 

20: T: Yeah. Any answers? The first one: Why didn't Maria work? 

(silence) 
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21: T: Yeah. Can you hear me? I guess you can't, right, because I can't hear you. You said you are ready, right? 

22: S1: Yes, but I couldn't hear the answer of first question. 

23: T: Oh, the first one, Tuğçe, OK. What about Ayça? 

(silence) 

24: T: We can always listen again. I mean, it's, it's not a problem, arkadaşlar, because this is an exercise for you; 

remember that. 

25: S1: Aslında basit yani dili anlaşılıyor ama yani duyamadım ben ilkini bir şekilde. 

26: T: Okay. Let's have a look at it again. 

In her second listening and speaking lesson, she tried to set up the academic task in the opening phase of the lesson 

by asking students what came into their minds about symbols and similar to her previous lesson, the things did 

not go well as planned and the students gave no reaction to her attempt. However, she gave a shot to the chat box 

in this lesson, and that helped increase the social participation of the class. 

In Merve’s reading lesson, she set up the academic task in the first 5 turns similar to other teachers. It was difficult 

to understand whether the academic learning task was clear to the learners or not because she generally posed the 

same question ‘Okay?’ and the students responded as ‘Yes’. On occasion, the social participation of the class did 

not go according to her plans in her lesson and sometimes she had to react her own question instead of the students 

when they kept silent. 

During two of her reading lessons, she experienced some lesson derailment due to her brother. First, she lost her 

internet access in the middle of an academic task because her 5-year-old brother cut the internet connection. Then, 

she tried to re-connect to the internet yet it took some time to put the lesson on the track back. Furthermore, the 

other example was that he interrupted her lesson by entering the room where she had her online class and started 

to shout out for a while. She waited somebody at home to realize and take him back but it never happened. Even 

if she attempted to take an advantage of this situation by asking them some questions in English related to this 

situation such as ‘Did you hear my brother?’ to encourage their social participation, it took a few minutes to take 

care of the discipline for back tracking in the virtual classroom after she had to stop teaching. 

In general, although the communication between the teacher and the student was mostly in the form of IRE or 

IRA and initiated by the teacher, there were some variations especially in the parts that the students did not 

understand the task clearly and posed a question related to it by initiating the classroom communication in contrast 

to its usual pattern as seen in Mehmet’s lesson. 

Discussion 

As the findings of this research illustrated that the procedure of setting up an academic task in foreign language 

classrooms may have an influence on students’ social participation to classroom communication either positively 

or negatively. As indicated by Farrell (2009), EFL teachers’ questions may remain unanswered but the silence of 

students does not mean that they do not have anything to say. The findings of this study coincide with the previous 

research that the development of academic task may impact on the social participation structure, and if the task is 

not explained clearly enough, it can cause students to stay silent after receiving a question by the teacher. The 

findings of the research also corresponded with the results of Alexander et al (2009) that proper development of 

academic learning tasks increased the opportunities for lower-status group members of EFL classrooms to 

contribute into classroom communication and helped them receive positive evaluations in the teacher-initiated 

IRF (initiation, response, feedback) sequence of classroom communication pattern.  
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In contrast to what Farrell and Alexander et al asserted, Kasper (2001) argues that IRF sequence of classroom 

interaction in language learning environments restricts the chance of social participation of learners since teacher-

talk takes almost two-third of the classroom communication in this way (Chaudron, 1988, Walsh, 2006). In this 

direction, the analysis of the social participation structures depending on the development of academic task 

structures demonstrated that the teacher-student interaction was dominated by the teacher-initiated IRF sequence 

of classroom communication similar to Xie’s (2009) study. 

Conclusion 

The researcher analyzed the 225 minutes video recordings of 20 participants’ online lessons, those are teachers 

and students of either B1+ or B2 level at İstanbul Medipol University and UCLA Academy Language School in 

Bursa. The results showed that in most of the recorded lessons, the academic task structure was constructed by 

the teachers in the first 5 turns in the opening phase. While setting up the social participation structure, the classes 

generally went according to the plans of the teacher. However, the social participation of the lessons did not go in 

parallel with how they were planned sometimes and the teachers received no interaction when the students stayed 

in silence. From the point of literature, the results of the research corresponded with the results of the previous 

studies. The teacher’s task instructions encouraged students to participate in the classroom communication 

(Hellerman, 2008). On the other hand, the development of academic task impacted on the social participation 

structure; when the task was not explained clearly enough, it brought students about to stay silent after receiving 

a question by the teacher (Farrell, 2009). By the way, some limitations were spotted in this research. Although the 

data was collected from various teachers teaching in different locations, it was detected that the data collection 

incorporated in only independent users of English such as B1+ and B2 according to CEFR (Common European 

Framework of Reference). Consequently, future research on academic task structure and social participation 

structure is necessary to include more comprehensive data collection data from different proficiency levels of 

English users -especially basic users- to be able to examine lesson derailments in order to provide more credible 

data about setting up participation in EFL classes. 
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Abstract: The qualitative study aims to explore the benefits and issues of TP (Translanguaging 

pedagogies) in language education from teachers’ perspectives. Bilingual teachers (N=3) of English 

and a multilingual teacher (N=1) of English and Turkish working at Turkish State University were 

purposefully selected. All the teachers had reported making use of TP in their language classes. The 

data were collected from semi-structured interviews and graphic elicitation tasks, which were analyzed 

through descriptive statistics (Frequency), and content and visual analysis by using CLAN 

(Computerized Language ANalysis) Program. The findings indicated that TP have benefits on the 

affective, cognitive and social engagement of students. The study also shows that the intensity of TP 

may vary depending on students’ proficiency level and on specific skills and areas being taught. 

Moreover, teachers reported some potential issues of TP, specifically with emergent bilinguals in EFL 

classes. Based on the findings, pedagogical implications on implementing TP in language classrooms 

were suggested at the end of the study.  

Keywords: translanguaging pedagogies; affective engagement; cognitive engagement; social 

engagement 

Introduction 

Translanguaging is a plurilingual teaching approach which reflects the recent shift from monolingual to 

multilingual ideologies in language education (Cenoz and Gorter, 2020; Council of Europe, 2020). Theoretically, 

translanguaging is based on multilingual behavior and its implications are recommended in bilingual and 

multilingual contexts (Cenoz, 2009). As a natural result, the research on Translanguaging Pedagogies (TP 

hereafter) is mostly related to plurilingual contexts of immigrant and minority communities (García and Wei, 

2014). For this reason, more research is needed to understand the aspects TP in different teaching contexts with 

different types of students (Cenoz and Gorter, 2017; Creese and Blackledge, 2010; Lewis, Jones and Baker, 2012). 

The role of teachers in TP implementation (Cenoz, 2009) and the influence of their languages on their teaching 

(E. Ellis, 2013) also need investigation. The research in Turkish education context is limited to EFL contexts only, 

and not enough to give insight into TP practices and teachers’ role there.  In an attempt to fill in this gap in 

literature, the present study explored four teachers’ perceptions of TP in two different TL (Target Language) 

contexts with Foreign Language (FL) and Second Language (SL) learners in a Turkish State University. 

Literature Review  

Translanguaging 

The term translanguaging was coined by Cen Williams (Williams, 1996) and originates from a bilingual context 

in Wales as a pedagogical practice where students are prompted to alternate English and Welsh when shifting 

between receptive or productive skills (García & Wei, 2014 and the references therein). Since then, 

translanguaging has extended to a cognitively deeper process of “making meaning, shaping experiences, gaining 

understanding and knowledge through the use of two or (more) languages” (Baker, 2011, p.288) to foster the 
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mental processes in learning of the four skills (Lewis et al., 2012). In addition, García and Kano (2014) included 

pedagogic and ideological aspects to translanguaging, which they define as “a process by which students and 

teachers engage in complex discursive practices that include all the language practices of all students in a class in 

order to develop new language practices and sustain old ones, communicate and appropriate knowledge, and give 

voice to new sociopolitical realities by interrogating linguistic inequality” (p. 225).  

Theoretically, the roots of TP lie in multilingual ideologies and dynamic bilingualism, which approach the 

languages of bi/multilinguals not as separate but one linguistic system with features that are integrated (Cenoz & 

Gorter, 2020; García & Wei, 2014). That is why, TP confronts the monolingual view of separating languages, and 

proposes the inclusion and integration of students’ all languages in language classrooms (Cenoz and Gorter, 2020). 

The present study focused on four main TP suggested by García and Wei (2014). These strategies integrate 

languages through  

1. translation, 

2. comparison of multiple languages 

3. alternating between multiple languages 

4. comparison of multiple cultures (Council of Europe, 2020) in class.  

The dynamic model of multilingualism (DMM) (Herdina and Jessner, 2002) is a multilingual model which 

theoretically supports TP. According to DMM, the cognitive effort of bi/multilinguals to control numerous 

languages reinforces their meta- and cross-linguistic awareness. These meta-skills make multilinguals 

advantageous over monolinguals in language learning. Bi/Multilinguals interconnect, compare their languages, 

build strong multilingual mental networks, transfer linguistic and cognitive features from previous language 

learning and, therefore learn new languages faster and better than their monolingual counterparts (Herdina & 

Jessner, 2002). 

Translanguaging pedagogies and engagement in learning process  

Engagement is defined as "the extent to which students are actively involved in a variety of educational activities 

that are likely to lead to high quality learning" (Coates, 2005, p.26). On the other hand, according to social 

constructivism, learning is a process of change in personal conceptions due to the interaction between new 

learning, old experiences and social context. In addition, learning is a complex and multifaceted process having 

affective, cognitive and social aspects (Roberts, 2016). Thus, engagement in learning could be separated into three 

main categories: (1) emotional, (2) cognitive and (3) social engagement (Parsons and Taylor, 2011). Emotional 

engagement refers to students’ positive feelings, reactions to peers, teachers and learning which lower the anxiety 

and support their motivation to learn (Harris, 2008). Cognitive engagement is related to personal and meaningful 

involvement in learning which makes students active, focused, strategic and autonomous learners (Harris, 2008, 

p. 57). A cognitively engaged learner builds connections between the input and their background knowledge 

(Roberts, 2016), between TL and previously learnt languages by transferring linguistic elements and strategies 

from previous language to TL learning (Hufeisen and Neuner, 2004).  Social engagement reflects students’ 

interaction and collaboration with their teacher and peers, which promotes classroom participation and exchange 

of knowledge (Alsowat, 2016).  

Built upon translanguaging strategies and goals suggested by Garcia and Wei (2014, p. 120), translanguaging may 

also be associated with affective, cognitive and social perspective of learning. The strategies fostering cross-

linguistic flexibility, identity investment and questioning linguistic inequality could be classified under the 

affective benefits of translanguaging. Such strategies respect students’ identity and individuality and make them 
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feel secure and comfortable. Strategies raising cross-linguistic awareness, critical thinking, deep understanding 

and the like could contribute to the cognitive engagement of students in learning TL. Finally, collaborative 

dialogues and grouping via translanguaging are likely to scaffold the social aspect of learning (García & Wei, 

2014, p. 120) 

Previous Research 

The research is more on multilingual and less on SL and EFL contexts but all of them reveal both advantages and 

drawbacks of translanguaging. The studies with students report a significant effect of TP on students’ 

morphological awareness in French and English in Canadian immersion programs (Lyster, Quiroga and Ballinger, 

2013), and on students' vocabulary in the additional language, they are learning in a teacher training program in 

South Africa (Makalela, 2015). Also, TP involving the use of Spanish-English cognates have a positive effect on 

English vocabulary and reading comprehension of Latino students in the USA (Arteagoitia and Howard, 2015).  

The research on TP with a focus both on teachers and students concluded that the explicit use of translation 

facilitated language learning by developing cognitive and socio-affective learning strategies, and plurilingual and 

intercultural competence of the students (González-Davies, 2017). Another study with teacher-driven data 

reported that translanguaging strategies fostered minority Latino students’ participation, collaboration, linguistic 

diversity, and cultural experiences. In addition, TP developed deeper content, academic and metalinguistic 

knowledge by stimulating comparisons across languages and links between prior knowledge and personal 

experiences (Pujol-Ferran et al., 2016).  

The recent research on TP in EFL contexts (Liu and Fang, 2020) has revealed both benefits and limitations of TP. 

The main preference of TP is because a monolingual approach is inconvenient for both emergent bi- and 

multilingual learners of English (Phyak, 2018) and L1 (Japanese) is used as a resource to learn the weaker TL 

(English)  (Phyak, 2018, p. 58). Other reported benefits (Phyak, 2018) are that using Japanese (L1) with English 

(TL) brings better understanding or teaching grammar and vocabulary, comparison of English and Japanese, 

giving instructions and feedback, engaging in small talk with students by teachers, asking answering questions, 

explaining and understanding English texts, task management, time efficiency and the like. The limitations of TP 

were that reliance on Japanese would increase in the classroom and the use of English would decrease (Turnbull, 

2018). Other constraints (Liu and Fang, 2020) were a monolingual language policy, a lack of guidance on 

implementation, personal linguistic purism ideology, overuse of L1 by students and confusion due to cross-

linguistic interference, which prevented the adoption of TP in EFL classrooms (Liu and Fang, 2020, p.4,5).  

The research on SL classrooms displayed mainly positive reactions to TP. A mixed-method study (Wang, 2019) 

indicated that teachers’ attitudes to English (lingua franca)-Chinese (TL) translanguaging were positive. They 

reported that they use English along with Chinese to foster (1) comprehension, (2) efficiency and (3) motivation 

in the classroom. Like their teachers, students agreed that the use of English helps them understand better, learn 

faster, cope with anxiety, have relaxing moments, and sustain their interest and motivation in learning. Also, 

integrating English as a common lingua franca supported interaction, communication, improved 

comprehensibility, and made the class procedures practical and time-saving. In addition, students’ motivation was 

both integrative and instrumental because they needed TL not only to learn it but also to socialize with local people 

and culture. That is why speaking in two languages was no danger of ignoring TL in the classroom. Moreover, 

students adopted translanguaging as a creative way to communicate with each other because English provides a 

lingua franca for all students from different linguistic backgrounds to share their learning experiences, feelings 

and concerns.  Finally, students reported to need English for complicated concepts and grammar and to overcome 

orthographic difficulties of Chinese language (Wang, 2019). 

The research on translanguaging in Turkish context is still new and mainly in EFL contexts. In a study 

(Yuvayapan, 2019) teachers believed that the inclusion of Turkish (L1) in class contributes to classes with low 

proficiency students in terms of participation, clarifications, vocabulary description, classroom management, 

interaction and teacher-student rapport. However, teachers also mentioned the constraints of translanguaging in 
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their EFL context. Sometimes they avoid inclusion of L1 in class due to the expectations of their institutions, 

colleagues and parents of their students. Also, teachers thought that this pedagogy did not contribute to learning 

English on a long-term basis. Sometimes they need translanguaging just to save time and catch up with the 

curriculum (Yuvayapan, 2019).According to another study (Yuzlu and Dikilitas, 2021), students reported 

constructive, cognitive, interactive, and affective benefits of TP such as promoting meaning-making, autonomous 

learning, meta and bilingual awareness, learning, negotiation, clarification, a sense of comfort, and a sense of 

motivation to use and learn English (Yuzlu and Dikilitas, 2021). 

Research Questions 

RQ1. What are teachers’ perceptions of practicing Translanguaging Pedagogies in FL and SL contexts? 

RQ2. What are teachers’ perceptions of practicing Translanguaging Pedagogies in specific language skills and 

areas in EFL and SL classes? 

RQ3. What are teachers’ perceptions of practicing Translanguaging Pedagogies depending on the proficiency 

level of EFL and SL learners? 

Method 

The Participants 

Bilingual teachers (N=3) of English and a multilingual teacher (N=1) of English and Turkish working at Turkish 

State University were purposefully selected (DeMarrais and Lapan, 2003). Three bilingual teachers taught English 

as a FL, while the multilingual teacher taught both English as a FL and Turkish as a SL in two independent classes. 

Table 1 below displays more detailed information of teachers’ background  

Table 1. Teachers’ demographic, education and professional background  

Teacher 

Code 

Gender Age 

(years) 

Education 

(completed or in progress) 

Teaching 

Experience 

(years) 

Experience 

Abroad 

Teaching 

TL 

BL1 F 45 Ph.D. 20  No En 

BL2 F 44 BA&TESOL 17 Yes En 

BL3 F 31 MA 10 Yes En 

ML1 F 32 MA 11 Yes En, Tur 

Total 4      

To keep participants’ identities confidential, codes instead of names were used in the study. The list of participants 

and their corresponding codes are given in Table 2 below.   

Table 2. The list of participants and their corresponding codes 

BL1  Bilingual teacher 1 

BL2 Bilingual teacher 2 

BL3  Bilingual teacher 3 

ML1  Multilingual teacher 1 

Data Collection and Procedures 

Qualitative data was collected through interviews (Maxwell, 2012; Wei and Moyer, 2008) and graphics elicitation 

tasks (Bagnoli, 2009) in May 2019 in the School of Foreign Languages at a Turkish State University. The teachers 

were interviewed in their L1 (Turkish). The interviews took nearly six hours (05:54:34) in total and were audio-
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recorded and then transcribed according to CHAT Transcription Format Program (MacWhinney, 2000; Wei and 

Moyer, 2008). After the interview, each of the teachers completed a graphic elicitation task. Participants were 

asked to draw pictures to express their feelings about their own languages and about the languages used in class 

by using symbols, phrases, speech bubbles, arrows and any visuals they can. The graphic elicitation task aimed to 

elicit alternative, non-verbal data about participants’ attitudes to TP. 

Data Analysis 

The interviews were analyzed via CLAN (Computerized Language ANalysis) Program (MacWhinney, 2000) 

First, the transcribed utterances were labeled with the key concepts (DeCuir-Gunby, Marshall and McCulloch, 

2011). Then, FREQ command was used to list the key concepts. At this stage, the key concepts were matched 

with the RQs and then reframed as codes (Saldaña, 2021). Then, the codes were classified into themes which 

respond to RQs of the present study.  

The visual tasks were analyzed through both content and visual analysis as supplementary data to the verbal data 

from the interviews. The codes from the visual data were elicited by visual-based and text-based analysis 

contextual with the interviews (Bagnoli, 2009). The final codes from visual data were compared and integrated 

with the codes from the verbal data and were classified under themes to answer RQs.  

Validity and Reliability 

The trustworthiness of the current study was supported both quantitatively and qualitatively. Quantitatively, the 

inter-coder reliability for the initial 35 codes of interview data was found to be Kappa = ,85(Sig= 0.000; p < 0.001) 

and for 29 codes of the visual data was Kappa = ,82 (Sig= 0.000; p < 0.001) which is a significant result and 

considered to be a substantial agreement between two coders (Landis and Koch, 1977; Viera and Garrett, 2005).  

Qualitatively, the study was supported by using standard coding, triangulation and member checking. For the 

analysis of the interviews standard codes, transcription and command conventions were used from CHILDES 

manual (MacWhinney, 2000). In addition, triangulation was used to verify the findings through both verbal and 

visual data sources (Fraenkel and Wallen, 2009). Finally, the findings were shared with the participants for 

member checking. 

Findings 

To find the answer to RQs, teachers’ interviews and visuals were analyzed. Teachers reported a great variety of 

reasons why they (do not) prefer TP in class which unified under one concept related to students’ learning: 

engagement. In the following sub-sections, the contribution of TP to learners’ emotional, cognitive and social 

engagement will be explored from teachers’ perspectives. In addition, TP will be elaborated depending on 

students’ level of TL, and language skills and areas. 

Findings related to RQ1. What are teachers’ perceptions of practicing Translanguaging Pedagogies in FL and 

SL contexts? 

Contribution of TP to emotional engagement. 

Teachers reported several reasons for using TP to engage their students emotionally in the lesson.  ML1, for 

example, wanted to create a “comfortable zone” for students in which students feel safe, relaxed and more 

motivated to learn. Through TP students have access to their teacher by means of whatever language they feel 

easy with. Therefore, as teachers stated language should not be a barrier but a bridge between teacher and students 

in a language classroom: 
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ML1: “Ben o comfort zone yaratıyorum onlara rahat bir alan vermeyi seviyorum, sen 

yeter ki sorunu istediği dilde sorsun ben cevaplayacağım zaten çünkü Türk öğrencinin 

motivasyonu çok hızlı düşüyor […] çocuk kendini rahat hissetmeli, bendeki bilgiyi 

almak istediğinde bana ulaşabilmeli ve bunu hangi dilde yapacaksa ben hazırım yeter 

ki öğrenmek istesin sorsun, özellikle dil hocası inaccessible olamaz işimiz bu, dil 

engel olamaz kesinlikle, illa işte İngilizce soracaksın, bu sefer çocuk çekiniyor.” 

(ML1: I create that comfort zone I like to give them a comfortable space, as long as 

you ask the problem in the language they want, I will answer anyway because the 

motivation of the Turkish student is decreasing very quickly [...]the child should feel 

comfortable, can reach me when he wants to get the information I have and I am 

ready to do it in whatever language. As long as he wants to learn it, especially the 

language teacher cannot be inaccessible, this is our job, the language cannot be an 

obstacle definitely, you will ask English, this time the child is afraid.) 

BL3 also used two languages for the emotional benefits of her students to reduce the stress caused by language 

barriers and increase their motivation. Based on her frustrating L3 learning experience with strict monolingual 

pedagogy she showed sympathy and understanding to the difficulties students go through and gave her students 

free language choice. Also, BL3 uses the languages as a way of reaching and showing respect to her students’ 

emotions, identity and background. BL3 does not want to estrange her students but to make them accept her as a 

friend and obtain a sense of belonging to the class: 

BL3: “Öğrencilerim öyle hissetsin istemiyorum o yüzden olabildiğince istedikleri 

kadar konuşsunlar Türkçe de İngilizce de codeswtitch de yapsınlar yeter ki derste 

olsunlar orda olsunlar […] anlayınca daha çok katılıyorlar motivasyonun artırdığını 

düşünüyorum, onlara ulaşmaya çalışıyorum gerçekten anlasınlar belki dokunmaya 

çalışıyorum sadece İngilizceye değil ben size, sizin dilinize, öğrendiklerinize, 

geçmişe de saygı duyuyorum ve o geçmişe hiç zarar vermeden ötelemeden bağlantı 

kurmaya çalışıyorum. Dostum beni kabul edin gibi bir şey, translanguaging yaparak 

öğrendikleri şeyleri kendi identity ye ait hissederler, istediğim şey iyi rahat huzurlu 

hissetsinler.” 

(BL3: I don't want my students to feel like that, so they should speak as much as they 

want in Turkish or in English and codeswitch, as long as they are there in the lesson 

... when they understand they participate more, I think the motivation increases ... I 

respect what you have learned, the past, and I try to connect with that past without 

damaging it at all, something like accept me, my friend… they feel belonging to their 

identity by translanguaging what they have learned, what I want them to feel good 

and comfortable.) 

In addition to BL3, BL1 believes that teacher’s behavior and stance in class influence students’ attitude to TL so 

when the teacher is very strict, reserved and not flexible in language choices students may develop negative 

attitudes and resistance to language learning.  

BL1: “Çok katı olduğu zaman öğretmen bir şey paylaşmaya çekiniyorlar çünkü senin 

ders içimindeki tutumunu öğrenci senin karakterin olarak görüyor bu hoca 

esnemiyorsa gerçek hayatında da böyle katıdır böyle farklılıklara açık değildir diyor 

senin sınıf içi dışı davranışını değerlendiriyor sana karşı bir tutum belirliyor […] 

öğretmene negatife tutum varsa o derse dile de negatife tutum oluyor.” 

(BL1: When the teacher is very strict, they are afraid of sharing something because 

the student sees your attitude in the lesson as your character. there is a negative 

attitude to the language for that lesson.) 

Contribution of TP to social engagement. 
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Teachers also reported the beneficial effects of TP on the social engagement of their students in learning. Teachers 

reported that the usage of multiple languages in class contributes to class collaboration, the interaction between 

students such as peer-translation and cooperation which scaffold their learning of TL via socializing: 

ML1: “Öğrenciler en iyi birbirlerinden öğreniyorlar sınıf içinde de kendi daha yakın 

hissediyor çünkü aynı zorlukları var birbirine empati kuruyor […] target dili veya 

başka ortak dil bilmiyorsa monolingualsa o zaman yanındaki arkadaşından translate 

etmesini izin veriyorum.” 

(ML1: The students learn best from each other and they feel closer in the classroom 

as well because they have the same difficulties, they empathize with each other […] 

if the target language or other common language is monolingual then I let him 

translate from his friend.) 

BL2: “Beni anlamadıkları zaman aralarında anlatıyorlar, birbirlerine yardımcı 

oluyorlar, bu bilgilerini İngilizce Türkçe kıyaslayınca çok daha iyi öğreniyorlar, bu 

onları motive ediyordu.” 

(BL2: When they do not understand me, they tell each other, they help each other, 

they learn this knowledge much better when comparing English to Turkish, this 

motivated them.) 

Language choice flexibility or being given the freedom to choose the language of communication in class also 

contributes to teacher - students communication by fostering students’ participation, in class discussions, attention 

and focus on the activities. 

BL3: “İngilizce konuşmalarına zorladığım zaman sınıfta sadece çok iyi olan üç 

öğrenci konuşuyor, nasıl istersen İngilizce veya Türkçe ifade edin kendinizi 

dediğimde, öğrenci Türkçe ifade ediyor ama kopmamış oluyor yine de sınıfta benime 

oluyor, katılıyor, dersi dinlemiş, kafasında sorduğum soruyla ilgili bir fikir var ama 

ifade edecek kadar İngilizce yoksa bence o öğrenciyi kesmek orda yanlış.” 

(BL3: When I force them to speak in English, only three very good students speak in 

the classroom, express yourself in English or Turkish as you wish, the student 

expresses themselves in Turkish but it still happens to me in the classroom, 

participates. If there is not enough English to express it, I think it's wrong to cut the 

speech or interrupt that kid there) 

ML1: “İlla işte İngilizce soracaksın, bu sefer çocuk çekiniyor anlamasa da kafasını 

sallıyor anladınız mı sorduğumda, genuin iletişim olmalı aramızda o yüzden çocuğu 

serbest bırakıyorum.”  

(ML1: You will definitely ask in English, this time the child hesitates, he shakes his 

head even if he does not understand. When I ask you understand, there must be genuin 

communication between us so I release the child) 

Another benefit of TP to the social side of learning allows the teacher to give feedback, clarify unclear points, 

give instructions, and build a genuine rapport with their students via the language they understand and express 

themselves the best.    

BL1: “O an için belki bir instruction ne demek istedi ne yapacakmışız sorup onlara 

translate ettirip o yüzden yüzde yüz ingilizce konuşuyorum diyemem. Bazen 

instruction okuyorlar zorsa özellikle , bazen çok katı olmak geri attırıyor öğrenciyi 

katılacağı varsa da katılmıyor, öğretmen ve öğrenci arası iletişim  etkileşim 

de rahatlatıyor öğrenci biliyor ki sığınacağı bir liman var ben bu limana dönüp yani 

Türkçeye dönebilirim sığınabilirim.” 
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(BL1: For that moment, maybe an instruction asked what we were going to do and 

have them translate it, so I cannot say that I speak 100% English. Sometimes they 

read instruction, especially if it is difficult, sometimes being very strict makes the 

student jump back and if there is any, disagree. The communication between the 

teacher and the student also relaxes the interaction, the student knows there is a port 

where he can be comfortable, I can return to this port and return to Turkish.) 

Other social benefits of TP to students reported by teachers are raising students intercultural and global citizen 

awareness which broadens their horizon and tolerance to cultural differences: 

ML1: “Kültürel farklılıklar kazandırıyor öğrencilere global dünyada dünya 

vatandaşısınız her zaman bunu anlatmaya çalışıyorum, İngilizce bilmek ya da 

herhangi ikinci üçüncü dil öğrenmek sadece sizin ufkunuzu açmayacak ayni zamanda 

dünya algınızı değiştirecek diyorum.”  

(ML1: It gives cultural differences to students, you are a global citizen in the global 

world, I always try to explain this, I say that knowing English or learning any second 

or third language will not only broaden your horizons but also change your 

perception of the world.) 

BL3: “Translanguaging ayrıca toleransı yükseliyor, racism gibi şeyler azalır, o gün 

aydınlanma yaşanmaz ama uzun vadede değişebilir.” 

(BL3: translanguaging also increases tolerance, things like racism decreases, there 

is no enlightenment that day but may change in the long run.) 

Contribution of TP to cognitive engagement. 

Th benefits of TP on cognitive engagement were that the language alternation in class fostered meaningful, 

inductive learning via connecting languages which results in making a positive transfer and preventing 

unconscious negative transfer between them. Building a multilingual network between languages also leads to 

raising students’ crosslinguistic and metalinguistic awareness. This makes students autonomous learners who 

adopt cross-linguistic strategies and use them independently.  Also, according to teachers, TP keeps students’ 

attention on the lesson, activates their prior knowledge and associates it with the new input which leads to active, 

meaningful and more effective learning. 

ML1: “Sınıfta etimolojiye değinmeye, false friends cognates öğretmeyi seviyorum 

çünkü diyorum ki kelime ezberlemekten ziyade anlamlandırarak öğrenmeniz 

gerekiyor, false negatife  transferi engelliyor.” 

(ML1: I like to mention etymology in the classroom, to teach false friends cognates 

because I say that you have to learn by the meaning (in a context) rather than 

memorizing words, false negative prevents transfer.) 

BL2: “Türkçe anlattığımda aldığım cevaplardan anlıyorum ki çok daha iyi anlaşılıyor 

çünkü kafalarında net sorular soruyor Türkçeyle bağdaştırıp kendi kafalarındaki 

soruları Türkçe gramerle özdeşleştirip daha iyi anlamalarını sağlıyor”.  

(BL2: I understand from the answers I get when I explain in Turkish that it is much 

better understood because it asks clear questions in their minds, associating it with 

Turkish, and identifying the questions in their minds with Turkish grammar and 

enabling them to understand better.) 

BL3: “Sadece İngilizce anlatırken kopan bir öğrenci var artık beni duymuyor bile o 

anda Türkçeye geçtiğim zaman hemen kafasını çeviriyor yeniden geri dönüyor, 

kıyaslasın, kafasını çalıştırsın daha aktive öğrensin, sadece verileni almasın da 

kafasında da böyle bir bağlantı kursun içinde.”  
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(BL3: There is a student who is just lost while explaining in English, he does not hear 

me anymore, even when I switch to Turkish at that moment, he turns his head away 

again… Compare, let him work (run) his brain, learn more actively, he does not just 

take what is given, but he also establishes such a connection in his mind.) 

Another benefit of TP to the cognitive engagement of students is its function as a problem-solving strategy. When 

the lesson gets stuck due to language barriers, and students do not understand properly the material such as abstract 

concepts and grammar structures. Alternating to a more familiarized language gives a practical solution and keeps 

the flow of the lesson. TP saves time, effort, misunderstandings, it facilitates the lesson and offers a shortcut by 

means of multiple languages.  

BL1: “Soyut kavramlarda ve gramer soru işaretleri oluyor kafalarında o zaman 

translanguaging tereddüttü ortadan kaldırıyor dersin işleyişini de hızlandırıyor öbür 

türlü anlamadıklarını görüyorsun ve bu sefer vakit çok uzuyor bizim de follow a plan 

gerekir, anlamadıkları yerde Türkçeyi devreye sokuyorum emin olsunlar diye o 

tereddüttü gidermek için.”  

(BL1: There are abstract concepts and grammatical question marks in their minds, 

then translanguaging eliminates hesitation, accelerates the process of the lesson, 

otherwise you see that they do not understand, and this time the time is too long, we 

need to follow a plan, I put Turkish into action where they do not understand, to 

remove that hesitation, so that they can be sure.) 

BL3: “Mesela present progresive gelecek zaman anlamı verdiğini çok zor anlıyorlar 

onu diyorum Türkçedeki zaman kayması gibi …o zaman anlıyorlar bunun faydasına 

gelince hiç üzerine düşünmek ezberlemek çalışmak içselleştirmek zorunda 

kalmıyorlar zaten onlarda olan bir şey bu, o anda saniyeler içinde gerçekleşiyor 

bence.” 

(BL3: For example, they understand very hard that it gives meaning to the present 

progression and the future tense, I say it is like a time shift in Turkish… Then, they 

understand the benefit of this, and when it comes to the benefit of this, they do not 

have to think about it, memorize, internalize, or study this is something they already 

have, I think it happens in seconds at that moment.) 

Issues of TP in students’ engagement. 

However, TP is also reported by teachers to have some negative effects on students’ cognitive involvement in 

language learning. Namely, alternating languages might lead to spoiling the balance between TL and students’ 

NL. Consequently, TL might be ignored, and NL becomes the dominating and activated language in class. This 

deprives students of exposure to, practice, developing native-like proficiency and thinking in TL. In addition, the 

comparison of languages may result in confusion and negative transfer when students’ proficiency level of TL 

and metalinguistic awareness is insufficient.  What is more, TP may lure the students to the “easy way”, to “spoon-

feeding” without processing the input which is ineffective for a long- term goals and that is why TP is avoided 

and used only as a last resort strategy.   

BL1: “Ama en başta translanguaginge başvurmuyorum kolaya kaçmaya oluyor son 

atışı Türkçe yapmak gerekir. TL kullanınca kendini tekrar paraphraze etme tekrar 

söyleme ihtiyacı oluyor o da öğrencinin dille daha çok haşır neşir olmasını sağlıyor.” 

(BL1: But I do not adhere to translanguaging at first, it is going to be easy to run, the 

last shot should be made in Turkish… When using TL, it is necessary to paraphrase 

himself again and to say it again, which makes the student more familiar with the 

language.) 

BL2: “Türkçe İngilizce kullandığım zaman onlar hemen Türkçe düşünmeye, onları 

spoonfeeding e direk yöneltiyor, çok fazla Türkçe açıklamaya girdin mi her şeyi 
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Türkçe yapmanı istiyor Türkçe ana dili olduğu için […] türkçeden negatif ama benzer 

dillerden pozitife transafer yapabilir.” 

(BL2: When I use Turkish English, they immediately direct them to think in Turkish, 

direct them to spoonfeeding, when you use too many Turkish descriptions, they want 

you to do everything in Turkish because Turkish is the main language [...] it can 

transafer from Turkish to negative but positive from similar languages.) 

ML1: “Türkçenin gramer yapısı o kadar farklı ki İngilizceden her bir kıyaslama 

İngilizce sınıfında kafa karışıklığına sebep oluyor.” 

(ML1: the grammatical structure of Turkish is so different that each comparison from 

English causes confusion in the English class.) 

Findings related to RQ2: What are teachers’ perceptions of practicing Translanguaging Pedagogies in specific 

language skills and areas in EFL and SL classes? 

The teachers reported that their preference for using TP might depend on the skill or area being taught. Table 3 

below displays the frequency of the codes elicited from the transcribed interviews and representing the skills and 

areas in which TP is used by teachers. 

Table 3. Frequency of codes representing the skills in which TP are used by teachers  

Turkish as SL 
classes 

 EFL classes 

ML1 ML1 BL1 BL2 BL3 

9 GR 3 GR 3 GR 6 GR 5 RD 

6 VOC 3 VOC 3 WR 4 VOC 4 GR 

5 COGN 2 COGN 2 VOC 3 COGN 1 ABS 

5 SP 1 RD 1 ABS  1 COGN 

3 RD  1 COGN  1 VOC 

  1 RD   

  1 SYNT (SVO vs 
SOV) 

  

It can be concluded from Table   that TP are mostly favored for teaching grammar (f=9;3;3;6;4), vocabulary 

(f=6;3;2;4;1) and cognates (f=5;2;1;3;1). TP is also preferred for reading sessions (f=3;1;1;0;5) but not by all 

teachers. Finally, TP is reported to be used individually by some teachers for speaking (f=5), writing (f=3), syntax 

(f=1) and abstract concepts (f=1;1). TP are preferred for speaking sessions only in SL classes. 

Findings related to RQ3: What are teachers’ perceptions of practicing Translanguaging Pedagogies depending 

on the proficiency level of EFL and SL learners? 

All teachers believed that to minimize the negative effects of TP on students’ engagement, learners’ proficiency 

level of TL should be taken into account. All teachers were unanimous in the view that the use of TP is inversely 

proportional to students’ level of TL, that is, the higher the level, the less TP and more focus on TL in class 

because students have reached sufficient competence in TL.   

ML1: “Seviye arttıkça çocuk competent olamaya başladıkça target language artıp 

secondary language azaltmaya başlıyorum oranını.” 

(ML1: As the level increases, as the child starts to be competent, I increase the target 

language and start decreasing the secondary language rate.) 

However, when the teaching strategies of TP were discussed separately, teachers reported different views on the 

use of language comparison. For instance, ML1 reported that students are free in their choice to keep on using 

comparison as they progress through TL levels: 
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ML1: “Comparisona gelince, level yükseldikçe seçimi öğrenciye bırakıyorum.” 

(ML1: As for the comparison, as the level increases I leave the choice to the student) 

On the other hand, BL1 stated that comparison should be used more in high levels because students have higher 

meta- and crosslinguistic awareness and more input knowledge to compare. 

BL1: “Level arttıkça dile karşı farkındalık artıyor o yüzden belki upper levelda bu iş 

daha kolay oluyor lower leveleda daha zor oluyor çünkü sadece bildiği kadar 

kıyaslayabiliyor ama upper levelda bildiği daha çok şey olduğu için daha çok şey 

kıyaslayabiliyor.” 

(BL1: As the level increases, the awareness of language increases so maybe in upper 

level it becomes easier and lower level is more difficult because he can only compare 

as much as he knows, but at upper level he can compare more things because he 

knows more.) 

BL2 shared BL1’s opinion with the slight difference that comparison could be increased with students’ level but 

only for grammar structures:   

BL2: “Gramerde yap, readingte falan yapma, yüksek levelda daha çok yapılır 

comparison, düşük seviyede daha zor orda Türkçe ve İngilizce bilgisi az A levelda 

kıyaslanacak bir şey yok, önce bir öğrensin sonra kıyaslarsın.” 

(BL2: Do it in grammar, do not in reading or something, it is done more at high level 

comparison, it is more difficult at low level there is Turkish and English. There is 

nothing to compare at A level with little knowledge, you should first learn it and then 

compare it.) 

BL3 claimed that comparison of languages could be done at an equal rate with all levels, because comparison 

could be done in TL with high-level students as well. 

BL3: “Kıyaslamaya gelince hep yapılsın, o seviyeye göre azalacak bir şey değil 

bence, kıyaslama tek dilde TL ta da yapılabilir.” 

(BL3: Always do when it comes to comparison…. I think it is not something that will 

decrease compared to that level, the comparison can be made in TL in one language.) 

 

 

Teachers’ visual tasks 

All teachers completed visual tasks during which they were required to draw a picture to express the atmosphere 

in their classes. The findings from the visuals supplemented and supported the findings from the interviews, 

namely, they also reflected the emotional, social and cognitive influence of TP on students’ engagement in 

learning TL.  
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Figure 1. Bilingual teacher BL1’s graphic elicitation task expressing TP in her English prep classroom. 

For example, at the drawing of bilingual teacher BL1 in Figure 1 above symbols of TP were noticed as multiple 

arrows in the center labeled as ‘language(s).  The concepts noted by the teacher reveal that these ‘language(s)’ 

were means of promoting emotional (motivation), cognitive (attendance) and social (participation, cooperation, 

learning together) involvement in class.  

 

Figure 2. Bilingual teacher BL2’s graphic elicitation task expressing TP in her English prep classroom. 

Bilingual teacher BL2’s drawing above in Figure 2 confirmed the potential negative effects of TP on cognitive 

engagement of students and revealed a more monolingual, TL-focus teaching perspective by labels at the center 

like ‘Only American English’, ‘Language learning means speaking’. At the periphery of her drawing BL2 left 
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notes about TP integrating NL like ‘Sometimes Turkish (NL) when necessary’ implying it as an avoided and last 

resort strategy.  However, BL2 also implied the cognitive benefits of TP by expressing a positive attitude to the 

integration of European languages in her drawing. She used labels like ‘code-switch English-Spanish’ and has 

added Spanish, Italian for which she used arrows to connect them with vocabulary, grammar and speaking. These 

notes reflect BL2’s tendency to the integration of similar but avoidance of different and native languages to TL in 

class.  

Discussion 

Discussion of findings related to the influence of students’ TL level on TP 

In the present study, particularly in EFL contexts, the teachers reported that TP should be used more at beginner 

levels but TP should decrease as the students’ level of TL is getting higher. The research supported this view by 

claiming that monolingual pedagogies are not appropriate for emergent bilinguals (Liu and Fang, 2020; Phyak, 

2018) and that inclusion of L1 in EFL context contributes to classes with low proficiency students (Yuvayapan, 

2019). However, differently from the previous research, the teachers in the present study also reported that 

translation and code-switching should be reduced as the students progress, while the comparison of languages 

could be practiced in all levels. 

Discussion of findings related to the practice of TP in language skills and areas 

The findings in the present study indicated that TP are used particularly for teaching grammar, abstract rules and 

concepts, vocabulary, cognates, reading and sometimes writing. The previous research confirmed these findings 

in terms of vocabulary, cognates, reading comprehension, complicated concepts and grammar (Arteagoitia and 

Howard, 2015; Makalela, 2015; Turnbull, 2019; Wang, 2019). However, the present study also indicated that TP 

is favored in speaking skills and discussion activities but only in SL classes which are multilingual and 

multinational. This could be connected to the natural behavior of bi-/multilinguals which lies in the origin of 

translanguaging (Cenoz and Gorter, 2020; García and Wei, 2014).   

Discussion of findings related to the contribution of TP to students’ engagement in TL 

According to both teachers and students in the present study, TP had contributed to the affective, social and 

cognitive engagement of students in learning TL. These findings were in line with the previous research. For 

example, both the present study and other articles reported emotional benefits of TP like creating relaxing 

moments and a sense of comfort, coping with anxiety, and sustaining interest and motivation in learning 

(González-Davies, 2017; Wang, 2019; Yuzlu and Dikilitas, 2021). 

In addition, the present study confirmed the social benefits of TP mentioned in the previous research like 

sustaining participation, collaboration, intercultural competence, interaction, communication, negotiation, 

clarification and teacher-student rapport in the classroom (González-Davies, 2017; Pujol-Ferran et al., 2016; 

Wang, 2019; Yuvayapan, 2019; Yuzlu and Dikilitas, 2021).  

Finally, both the present study and the previous research mentioned the contribution of TP on cognitive aspects 

of learning. The shared findings in the research indicated that TP raised students’ cross-linguistic, metalinguistic 

and intercultural awareness by stimulating comparisons across languages and links between prior knowledge and 

personal experiences. Also, TP improved comprehensibility and learning, made the class procedures practical and 

time-saving, and promoted meaning-making and autonomous learning (González-Davies, 2017; Pujol-Ferran et 

al., 2016; Wang, 2019; Yuvayapan, 2019; Yuzlu and Dikilitas, 2021).  

The contribution of TP on learning from affective, social and cognitive aspects is supported by the social 

constructivist approach to learning and teaching (Roberts, 2016). The cognitive benefits, particularly the building 
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of associaitons between TL and previously learnt languages to transfer linguistic elements and strategies from 

previous languages were supported by the dynamic model of multilingualism (DMM) (Herdina and Jessner, 2002) 

This model suggests that the more languages students know and the more they interrealte them, the better they 

learn new languages. By speaking and comparing multiple languages in class, TP definitely helps students to 

reactivate and relate all their languages and to adapt strategies from their previous learning experiences (Cenoz, 

2013; Cenoz and Gorter, 2020). 

Discussion of findings related to Issues of TP 

Not only benefits but also some issues of TP were reported both by the present study and previous research. The 

challenges were mainly faced in monolingual EFL classrooms, which prevented the adoption of translanguaging 

pedagogies in EFL contexts (Liu and Fang, 2020, p.4,5). The common constraints related to TP in the classroom 

were listed as monolingual language policy, lack of guidance on implementation, personal linguistic purism 

ideology, overuse of L1 by students and confusion due to cross-linguistic interference (Liu and Fang, 2020, p. 

4,5). In Turkish EFL context, the common constraints were about teachers who thought that TP did not contribute 

to learning English on a long-term basis. Sometimes they need translanguaging just to save time and catch up with 

the curriculum (Yuvayapan, 2019).  

Conclusion 

Implications 

The contribution of TP to language learning is activation of all languages in students’ repertoire, stimulating 

positive transfer and engaging students emotionally, cognitively and socially. For these reasons, teacher education 

programs should include disciplines in multilingual paradigms, which will raise teachers’ awareness of TP. 

Limitations 

The present study has several limitations such as absence of inferential statistics, in class observations, recordings 

and think-aloud techniques. The small number of participants and qualitative design only do not allow for 

generalization of the findings.  

Suggestions for further research 

Further research on TP is suggested in different contexts, with different designs and tools. In addition, quantitative 

design is suggested to elicit the attitudes of large number of teachers through questionnaire.  
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Abstract: This study investigates the effectiveness of collaborative learning strategies in English language 

classrooms to analyze Turkish students’ vocabulary development and attitudes towards collaborative learning. A 

pre-test post-test quasi-experimental design was used with undergraduates enrolled in a foundation university in 

Istanbul, Turkey. This experiment was implemented in a Freshman General English course with four hours of 

instruction per week, over the course of three weeks. 50 students participated in this study, with 25 participants in 

the control group and 25 in the experimental group. The control received traditional instruction with minimal pair 

work while collaborative learning strategies were implemented in the experimental group during vocabulary 

sections. Both groups were administered a vocabulary test to analyze the changes in their vocabulary development 

and the experimental group received a questionnaire on their attitudes towards collaborative learning. The data 

was analyzed by means in Microsoft Excel. The findings indicate statistically positive differences in collaborative 

learning instruction on vocabulary achievement. Furthermore, the results show that participants are in favor of 

collaborative instruction rather than a traditional approach in learning vocabulary. In conclusion, we suggest 

instructors use collaborative learning activities in university-level EFL classes for teaching vocabulary. 

Keywords: Collaborative learning, vocabulary development, attitude 

Introduction  

Collaborative learning describes a situation in which an interaction is assumed to be occurring between the 

interlocutors, which fosters learning at the end. Besides, it is important to notice that it is not a concept that has 

been evaluated as a “black box” any more but it is an area of which in depth analysis has been carried to recognize 

the deeper understandings in the field of language learning (Dillenbourg, 1999). Collaborative learning has many 

advantages. It fosters learners’ self-esteem, motivation; improves their cognitive skills and enhances their 

autonomy (Zarei& Gilani, 2013).  

In addition to that, as Coady & Huckin (1997) states vocabulary is one of the basic factors that could press the 

learning, which makes it quite important to work on it inevitably. Therefore, both of the notions, which are 

collaborative learning and vocabulary teaching are highly recognizable in the field and a number of researches 

reports a strong relationship between them. Vocabulary learning can be facilitated by collaborative learning 

(Zarei& Gilani, 2013). Carmicheal’ study (2007) reveals that peer tutoring had positive effects on vocabulary 

learning by significantly increasing their vocabulary achievement scores (Farajee& Arabmofrad, 2015). 

Teachers are getting aware of the importance of collaboration in learning as well. This present study aims to 

investigate the effects of collaborative learning on learners’ vocabulary development and elicits the importance 

of collaboration in vocabulary learning. Moreover, it aims to see learners’ attitudes towards it. 

Literature Review 

Collaborative learning 

Collaborative learning is an approach to teaching and learning which learners work with their peers for the same 

goal to achieve a task or produce an outcome through social activities. Over the last thirty years, research has 

shown that collaborative learning has significant academic and social benefits for learners. (Gillies & Boyle, 2010; 

mailto:kkara@biruni.edu.tr


Author’s Names, Title of the Paper 

Biruni University 1st International English Language Teaching (ELT) Conference: "Catchy Trends in ELT", 2021 

Johnson & Johnson, 2007). Research has shown that collaborative learning helps learners in various ways, such 

as peer interaction and active learning (Ovando, Combs & Collier, 2006). 

Littlewood (2001) conducted surveys on 2,656 students from 11 different countries and found out that the 

traditional teaching styles are challenged by the learners and that the learners prefer engaging in the learning 

process actively. It is also reported that those students favored collaborating in the classroom. 

In a study conducted by Castro & Léon (2017), learners with low motivation and lack of interest in group work 

became motivated, independent and more socially aware. This empowerment of learners is a striking result and 

highlights learners’ perspectives and feelings towards CL. 

While it is a beneficial strategy for students, collaborative learning proves to be useful for teachers, as well. Chen 

(2017) concluded that collaborative instruction assist teachers in improving their teaching skills due to the in-

class interaction with their learners. Chen also emphasizes the importance of student participation and 

classroom environment, as CL led to positive improvement in both areas. 

In another study, effects of peer e-feedback on Turkish EFL students’ writing performance by Ciftci and Kocoglu 

(2012), they investigated the effect of online peer feedback through blogs on Turkish EFL students’ writing 

performance and their perceptions. It was found out that students’ perceptions about peer’s comments and 

feedback affected their performance positively because they worked collaboratively in the process. 

In brief, the literature shows that collaborative learning is regarded as beneficial for both learners and teachers 

not only by affecting the development process, but also by increasing motivation, interaction and overall 

engagement.   

Vocabulary Development 

Vocabulary can be seen as a priority area in language teaching from the beginner level language learners to the 

advanced level learners. All kinds of these learners experience limitations in their knowledge of second language 

(or L2) words, which are actually called lexical gaps. (Nation & Webb, 2011) After the rising of Communicative 

Approach, vocabulary teaching has also moved from independent semantic units to context dependent 

language-use tasks, where the components of the language interact with each other in a natural way (Read, 

2000). Therefore, strategies have been improved to teach and learn vocabulary and cope with the lexical gaps. 

A considerable number of studies have shown that there are different strategies to be able to cope with these 

lexical gaps and one of them is negotiation strategy (Newton, 2001). In his article, Newton (2001) collected data 

from various number of classrooms tasks in which the students were not allowed to use any dictionaries to check 

the meanings of unknown vocabulary. The results showed that while individuals did not know many of the words 

engaged in the task, at least one learner in the group works knew most of these words. 

A study by Dobao (2014) for the comparison between pair work and group work in vocabulary teaching was 

conducted with 110 learners of Spanish as a foreign language who were all English native speakers or had a 

native-like command of English. The results revealed that learners in small groups learnt new knowledge 30% of 

the analysed data and missed the opportunity to learn in 30% percent and the results obtained for the learners 

in pair work were almost similar. On the other hand, there was a significant difference between these two 

conditions. The study showed that completing the vocabulary task in groups made students acquire new 

knowledge of a total of 72 words, a mean of 1.31 words per learner, whereas only 33 words, a mean of 0.75 

words per learner in pairs. Besides, working in groups consolidated students’ previous knowledge in vocabulary  

Even though these studies have investigated the importance of collaborative vocabulary development, there is 

still an important perspective that should be reviewed deliberately. The recent studies have revealed a gap in 
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this area and indicated the necessity of conducting longitudinal researches. As Read (2001) states, learners 

should not be expected to acquire the new lexical knowledge after encountering it only in one occasion, which 

means only partial acquisition should be expected under these circumstances.  

Sociocultural Theory 

Through collaborative learning, learners are engaged in the social environment where the language becomes a 

tool for them to learn from each other which associates with sociocultural setting. From a sociocultural 

perspective, a classroom is a social environment where learning is constructed (Donato, 1994). 

 In Sociocultural Theory, Vygotsky explains the sociocultural setting as being the primary determining factor in 

the development of higher forms of mental activities such as logical memory, attention, conceptual thought, 

planning, perception, problem solving, voluntary inhibition and disinhibitory faculties (Miccoli, 2008). 

Furthermore, the concept Zone of Proximal Development, developed by Vygotsky, puts emphasis on how 

individuals become independent experts through scaffolded interactions with others.  These concepts lay the 

foundation for collaborative learning. 

 In a study conducted by Dongyu et.al. (2013), with a focus on teacher-student collaboration in the framework 

of the sociocultural theory, they concluded that the perceived way of learning and teaching and teacher-student 

relationship should be changed to implement collaborative learning. According to Swain (2000), interactions 

where both teacher and students are involved in problem solving and knowledge building, collaborative learning 

occurs.  

Another study conducted by Nguyen (2013) showed that peer scaffolding through collaborative pair work 

provides learning conditions where learners provide mutual help and benefit from peer scaffolding behaviours 

so that learners overcome many challenges in the task in collaboration.  

Le’s (2006) study on the use of group work in vocabulary learning in Vietnam also revealed that students in group 

work assisted by a more capable peer were able to use more target language when compared to the unassisted 

group. These studies highlight the need for encouraging interaction and scaffolding through collaboration in EFL 

classes. 

As shown in the previous studies, collaborative learning for the development of vocabulary in EFL/ESL contexts 

contributed students’ achievement significantly while enhancing scaffolding at the same time.  

Methodology 

Participants 

The participants were 66 (9 male, 57 female) freshmen non-English major students from health-related faculties 

and attended the required General English I class in a private university in Turkey. The students aged from 17 to 

20 years old. Their level was determined to be pre-intermediate by a placement test that took place at the 

beginning of the semester. Pre-intermediate students were divided into two classrooms according to their 

departments. They took the class 2 days a week, 4 hours in total. All spoke Turkish as their first language and 

had learned English throughout their primary and secondary school education in varying degrees. They did not 

take courses in their majors in English. Therefore, the sample size was determined via convenient sampling, as 

one class being the control group while the other was the experimental group. 32 students were in the 

experimental group while 34 students were in the control group. 

Procedure 
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A pre-test post-test quasi-experimental research design was used in this study. Both control and experimental 

group students took a vocabulary pre-test consisting of 50 items related to the upcoming units in their textbook 

(Appendix C). The question types were chosen to be fill in the blanks and matching because they were familiar 

with those types from their quizzes and midterm exam. In addition, the experimental group took an adapted pre-

questionnaire about their attitudes toward collaborative learning strategies. (Appendix A) The questionnaire was 

developed by Bayat (2004), containing a six point likert scale with 13 items ranging from 1(Strongly Agree) to 6 

(Strongly Disagree). The questionnaire was translated in Turkish to avoid student anxiety. (Appendix B) Then, 

collaborative learning strategies were implemented in the experimental group over the period of 3 weeks in 

total. The last 30 minutes of the classes were spent with collaborative vocabulary activities. (See Appendix D). 

Students in the experimental group were separated into set groups by the teacher according to their English 

level, determined by their midterm results. Each group had 5 or 6 members with high, middle and low achieving 

students mixed into each group. A post-vocabulary test was conducted at the end of 3 weeks to analyze the 

differences in vocabulary development and a post-questionnaire was given to the experimental group to identify 

the changes of their attitudes toward collaborative learning.  

On the other hand, the students in the control group were exposed to traditional instruction. While students 

sometimes worked in pairs, they usually worked individually on the activities in their coursebooks. Vocabulary 

items were introduced by the teacher through slides and pictures and vocabulary sections did not include any peer 

interaction. As a follow-up to vocabulary worksheets, speaking and writing activities were done individually by 

the students. Teacher engaged in whole-class feedback toward the end of the lessons in order to facilitate 

communication and feedback. 

 

Results 

1. Effects of collaborative activities on EFL vocabulary development 

Research question: What is the effect of collaborative activities on EFL vocabulary development? 

 

Mean= 33,25 

Table 1 reports that there was no difference between the pre-test (mean= 33,25) and post-test (mean= 48) results 

carried out with 25 participants in the control group. While only three of the participants achieved getting more 

than 60 in the pre-test, there were seven students above the grade 60 in post-test. When we change the category 
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into the higher test results such as grades above 70, the table shows that only one student passed the exam with 

this indicated result in the pre-test whereas there were only two students in the post-test.  

It is important to state that none of the participants achieved getting more than 80 in the pre-test and only one of 

them passed above 80 in the post-test. Besides, four of the participants in total dropped their grades. These results 

revealed that when the teacher introduced the vocabulary items, the students were highly engaged in individual 

work and there was minimum level of peer interaction, the test scores did not change significantly at all. It might 

be concluded that the process carried out with the control group neither had a positive nor negative impact on the 

vocabulary development of the participants. 

On the other hand, participants in the experimental group were engaged with applying collaborative learning 

strategies for vocabulary learning in their groups, and there was a considerable change in the post vocabulary test.  

 

 

Mean= 48,68 

Table 2 reports that 25 participants in the experimental group achieved significantly higher in the vocabulary 

post-test (mean= 73,52) than the vocabulary pre-test (mean=48,68). This revealed that when students were 

engaged in collaboration to achieve their tasks, vocabulary development was affected in a positive way when 

compared to individual work. The table 2 reports that every participant in the experimental group achieved more 

in the post-test after the treatment. It can be concluded that engaging collaborative activities contributed 

students’ vocabulary development. 

2. Effects of collaborative activities on EFL learners’ attitudes 

Research question: What are EFL learners’ attitudes towards collaboration for vocabulary development? 
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Pre-questionnaire results reports that %36 of participants completely agree that they prefer teachers to teach them 

rather than their peers. However, %24 of the participants disagree with the statement “I think other students cannot 

contribute to my English”. Moreover, %48 of agree that teaching others improve their English. In addition to that, 

%44 of the participants agree that studying with others can improve English than studying alone. Also, %32 of 

the participants partly agree that reading the texts is easier if they study in groups. However, %32 of the 

participants partly agree that it is difficult to concentrate if they study in a group. %36 of them stated their 

agreement on working on questions with others helps with learning, which implies positive attitude towards 

learning from each other. The result that %32 of them partly disagree that it is a waste of time to learn from others 

is in line with this response. Overall, in pre-questionnaire, majority of the participants (m=4.04) agreed with the 

statements sharing positive attitudes towards collaboration before the treatment, whilst m= 3.36 was calculated as 

an overall score for Partly Agree on the items. This result reports students have positive attitudes for learning 

from their peers; yet, %36 of them prefer their teachers to teach them.   
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1 I think other students cannot 

contribute to my English. 

0.08 0,16 0,2 0,16 0,24 0,16 

2 I think I feel more relaxed if I work on 

an answer with other students. 

0,04 0,28 0,4 0 0,24 0 

3 Working with other students on a 

problem gives me confidence to 

answer a question in the class. 

0 0,36 0,32 0,08 0,12 0,12 

4 I prefer that the teacher rather than 

another student teaches me. 

0,28 0,36 0,12 0,16 0,04 0,04 

5 I think it is difficult for me to 

concentrate if I study in a group. 

0,08 0,12 0,32 0,2 0,16 0,12 

6 I think sharing information about 

different readings helps me learn. 

0,08 0,4 0,24 0,2 0,08 0 

7 I think working on questions with 

other students helps me learn. 

0,16 0,36 0,24 0,08 0,08 0,08 

8 I think studying in class for an exam 

with other students is better than 

studying alone. 

0 0,4 0,28 0,12 0,12 0,08 

9 I think studying with other students 

can improve my English in the reading 

course more than studying alone. 

0 0,44 0,12 0,16 0,2 0,08 

10 I think learning from other students is 

a waste of time. 

 

0,04 0,12 0,2 0,32 0,2 0,08 

11 I think working with other students in 

class gives me more opportunities to 

practice newly learned vocabulary. 

0,08 0,36 0,28 0,12 0,16 0 

12 I think reading the texts is easier if I 

study within a group. 

0 0,2 0,32 0,4 0,08 0 

13 I think teaching another student can 

help improve my English. 

0,16 0,48 0,32 0,04 0 0 

 Overall  1 

 

4,04 3,36 2,04 1,72 0,76 
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It can be seen from the post-questionnaire results that %40 of the participants think other students cannot 

contribute to their English, which also means that majority of the students have a negative attitude towards their 

peer’s help. %36 of them believe that they feel more relaxed when they are working on answers with another 

student. In addition to that, Item 3 reports that %80 of the participants admit that working on a problem with other 

students give them more confidence to answer a question. This reveals that students have a positive attitude 

towards collaboration while working on a task or activity. However, students’ answer to the Item 4, “I prefer that 

the teacher rather than another student teaches me.” shows that they have a negative attitude towards peer 

teaching. %56 of the participants either disagree or completely disagree with the statement that “I think it is 

difficult for me to concentrate if I study in a group.” which makes it clear to see students’ positive attitudes towards 

collaboration in terms of their concentration on the group work activities. It can be seen from Item 6 and 7 that 

the number of students agree that working with other students both in a reading activity and in a process of 

answering questions help them to learn. Both of items 8 and 9, in which the statement that most of the participants 

prefer studying with a peer to studying alone is given, clearly support that students have a positive attitude. 

Moreover, %48 of them believe that learning from other students is not a waste of time. Furthermore, only %16 

of the participants think that collaborative learning does not help them to practice newly learnt vocabulary. Unlike 

to the results of Item 1, which is about learning from another student, Item 13 clearly shows that students believe 

that teaching another student can help them to improve their English with the percentage 80. According to the 
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1 I think other students cannot contribute to 

my English. 

0.16 0.24 0.2 0.16 0.08 0.16 

2 I think I feel more relaxed if I work on an 

answer with other students. 

0.08 0.36 0.4 0 0.12 0 

3 Working with other students on a 

problem gives me confidence to answer a 

question in the class. 

0.16 0.4 0.24 0.08 0.04 0.04 

4 I prefer that the teacher rather than 

another student teaches me. 

0.16 0.36 0.12 0.24 0.08 0.04 

5 I think it is difficult for me to concentrate 

if I study in a group. 

0.04 0.04 0.16 0.2 0.28 0.28 

6 I think sharing information about 

different readings helps me learn. 

0.08 0.4 0.24 0.2 0.08 0 

7 I think working on questions with other 
students helps me learn. 

0.28 0.4 0.24 0.04 0.04 0 

8 I think studying in class for an exam with 
other students is better than studying 

alone. 

0.24 0.32 0.28 0.04 0.04 0.08 

9 I think studying with other students can 
improve my English in the reading course 

more than studying alone. 

0.24 0.32 0.16 0.12 0.12 0.04 

10 I think learning from other students is a 

waste of time. 

0.04 0.04 0.2 0.24 0.32 0.16 

11 I think working with other students in 
class gives me more opportunities to 

practice newly learned vocabulary. 

0.32 0.28 0.24 0.08 0.08 0 

12 I think reading the texts is easier if I 

study within a group. 

0.24 0.2 0.28 0.2 0.2 0 

13 I think teaching another student can help 
improve my English. 

0.56 0.24 0.16 0.04 0 0 

Overall 2.6 3.6 2.92 1.64 1.36 0.8 
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overall results, the calculated mean scores report the students have been more likely to choose either Agree 

(m=3.6) or Partly Agree (m=2.92) to the statements in general. 

 

Discussion 

We explore how collaborative learning instruction affected freshman students in an undergraduate English course 

and their attitudes towards CL instruction. The results are discussed in the following two sections. 

 

Students’ attitudes towards collaborative learning 

Students outlook towards collaborative learning (CL) was overall positive in the pre-questionnaire results. 

Furthermore, it is apparent that their overall perception of CL has improved after the treatment process. This is in 

line with the findings of Littlewood (2001) that most students prefer working in groups to achieve their goals. 

However, it also directly contradicts Lin’s (2019) findings where students reported that learning vocabulary 

individually increased their motivation more compared to group work. However, in Lin’s (2019) study, students 

worked with different group members in every activity, whereas the students in the experimental group worked 

with set groups throughout the process. It could be said that working with the same peers may have a positive 

effect on group dynamics and perception. Moreover, students’ perception towards peer-teaching has significantly 

increased as well. While a considerable number of participants preferred the teacher teaching rather than another 

student, the number decreased noticeably in the post-questionnaire. It is reported that participants had a more 

positive view on the fact that they felt more relaxed when working with other students on a problem in the post 

questionnaire compared to the result in the pre-questionnaire. This is line with Chen’s (2017) study where students 

reported being content with peer teaching and peer feedback. We can argue that peer teaching has a positive effect 

on students’ perceptions.  

As seen in the post-questionnaire results, students report that working in groups has a positive effect on their 

concentration and that they prefer studying for exams in groups. This result supports the claims of Meng’s (2016) 

study which reports that CL increases opportunities for practice with an effect on learning efficiency. Besides, 

collaboration among learners provided an environment where interaction patterns changed allowing each 

participant to contribute to the learning process. This is line with the results of Dobao’s (2014) study on vocabulary 

learning in collaborative tasks. Her findings suggested that groups were successful in producing lexical language-

related episodes because they had a chance to benefit from observing their peers and collaborate in problem-

solving activities. In this study as well, students’ learning improved after studying in collaboration for vocabulary 

tasks. 

The results also indicate that participants feel that they have more opportunities to practice vocabulary in 

collaborative instruction. As reported, the participants already had positive opinions in the pre-test while most of 

them completely agreed on the statements in the post-test. In the end, it can be concluded that students’ perceptions 

towards collaborative learning seems to have improved positively on every statement in different degrees 

compared to the pre-questionnaire results. Chan’s findings (2011) in his investigation on EFL students’ 

perceptions of learning vocabulary in collaboration through computer use also suggested that students develop 

positive attitude and anticipation to vocabulary learning after collaboration.  

 

Students’ Vocabulary Development 

After the students in experimental group were engaged in vocabulary activities with the group work, they achieved 

higher in the post-test, which supports the results of the study conducted by Dobao (2014) that students 

remembered the vocabulary items better after group work activities. Although this study did not reveal the amount 

of the vocabulary items that were acquired during the activities, it improved the students’ test scores. Moreover, 
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the questionnaire items about reading a text or working on the vocabulary items in group work shows that students 

had a positive attitude towards in group vocabulary learning because they thought this process helped them more 

than working alone. 

Majority of the students believed that working on the newly learnt vocabulary items in group work gave them 

more opportunities to practice them, which is also in line with the findings of the research that carried out by 

Dabao (2014) that students in group work had more chances to take newly vocabulary as output with the 

knowledge of 72 words in total (m= 1.31) compared to those even in pair work with 33 words in total (m= 0.75). 

Therefore, the study revealed significantly that collaborative learning had a positive effect on students’ vocabulary 

learning. 

Furthermore, students thought that they could learn from another student and many of them did not regard this 

situation as a waste of time. These findings show very similar results found in the Newton’s (2001) study, which 

was when students worked in groups, at least one of them remembered the necessary vocabulary items. Thus, this 

clearly reports that students remember the vocabulary items more easily with collaborative learning and it creates 

a better learning environment. 

 

Conclusion 

This study indicates that collaboration promotes positive outcomes of vocabulary development in L2. In the 

beginning of the process, pre-questionnaire revealed that even though some students were aware of the benefits 

of working with their peers such as learning from each other, contributing to one’s knowledge, more opportunity 

for L2 practice etc. , there were students who preferred teacher for guidance in learning, or some stated they were 

not so sure about answering a question in the class after working with another peer. From this perspective, it can 

be concluded that implementation of collaborative strategies in EFL was deficient. Students reconstructed view 

in a propitious way after the implementation was evident because they each had a responsibility in tasks with 

motivation to present what they know. It was a striking finding that they stated their disagreement on teaching 

others is a waste of time. This guides us to take into consideration techniques and collaborative activities and 

projects in EFL settings to foster learners’ sense of responsibility in reflecting, sharing, and interacting with others 

for the sake of improving the target language for not only vocabulary but in other language skills as well. In this 

study, learners with the exposure to collaboration were equipped with activities requiring negotiation on meaning 

and different forms of the words, choosing the right word that fit into dialogues, and the one encourages them to 

discuss possible answers to the questions presented on the exercise. We can conclude that the achievement of 

these tasks after collaboration suggest the transformation of activities that go beyond individual read and answer 

type of materials. It can be concluded that there is further need to develop more ideas to promote collaboration 

among members of our classrooms in a way that learners will be more motivated and competent in applying 

collaborative strategies. The process carried out with the activities in the collaborative learning environment 

enhanced students’ performances on their vocabulary learning for they achieved better results in the post-test. 

Besides, they had more positive attitudes towards peer learning and helping others at the end of the process. As it 

was stated in the methodology part, the participants were used to be mostly engaged in fill-in-the-blanks and 

matching activities by working alone. Therefore, it can be concluded that even though the drill like activities are 

usually regarded as very mechanical and not very much helpful materials in terms of creating output, the materials 

during the process turned into more effective ones with the help of collaborative learning for they improved 

students’ performances and made them remember the vocabulary items much better.  

In short, this situation shows that even simple drill like activities might be used in the classroom effectively. 

Future research can include other factors such as learner motivation in collaborative learning besides attitude 

factor. Future research can also include the role of technology in developing collaborative work for EFL 

learners.  Also, a large-scale study can be conducted on the effects of teaching strategies for collaborative 

learning for vocabulary development. By this way, longitudinal study with larger sample size can provide more 

reliable findings and increase validity. 
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ABSTRACT 

Merriam Online Dictionary interprets agenda as an underlying often ideological plan or 

program, such as a political agenda. Further, Cambridge Online Dictionary refers to agenda as 

a secret aim or reason for doing something. Besides, Oxford Learners’ Dictionary defines it as 

the intention behind what somebody says or does that is often secret. It is crystal clear that 

textbooks directly or indirectly serve for particular agendas. These agendas may be both hidden 

and visible. Therefore, this paper accordingly assesses a locally written EFL textbook produced 

by the Ministry of Iranian National Education. The textbook was examined qualitatively by 

using descriptive content analysis technique which is utilized to make repeatable and credible 

definitions by clarifying and coding the textual data. Through consistently assessing texts such 

as documents, graphics, and oral communication, qualitative data may be transformed into 

quantitative data. In sum, the picture drawn by this inquiry highlights that the EFL textbook 

produced and distributed by the Iranian government bears particular agendas or ideologies. 

This study may stand as a valuable source for the researchers in the related field, EFL/ESL 

instructors, publishing houses, educational authorities, and textbook authors. 

Keywords: ideology, English ideology, textbook, textbook evaluation, EFL textbooks  

Introduction 

Textbooks have played a significant role in classroom settings as a source employed by 

instructors and learners (Stará, Chvál, & Starý, 2017). Thus, a textbook bears cultural 

constituents which are prevalent in any education system (Guerrettaz & Johnston, 2013). 

Further, the authorities have a big effect on shaping the agenda of textbooks in that they design 

and produce textbooks which are particularly prescribed for students (Tajeddin & 

Teimournezhad, 2015). Being the main course material, textbooks stay in the center of learning 

(Britton et al., 1993) and policy makers decide the content of textbooks since they have huge 

power and immense authority (Tajeddin & Teimournezhad, 2015). As a result, education — 

particularly the transmission of ideologies and constructing belief patterns by textbooks — has 

turned to be a tool of political concern (Zhili, 1999). Besides, curriculum ideologies are specific 

beliefs on what schools ought to teach (Gann, 1995). The aim of EFL instruction is not solely 

to transmit language content and develop learners' language competence, but also firmly 

associated with the contemporary societal, cultural, political, and economic facts (Cantoni et 

al., 2017). Textbooks extensively indicate a nation’s hidden or unhidden ideology while serving 

the ruling class. Dominant ideologies function as the soul of any textbook (Wen-Cheng, Chien-

mailto:omergokhanulum@gmail.com
https://orcid.org/0000-0001-7685-6356
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Hung, & Chung-Chieh, 2011). Accordingly, the themes such as fairness, equality, morality, 

and inner consciousness occur in direct and indirect ways in textbooks (Dant, 2013). The 

absoluteness of political beliefs, the dominance of economic wealth, the supremacy of societal 

matters, the development of awareness, are highlighted and conveyed by means of English 

textbooks (Liu, 2000). Textbooks aided by different sources form the material dimension for 

instruction in courses throughout the world. Being both societal and cultural tools, they are the 

outcomes of intricate selective practices mirroring political choices, educational concerns and 

beliefs (Weninger, 2021). Foreign or second language instruction is not an ideologically neutral 

process in that it emerges in the intricate networks of ideological and political settings and 

sociolinguistic processes. This is represented by textual and visual dimensions of textbooks 

(Curdt‑Chrıstıansen & Weninger, 2015). The hidden or unhidden agendas in the EFL textbooks 

may function as a government tool to reflect specific norms and principles as well as such 

constituents as male dominance, female marginalization, individualism, and success ideology 

(Al Jumiah, 2016).  Moreover, a textbook as a propaganda tool is not a current phenomenon. 

Concerns have been broadly raised as to the textbook content which mirrors particular political 

ideologies. Besides, curriculums as the tools to enhance the benefits in the politicization of 

education interpret the function of textbook content that shapes the individuals (Setyono & 

Widodo, 2019). Accordingly, political structure of textbooks may transform textbooks into 

ideological tools (Pinto, 2007). Without ideology, no politics would ever survive. Thus, 

ideology is perceived and felt in every dimension of life in general, and education in specific 

(Gilbert, 2003). Hence, this study investigates a locally written EFL textbook produced by the 

Ministry of Iranian National Education to detect ideological constituents. 

Methodology 

Qualitative content analysis is made use of while assessing textual data. Further, qualitative 

content analysis is a type of research technique used to make valid inferences. The present 

qualitative content analysis study accordingly assessed an Iranian EFL textbook— Vision 1 

which is published by the Ministry of Education of Islamic Republic of Iran (Organization for 

Educational Research and Planning, OERP) in order to explore the ideological components 

contained in the textbook. Besides textual materials, the pictures or images involved in 

textbooks also have to be covered in ideology analysis. Thus, semiotics— the study of images, 

pictures, symbols and signs and their employment or interpretation— is employed to interpret 

the related ideological components. Semiotics is a significant practice in communication 

research because it evaluates the link between images and their roles in how we interpret. The 

pictures and images were also interpreted in the present study. 

Findings and Results 

 The findings of the study comprise the religion and Persian nationalism based 

components, as well as non-ideological ones. Further, the rate of the detected ideologies is 

tabulated below.  

 

Table 1 
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Ideological Components 

Component f % 

Religion Based Components 22 32.35 

Persian Nationalism Based Components 46 67.65 

Total  68 100.00 

 

 It is clearly observed from Table 1 that majority of the occurrence was detected in 

Persian nationalism based components (67.65%). Further, religion based components were 

detected with a percentage of 32.35. The following components represent the detected 

ideologies accordingly. 

Table 2 

Persian Nationalism Based Components 

Component f % 

Persian 46 56.79 

Others 35 43.24 

Total  81 100.00 

 

 Table 2 simply illustrates that Persian nationalism based components (56.79%) 

outnumbered the other related compounds (43.24%). Thus, nationalism is observed to be the 

most dominance theme detected in the analyzed textbook. 

Religion Based Components 

 IN THE NAME OF ALLAH (Book Cover) 

  

Ruhollah Khomeini, the former religious leader of Iran (Britannica Online 

Encyclopedia) (Book Cover) 

 And of Allah’s Sign of Power is the creation of the heavens and the earth and also the 

variation of the languages and the color of you people; verily, in all these are Signs 

for men of knowledge. (Book Cover) 

 We made from water every living thing (Al-Anbia 30): chapter of Qurʾān (Lesson 1 

Cover) 
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Minaret, a slender tower, typically part of a mosque, with a balcony from which a 

muezzin calls Muslims to prayer (p.27, 100, Lesson 4 Cover) 

 

  

Avicenna, Arabic Ibn Sīnā, (born 980, near Bukhara, Iran—died 1037, Hamadan, 

Iran), Muslim physician, the most famous philosopher of the medieval Islamic 

world. (p.38) 

Turban, a headdress worn chiefly in countries of the eastern Mediterranean and 

southern Asia consisting of a long cloth that is wrapped around a cap (as by Muslims) 

or directly around the head (as by Sikhs and Hindus) (Merriam-Webster Online 

Dictionary) (p. 38) 

 And of Allah’s Signs of Power is the creation of the heavens and the Earth. (Al-Rum 

22):  chapter of Qurʾān (Lesson 2 Cover) 

 This wonderful liquid is a great gift from Allah. We can thank Allah by keeping our 

body healthy. One way to do that is eating healthy food and doing daily exercises. 

Another way is to donate our blood to those who need it. (p. 50) 

 Seek knowledge from the cradle to the grave Holy Prophet (PBUH)1 

1. Peace Be Upon Him: chapter of Qurʾān (Lesson 3 Cover) 
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Turban, a headdress worn chiefly in countries of the eastern Mediterranean and 

southern Asia consisting of a long cloth that is wrapped around a cap (as by Muslims) 

or directly around the head (as by Sikhs and Hindus) (Merriam-Webster Online 

Dictionary) (Lesson 3 Cover) 

  

 

 

 

 

Headscarf, the head covering that some Muslim women wear when they are outside 

their home, or with people that they do not know well (p. 69, 84, 92, 119) (Cambridge 

Online Dictionary) 

 Tahereh Saffarzadeh was an Iranian writer, translator and thinker. When other kids 

were still playing outside, she learned reading and reciting the Holy Quran at the 

age of 6. As a young student, she was working very hard to learn new things. She 

also was writing poems at that time. She published her first book while she was still 

studying in the university. She got interested in translating the Holy Quran when 

she was studying and teaching translation. She published her translation of the Holy 

Quran in 1380. Saffarzadeh passed away in 1387. (p. 82) 

 

  

Single-sex education, both classes and schools that have solely one sex, classified 

by biological grouping (p. 84) (Oxford Bibliographies) 

 

  

Kaaba (p. 92)   

 We believe in Allah. (p. 92)   

 Travel in the Earth and see how He makes the first creation (Al-Ankabut 20): chapter 

of Qurʾān (Lesson 4 Cover) 

 Imam Reza Holy Shrine. (p. 101)    
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 Many Muslims also travel to Iran and go to holy shrines in Mashhad, Qom and 

Shiraz. (p. 105)    

Persian Nationalism Based Components 

 Yeah, an Iranian cheetah. It is an endangered animal. (p. 19, 21) 

 I went to Golestan Forest last year. (p. 20, 30) 

 The Persian lion died out about 75 years ago. (p. 20) 

 Tooran is the natural home of the Persian zebra. (p. 21) 

 Moghan Plain is a nice place in the North-west of Iran. (p. 21) 

 The Iranian cheetah is among these animals. This wild animal lives only in the plains of 

Iran. Now there are only a few Iranian cheetahs alive. (p. 22) 

 If we take care of Iranian cheetahs, … (p. 23) 

 Next month, he and his wife travel/will travel to Iran. They go/will go to Tooran Plain 

to see animals. They are hopeful to see Persian zebra, Iranian cheetah, Persian 

leopard and gazelle. After two weeks, they visit/will visit some beautiful cities in Iran. 

(p. 26) 

 The tourists will visit Shiraz next summer. (p. 27, 31) 

 Go with him to Varamin. (p. 31) 

 I am going to go to Bam. (p. 32) 

  

Iran Flag (p.35) 

 

  

Mount Damavand is the highest peak in Iran. (p.38) 
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Milad Tower is a tower in Tehran, Iran.  (p.38) 

 Today, (Iran / iran)'s mountains and plains are the natural (Home / home) of many 

animals. (p.38) 

 Amin (Askari / askari) is a pilot. He is 40 (Years / years) old. He lives with his (Wife / 

wife) and his son and daughter in (Mashhad / mashhad). (p.38) 

 The (Persian / persian) Gulf is a very important sea between Iran and some (Arab / 

arab) countries. (p.38) 

 Do you know the names of the planets in Persian? (p.47) 

 Gahar Lake is famous for its clear water. (p.49) 

 Many interesting animals live in forests of Iran. (p.53) 

 Damavand is taller than Dena. (p.54) 

 Damavand is the tallest mountain in Iran. (p.54) 

 Karoon is the longest river of Iran. (p.54) 

 Karoon is longer than Atrak. (p.54) 

 Persian zebras are more beautiful than African zebras. They are the most beautiful of 

all. (p.57) 

 Iranian, Iran (p.64, p. 100) 

 I was reading a book about famous Iranian scientists. (p.76) 

 Mahsa: For example Razi1 taught medicine to many young people while he was 

working in Ray Hospital. Or Nasireddin Toosi built Maragheh Observatory when 

he was studying the planets.  

Roya: Cool! What was the name of the book? Mahsa: Famous Iranian Scientists. 

(p.76) 

 I watched/was watching a movie about a great scientist, Ghiyath al-Din Jamshid 

Kashani. He was a great inventor. He was from Kashan. (p.85) 

  

Iran Map (p. 92, 99)   

 The family spent their summer in Yasooj. (p.101) 

 Isfahan has many historical… (p.101) 
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 Diego is a Spanish tourist who is planning for his summer vacation. He is talking to 

Carlos Sabato, a travel agent in Madrid. (p.102) 

Diego: Excuse me, sir! I am planning for my summer vacation. 

 Carlos: How can I help you? 

 Diego: Actually I want to visit Asia, but I am not sure about my destination. Do you 

 have any suggestion? 

 Carlos: Well, you may have some choices. You can visit China. It is famous for the 

 Great Wall. 

 Diego: Yes, but I was in Beijing two years ago. 

 Carlos: What about India? In fact, the Taj Mahal is a popular destination, but it is hot 

 in summer. Probably Iran is the best choice. 

 Diego: I heard Iran is a great and beautiful country, but I don’t know much about it. 

 Carlos: Well, Iran is a four-season country. It has many historical sites and amazing 

 nature. Also, its people are very kind and hospitable.  

 Diego: It seems a suitable choice. But how can I get more information about Iran? 

 Carlos: You can check this booklet or may see our website. 

 Ancient wind towers of Iran are attractive for tourists. (p.103) 

 Iran: A True Paradise (p.105) 

 In Asia, Iran is a great destination for tourists. This beautiful country is a 

true paradise for people of the world. Each year, many people from all parts 

of the world visit Iran’s attractions. Iran is a four- season country and tourists 

can find a range of activities from skiing to desert touring in different parts of 

the country. Many Muslims also travel to Iran and go to holy shrines in 

Mashhad, Qom and Shiraz. Iranian people are hospitable and kind to 

travelers and tourists. (p.105) 

 The tourists may stay in Iran for two more days. (p.108) 

 Khordad, is the third month of the Solar Hijri calendar. (p.109) 

 Shahrivar is the sixth month of the Solar Hijri calendar and the official calendar 

of Iran. (p.110) 

 Norooz, the Iranian new year. (p.110) 

 Tehran (p. 111) 

 

Non-ideological 

 Tomorrow I will travel to Africa. (p. 24) 

 Alfredo is an Italian tourist. He lives/will live in Rome. (p. 26) 

 Alice is going to go to Australia & Brazil. (p. 31) 

 study English, speak English, speak Japanese, speak Korean, learn Spanish, 

speak Arabic, speak French (p. 31, 108, 109, 113, 117)  
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 The Nile is the longest river on Earth. It is more than 6,000 kilometers. It is 

an important river for African people. It gives water to people and animals. 

There are other rivers in Africa but they are not as important as the Nile. (p. 

52) 

 Asia is bigger than Europe. (p.54) 

 Japanese people make delicious food with fish. (p.61) 

  
 
 
 
 
 
 
 
 

 

            Japanese Architecture (p.61) 

 German - Chinese (p.64) 

 African lion (p.64) 

 Edison invented the first light bulb. (p.78, 80, 81) 

 Alexander Fleming was a great researcher. He was doing research in his 

laboratory in winter 1928. (p.82) 

 Newton was sitting under a tree when an apple hit his head. (p.83) 

 She was studying her English book. (p.83) 

 Alexander Graham Bell himself invented the telephone. (p.86) 

 Mary Curry herself found uranium. (p.86) 

  
 
 
 
 
 
 
 
 

           Pizza Tower & Colosseum (Lesson 4 Cover, p. 100) 

  

 
 

 

 

 

 

 

 

            Eifel Tower (Lesson 4 Cover, p. 100) 
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Pyramids (Lesson 4 Cover, p. 100) 

 Italy, Spain, France, Egypt, Brazil (p. 100, 106) 

 Some countries attract a lot of tourists every year. Egypt is one of the oldest 

countries of Africa. It is famous for its wonderful pyramids. France, Italy 

and Spain are three beautiful European countries. They attract many tourists 

from other parts of the world. Brazil, Peru and Chile are in South America. 

They are famous for their ancient history and amazing nature. (p.105, 106) 

 Beirut, Italy, Pakistan, Asia, Europe (p.111) 

 Is the Taj Mahal in India or China? (p.113) 
 

Discussion and Conclusion 

We observe a number of studies referring the inclusion of ideological components in textbooks, 

curriculum, and classroom settings (Al Jumiah, 2016; Britton et al., 1993; Cantoni et al., 2017; 

Curdt‑Christiansen & Weninger, 2015; Dant, 2013; Gann, 1995; Gilbert Jr, 2003; Guerrettaz 

& Johnston, 2013; Liu, 2020; Pinto, 2007; Setyono & Widodo, 2019; Stará, Chvál, & Starý, 

2017; Tajeddin & Teimournezhad, 2015; Wen-Cheng, Chien-Hung, & Chung-Chieh, 2011; 

Weninger, 2021; Zhili, 1999). However, a detailed study referring the involvement of 

ideological constituents in locally written Iranian EFL textbooks seems not to be conducted 

much in the related literature. Hence, the present study has focused on discovering the covered 

ideological compounds in an Iranian EFL textbook. The picture drawn by the study has put 

forward that Persian nationalism and religion based constituents were considerably involved in 

the analyzed textbook, while the stated nationalist ingredients highly outnumbered the religion 

based constituents. In the analysis, the components other than Persian nationalistic compounds 

(56.79%) were called as non-ideological constituents (43.24%) and they were highlighted in 

the findings as well. In brief, while two dominant ideologies— nationalism and religion were 

detected in the Iranian EFL text book, nationalism was extremely observed in the analysis.  
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