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Chapter one: Introduction

1.1. Background and Purpose  

Reading is a crucial and multi-faceted skill that serves a wide range of purposes for readers 

(Grabe, 1991). It can be considered a significant skill without which true comprehension 

cannot take place, and learners have to master reading to get information existing in the 

text (Alfaki, 2014). The importance of reading becomes more apparent in EFL contexts 

where there are low contacts with native speakers of English, and non-native speakers 

cannot receive input orally but just in reading. It is among those skills studied critically by 

educationalists and scholars. For a number of decades, a large body of research has been 

devoted to understanding the variety of elements and techniques to optimize learning and 

teaching outcomes, especially regarding this important skill. The cornerstone of reading is 

comprehension, which demands strategic and autonomous readers to tackle the problems 

encountered in texts. Without doubt, there is more than one way to true comprehension, 

and this entails a lot of training for readers. The findings of the research on reading 

comprehension can help educationalists to design instructional materials which include 

instructional reading techniques like scaffolding, blended learning, and jigsaw to improve 

reading-related traits. 



Research has revealed that explicit teaching of reading instructions improves 

learners' reading ability in all language settings, including EFL settings (Bansal, 2014; 

 Mahmoodi, 

Adhami, & Rasouli ; Szymanska & Kaczmarek, 2011). Bansal 

(2014) avows that through blended learning, L2 learners are provided with most efficient 

and effective instruction by combining delivery modalities so that they can shoulder the 

responsibility for discovering, constructing, practicing and validating the acquired 

knowledge in social collaboration with peer group and teachers. Concurrent with this 

emphasis on the teaching of reading instructions, strategic reading is becoming widespread 

in FL classrooms.  

             Reading instructions have undergone tremendous changes since the last decades 

mainly from teacher-centered methods toward learner-centered techniques; these changes 

have had crucial impacts upon the complex process of second and foreign language 

learning.  Apart from cognitive knowledge, which is quite vital for the task demands, there 

are some affective and social variables like attitude, motivation, autonomy, anxiety, self-

esteem, self-regulation that may influence the reading task (Bernacki, Byrnes & Cromley, 

2012; holami  Parker, 2015 ;  Zarei, 

Zarei & Elekaei, 2012). 

According to Oxford (1992), there is a need for  ESL/EFL teachers to recognize the 

important learning-related differences in language learners if optimal instruction is to be 

achieved; differences like anxiety, self-esteem and cooperation. Employing such 

techniques helps learners to overcome language barriers much more easily. The 



incorporation of cooperative learning techniques is of vital importance because learners 

would respond to this style of teaching quite positively in terms of cognitive and social 

development. 

In cooperative group activities in contrast with whole class discussions, students 

can have better opportunities to express their ideas, questions, conclusions and 

associations verbally. In fact, when they talk, explain, and argue with their group 

members, rather than being just passive in listening to a lecture or reading a text, they can 

experience a higher level of understanding of concepts and ideas (Willis, 2007). She 

maintains that through cooperative activities "students and not the teacher are responsible 

for accomplishing their tasks in the way they think best with accountability to each other 

and to the teacher's standards"(p.9). Moreillon (2007) believes that "Scaffolds can help the 

learners reach a level of achievement that he may not be able to reach without them” 

(pp.158-159).

In addition, in light of the technological developments and extensive connections 

among learners, and due to the introduction of modern digital devices into classrooms, 

computer-assisted language learning (CALL) and computer-mediated communication has 

exerted significant effects on language learning and teaching. It has facilitated learning by 

integrating the traditional task-based instruction with some useful applications which allow 

students to go beyond simple written interactions and get access to different modes of 

meaning (Hauck &Youngs, 2008).  



Consequently, it is of paramount importance to develop a curriculum which 

includes the above-noted techniques to teach readers explicitly how to read autonomously 

and to measure validly their true comprehension of the written text. For this reason, the 

present study is an attempt to bring into light the dark angles of different factors like 

instructional techniques of reading comprehension and reading-related traits in computer-

assisted and conventional contexts. 

1.2. Statement of the Problem  

Reading is regarded as an important skill especially in EFL contexts in which input is 

poor and there is not enough oral contact between L2 learners and native speakers. In such 

contexts, the main purpose of education, and an essential source of input is reading. 

Therefore, any factor which has an impact on reading is also considered to have the same 

significance as the reading skill and consequently any study on reading, reading 

components and factors affecting reading will be of great importance. 

Instructional techniques like jigsaw, scaffolding and blended learning are among 

the most widely studied concepts in EFL and ESL situations nowadays. As mentioned 

before, different studies have been previously conducted on different emotional factors and 

variables like attitude and motivation, autonomy, anxiety, self-esteem, self-regulation and 

critical thinking (Benson, 2001 , 2008; Schunk & 

Spratt, Hympher & Chan, 2002; Thanasoulas, 2000;  Zarei & 

Elekaie, 2012 and so on). 



Also related to the aim of the present study, instructional techniques like blended 

learning (Bansal, 2014), scaffolding (Moreillon , 2007), and jigsaw (Moskowitz, Malvin , 

Shaeffer & Schaps, 1985) have been explored separately. However, to the best knowledge 

of the present researchers, few studies, if any, have compared learner variables in different 

instructional conditions. The significance of the present study lies in the fact that it 

investigates multiple learner variables in a single study to see the effect of instructional 

techniques on reading-related traits in different contexts like computer-assisted and 

conventional contexts.

 On the other hand, the findings of this study can help teaching experts to make 

more informed decisions about how to teach and how to predict language learning success 

and how to eradicate learning difficulties. Furthermore, syllabus designers will gain insight 

into the development of materials in such a way to encourage teachers to utilize the most 

applicable teaching methods in tune with learning demands. This prompted us for the 

present study, which strives to work on the effects of instructional techniques on reading-

related traits. 

 The main objective of teaching English in educational settings in our country is 

believed to be improving reading comprehension ability of Iranian students; however, a 

large number of EFL teachers lack a deep appreciation of how to maximize readers' 

understanding of the written texts and how to include such techniques as blended learning 

and scaffolding in their teaching syllabus. Gaining such knowledge is far-fetched unless 

some valid instructional techniques are highlighted and used effectively. 



Finally, it is worth mentioning that in the modern world, the shift is from teacher-

centered toward learner-centered education, and this highlights the role of learners more 

than the teachers' role. As it is clear, a learner is a multi-dimensional creature and different 

aspects like personal, cognitive and emotional factors such as anxiety and motivation are 

integrated with the learner and can affect the way he/she learns a skill like reading. 

Therefore, the present study focuses on the factors mentioned above.  

1.3. Research Questions  

The purpose of the present study was to answer the following research questions:  

RQ1: Are there any significant differences among the effects of jigsaw and scaffolding in 

a conventional context and blended learning on EFL learners' reading anxiety? 

RQ2: Are there any significant differences among the effects of jigsaw and scaffolding in 

a computer-assisted context and blended learning on EFL learners' reading anxiety? 

RQ3: Are there any significant differences among the effects of jigsaw and scaffolding in 

a conventional context and blended learning on EFL learners' attitude?

RQ4: Are there any significant differences among the effects of jigsaw and scaffolding in 

a computer-assisted context and blended learning on EFL learners' attitude?  

RQ5: Are there any significant differences among the effects of jigsaw and scaffolding in 

a conventional context and blended learning on EFL learners' motivation?  



RQ6: Are there any significant differences among the effects of jigsaw and scaffolding in 

a computer-assisted context and blended learning on EFL learners' motivation? 

RQ7: Are there any significant differences among the effects of jigsaw and scaffolding in 

a conventional context and blended learning on EFL learners' autonomy?  

RQ8: Are there any significant differences among the effects of jigsaw and scaffolding in 

a computer-assisted context and blended learning on EFL learners' autonomy?

RQ9: Are there any significant differences among the effects of jigsaw and scaffolding in 

a conventional context and blended learning on EFL learners' self-esteem?   

RQ10: Are there any significant differences among the effects of jigsaw and scaffolding in 

a computer-assisted context and blended learning on EFL learners' self-esteem? 

RQ11: Are there any significant differences among the effects of jigsaw and scaffolding in 

a conventional context and blended learning on EFL learners' self-regulation?   

RQ12: Are there any significant differences among the effects of jigsaw and scaffolding in 

a computer-assisted context and blended learning on EFL learners' self-regulation?  

RQ13: Are there any significant differences among the effects of jigsaw and scaffolding in 

a conventional context and blended learning on EFL learners' critical thinking?   

RQ14: Are there any significant differences among the effects of jigsaw and scaffolding in 

a computer-assisted context and blended learning on EFL learners' critical thinking?   



1.4. Research Hypotheses  

Based on the above research questions, the following null hypotheses were formulated: 

H1: There are no significant differences among the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' reading anxiety.

H2: There are no significant differences among the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' reading anxiety. 

H3: There are no significant differences among the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' attitude. 

H4: There are no significant differences among the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' attitude.

H5: There are no significant differences among the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' motivation.  

H6: There are no significant differences among the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' motivation.   

H7: There are no significant differences among the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' autonomy. 

H8: There are no significant differences among the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' autonomy. 



H9: There are no significant differences among the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners'      self-esteem. 

H10: There are no significant differences among the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' self-esteem.  

H11: There are no significant differences among the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners'      self-regulation.      

H12: There are no significant differences among the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' self-regulation.  

H13: There are no significant differences among the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' critical thinking.       

H14: There are no significant differences among the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' critical thinking. 

Below, a list of the key terms along with their definitions are provided in alphabetic order. 

Anxiety: This is "a state of apprehension and a vague fear "(Scovel, 1978, p.134) which 

can cause low motivation and worse performance. Horwitz, Horwitz, and Cope (1986) 

conceive of anxiety as "the subjective feeling of tension, apprehension, nervousness, and 

worry associated with an arousal of the autonomic nervous system" (p.125). They also 



define foreign language anxiety as a “distinct complex of self-perceptions, beliefs, 

feelings, and behaviors related to classroom language learning arising from the uniqueness 

of the language learning process” (p.128).  

 Attitude: Allport (1954), who is one of the pioneers of the role of attitude in 

human behavior describes attitude as the building block of the social psychology. 

According to Ajzen and Fishbein (1980), everyone's "attitude represents his evaluation of 

the entity in question" (p.889).  

 Autonomy: "It is the learner’s willingness and capacity to control or oversee her 

own learning" (Thanasoulas, 2000, p. 117). " The concept of learner autonomy is often 

applied to the process and content of language learning but not specifically to its intended 

outcome, the development of proficiency in a second or foreign language"(Little, 2007, 

p.14). 

   

 Blended Learning: According to Bansal (2014)," blended learning combines 

online with face-to-face learning.  It describes a solution that combines several different 

delivery methods such as collaboration, software, web-based courses, and knowledge 

management practices "(p.1). Different scholars have defined hybrid learning in different 

ways. Singh and Reed (2001) define blended learning as an instructional program which 

makes use of more than one delivery mode so as to optimize the learning outcome and cost 

of program presenting. Kim (2007) defines it as "combining the traditional instructor-led 

classroom learning and technology-based e-learning "(p.1). According to Horn and Staker 

(2011), blended learning is "a formal education program in which a student learns at least 



in part through online delivery of content and instruction with some element of student 

control over time, place, path, and/or pace and at least in part at a supervised brick-and-

mortar location away from home" (p.3). 

Computer-assisted Collaborative Learning: It is the use of computer programs 

to facilitate the learning task. It can also be referred to as Computer- Based Instruction 

(CBI), Computer Aided Learning (CAL), or Computer Aided Instruction (CAI).Schittek, 

Matteos and Attstrom (2001) define CALL as the "learning procedures and environments 

facilitated through computers. However, the keyword for understanding CALL is 

interaction. Computers can facilitate interaction during the learning process on multiple 

levels "(p.93).  

Critical thinking: Critical thinking is a mental strategy which involves a 

"purposeful, self- regulatory judgment" (Facione, 1990, p. 3). According to Gokhale 

(1995), critical thinking refers to "items that involve analysis, synthesis, and evaluation of 

the concepts"(p.23). Moreover, critical thinking can be understood as "the art of analyzing 

and evaluating thinking with a view to improving it "(Paul & Elder, 2001, p.4). 

Jigsaw: It is a cooperative learning strategy. Moskowitz, Malvin , Shaeffer and  

Schaps  (1985) define jigsaw as "a technique which creates cooperation by structuring 

student interdependence through the learning task, rather than through the grading system" 

(p.104). For Littlewood (2009), jigsaw is one of the most common techniques in 

collaborative learning.  Sahin (2010) maintains that jigsaw is a method which is 



implemented on the basis of "group dynamics and social interactions "and it triggers 

students active participation in learning process (p.778).  

Motivation: According to Ryan and Deci (2000), motivation has to do with 

"energy, direction, persistence and equifinality which are different aspects of activation 

and intention"(p.69). Within the educational framework, motivation is defined as the 

reasons for which students involve themselves in various school activities. It also refers to 

"the reasons underlying behavior" (Guay et al., 2010,     p.712).  

Scaffolding: Wood, Bruner and Ross (1976) describe scaffolding as a process of 

providing learners with a tool to solve a problem, and perform a task or reach a goal, 

which is otherwise impossible to achieve. In the elementary steps, adults can control those 

aspects of the tasks which are hard for the learners so as to enable them to focus on and 

complete those elements of tasks which are within the realm of their capacity  The concept 

of scaffolding has also been defined as short-term and adaptive support given to children 

or learners to master a task or concept that the student is initially unable to grasp 

independently (Smit, Eerde & Bakker, 2013). 

  

 Self-esteem: Self-esteem refers to "how much value people place on themselves 

and it is the evaluative component of self-knowledge" (Baumeister, Campbell, Krueger & 

Vohs, 2003, p.2). According to Neff (2011), "self-esteem is an evaluation of our 

worthiness as individuals, a judgment that we are good, valuable people" (p.1). 



 Self-regulation: Zimmerman (1989) refers to self-generated as" thoughts, feelings, 

and actions that are planned and cyclically adapted to attain personal goals .This definition 

assumes the importance of three elements: students' self-regulated learning strategies, self-

efficacy perceptions of performance skill, and commitment to academic goals"(p.329). 

According to Kanfer and Kanfer (1991), SR refers to "the interpersonal processes by 

which an individual exercises control over the direction, persistence, and intensity of 

thinking, affect, and behavior for the purpose of goal attainment"(p. 291).  

  For the purpose of the present study, all the above-mentioned learner 

variables were operationally defined and measured as the participants' performance on 

already established questionnaires. 

Reading is a critical learning skill which is not just confined to decoding and 

comprehension.  Rather it involves interpretation and development of new knowledge. 

Grabe and Stoller (2002) state that “reading is the ability to draw meaning from printed 

page and interpret this information appropriately" (p. 9).

 This means that comprehending and interpreting the information of the text are 

important. It also implies that students need to learn a considerable amount of 

information from the text. But this learning can happen easily if it is integrated with useful 

techniques in appropriate contexts without anxiety. As it is axiomatic, reading has a 



special place among the learning skills. Accordingly, any study conducted in the area of 

reading and instructional reading techniques is of considerable importance.  

Furthermore, although in the area of reading, various studies have been carried out 

and different aspects of affective and social factors have been previously investigated, 

there is a gap of research as to their relationship and the effects of cooperative techniques 

on reading-related traits in computer-assisted and conventional contexts together in a 

single study. Any study that can bridge this gap is of primary importance. Gaining such 

knowledge on the relationships among these factors will enable us to take important 

steps to help learners how to deal with the reading task and how to read more effectively. 

So much is in danger when language instructors focus solely or excessively on one 

specific factor and ignore the interwoven effects of these factors on L2 learners.

  

 Knowledge of language learning strategies is of prime importance to the learning 

process in countries like Iran in which learners are not well trained on reading skills and 

strategies needed to cope with some complicated texts in their educational life. Due to 

teaching English through the Grammar-Translation Method in this country, and in the 

absence of cognitive principles, students cannot develop some necessary skills and 

strategies needed to read autonomously, effectively, without anxiety and negative 

attitudes. Indeed, the major query is what type of instruction can successfully promote the 

above reading-related traits in the learners. 



This book includes five chapters. The present chapter, Chapter One, as a brief introduction 

to this study includes the theoretical backgrounds of the problem being tackled, the 

rationale of the study, research questions, and hypotheses. In order to help readers to better 

understand the concepts throughout the chapters, the key terms are also defined.

In Chapter Two, a thorough and elaborated review of the related literature is 

presented that covers issues in reading comprehension, learner-related traits, computer-

assisted context and the empirical studies carried out on the topic.   

Chapter Three provides a detailed account of the employed methodology 

describing the design of the study, the participants, the procedures, and the instruments 

used for quantitative data collection and also a detailed account of the procedures used in 

data gathering and coding for data analysis. 

Chapter Four, the results and discussion of the study, includes the results of 

quantitative data analysis. It also critically compares the findings of this study with the 

previous studies on reading comprehension, learner-related traits, computer assisted 

contexts and scaffolding. It proceeds with a detailed discussion about the finding of the 

study. 

The conclusion to the research report, including an account of the limitations of the 

study, is presented in the final chapter of this study. It covers the summary of the findings 

and conclusion, implications of the study in the field of reading comprehension and the 

other variables of the study for EFL practitioners and Iranian EFL teachers and 

suggestions for the further research. 





Chapter Two: Review of Literature 

An overview of the study was given in chapter one. Other related issues like statement of 

the problem, significance of study, research questions and hypotheses, definition of the 

key terms were also elaborated on. In this chapter, through presenting the empirical and 

theoretical background, we try to provide a snapshot of the research concerning the 

significant role of instructional strategies or collaborative learning techniques to enhance 

reading-related traits.

Perhaps one of the most preponderant skills which have posed a vast array of challenges to 

scholars and educators in the field of language teaching is reading. In addition, our 

understanding of reading, both in terms of theory and practice, has undergone a 

tremendous metamorphosis since the past fifty years (Grabe, 1991).  It is an indispensable 

learning tool through which an ocean of information can be accumulated. 

 Keshavarz and Mohammadi (2009) describe reading as a process comprising an 

intricate web of variables that is even more complex in a foreign language. Though it has 

been studied for decades by many cognitive disciplines, there is controversy over which 



reading model can sufficiently describe and explain the process of readers' comprehension, 

how they turn into creative readers to accomplish the complete task of reading real-world 

texts (Moorman & Ram, 1994).  One major quest is to determine which of them really 

works best to take into consideration in educational settings. The findings of such 

attempts, then, can have profound implications for teaching and lead to a better 

understanding of the models of reading comprehension. In this chapter, we will talk about 

the theoretical issues concerning the concept of reading, significance of reading, theories 

of EFL reading, its components and techniques, and reading-related traits. Finally, the 

related empirical studies will be presented.  

2.3. Theoretical background 

2.3.1. The Concept of Reading 

Scholars have placed varying degrees of emphasis on this skill. Some authors have studied 

this concept from descriptive viewpoints while others have evaluated it from contrastive 

perspectives. Reading is not an inborn ability, and human beings invented it just a few 

thousand years ago. It was through this invention that we reshaped the very organization of 

our brain, which in turn developed the ways we were able to think, and changed the 

intellectual evolution of our species (Wolf, 1993).  Reading comprehension was 

traditionally believed to be a readers' complete understanding or full grasp of meaning in a 

Instead, he prefers to define reading comprehension   as "an active, dynamic, and growing 

process of searching for interrelationships in a text "(p.19). To him, ''Comprehension better 



refers to readers' understanding of propositions (the basic units of meaning in the text), 

which includes words, phrases, sentences, and paragraphs'' (p. 19). Hudson (1991) 

describes reading as" a simultaneous application of elements such as context and purpose 

along with knowledge of grammar, content, vocabulary, discourse conventions, graphemic 

knowledge, and meta-cognitive awareness in appropriate meaning"( p. 83). Veeravagu, 

Muthusamy, Marimuthu and Michael (2010) consider reading as a mental activity for 

readers to select  facts, information or ideas from printed materials; to determine the 

meanings the author intended to convey; to decide the relationship between the new ideas 

and the past knowledge and finally to judge their appropriateness and value for satisfying 

the readers’ individual needs and objectives. 

 The main objective of any reading task is comprehension, which demands strategic 

and autonomous readers to be deeply engaged with the text and be equipped with an array 

of skills going beyond simple recognition of words so as to tackle the problems 

encountered in the texts. Without doubt, there is more than one way to true comprehension 

and different readers handle the reading task in different ways. Grabe (2009) states that 

readers often change the cognitive process and knowledge resources they use which appear 

in different combinations and emphases. He argues that: 

 Reading is centrally a comprehending process. We read to understand what the 

writer intended to convey in writing, though we also do more. One reason to point 

out that reading related to this fundamental goal. (pp. 14–15)  

  



 Readers at different levels strive to understand what they are reading. Regardless of 

their purpose, it is usually getting access to meaning which they aim at. Reading is not 

solely a question of looking at some printed words and getting meaning from what is on 

the page. Rather, it requires supplying a good deal of meaning to the words, lines and 

pages to understand what is read. According to Weaver (2009), reading consists of 

processes which allow communication between the reader and reading materials. 

Goodman (1967) calls reading "a psycholinguistic guessing game" (p.1), which involves 

interaction between thought and language. Smith (2004) regards comprehension as a state 

rather than a series of skills or a process. He sees comprehension as relating aspects of our 

environment for which we do not need to know a lot in advance. We just naturally relate 

something new to what we already know. So, he thinks of comprehension and learning as 

the same thing. Moreover, Uso-Juan (2006) asserts that: "Once considered as a mere 

decoding process, reading is now seen as an interactive, constructive and contextualized 

process through which individuals make meaning "(p.271).  

 Reading is a skill the majority of people take for granted. Block (1992) 

acknowledges that "reading is such a hidden process that it often goes unnoticed in the 

language classroom" (p. 319)

researchers like Graesser (2007), reading is a great accomplishment which entails 

mastering a number of levels and components. He asserts that comprehension is not 

always effortless and rapid. When elementary readers have difficulty over understanding 

single words, reading comes to a near halt. In the same way, such a breakdown is seen 



when adult readers struggle 

cognitive strategies come in. 

 As Best, McNamara, Ozuru and O’Reilly (2007) point out, there are many 

stumbling blocks a reader may come across while trying to comprehend  a text, and studies 

of reading comprehension have suggested techniques to help poor readers overcome these 

problems. They propose a "four-pronged comprehension strategy framework that consists 

of Monitoring Comprehension and Reading Strategies in the center of the framework and 

four categories of strategies that comprise the prongs of the framework, including: (a) 

Preparing to Read; (b) Interpreting Words, Sentences and Ideas in Text; (c) Going Beyond 

the Text; and (d) Organizing, Restructuring, and Synthesizing Information in the Text" 

(p.465). The use of these reading strategies is an integral part of normal comprehension. To 

McNamara, et al. (2007), new computer-based tutoring technologies can help the students 

to be better engaged in reading strategies in the classroom and offer further solutions to 

teachers' challenges during the teaching process. 

2.3.2. Significance of Reading 

Reading is a significant skill in ELT contexts.  It is a multi-dimensional skill which has a 

wide range of use for readers (Grabe, 1991). It helps individuals learn from human 

knowledge and experience and it is a channel to the past. It is a means of mental 

development and is said to be effective for the eyes muscles (Sanacore, 2002). Reading 

facilitates learning language skills, enhances organizational abilities and is a way of 



overcoming hopelessness. It is through reading that people are able to substitute old ideas 

with new ones. 

2.3.3. Models of second/foreign language reading processing 

2.3.3.1. Bottom-up vs. top-down model 

As far as the reading theories are concerned, there have been three models since the 1970s: 

bottom-up, top-down and interactive models. The proponents of the bottom-up view 

maintain that meaning exists in the text itself and is determined by text-based fac

the second group, inside-the-head factors determine meaning. According to Keshavarz and 

Mohammadi (2009), the bottom-up model can be described as a linear model in the 

reading process in which learners start with letters in the decoding process and use their 

linguistic ability, elements like words and sentences to construct meaning and decipher 

new words and phrases they come across. So, teaching students the forms they need to 

know is emphasized so that they can comprehend text. Hinkel (2006) highlights the 

important role of bottom-up processing in reading instruction. He mentions three 

significant stages which happen during this kind of processing as follows:

 1) Gathering the visual information from the words and letters which represent a 

cognitively complex task.  

 2) Identifying the meanings of words. 

 3) Processing the structure and the meaning of larger syntactic units like phrases or 

sentences.                                                                    



 On the other hand, there is another prevalent view known as Schema theory. Al-

Issa (2006) defines it as" a theory of how knowledge is acquired, processed and retrieved" 

(p.41). Cognitive scientists use this term to describe the processing, organizing and storing 

of information in the heads of people. Schemas or schemata are known as cognitive  

constructs which make organizing the information possible in the long-term memory 

(Widdowson, 1983).They are major ingredients of  cognition through which the complex 

networks of information which are available to people to make sense of stimuli, events and 

situations are represented (Rumelhart, 1982).The advocates of the second approach(top-

down), pioneered by (Goodman, 1967), viewed reading as a linguistic activity as well as a 

psycholinguistic process in which readers used graphophonic, syntactic and semantic 

systems to reconstruct meaning from written language. They stress the idea that reading 

comprehension is founded mainly on the students' knowledge base and that meaning is the 

result of readers' interaction with the text  In 

order to check their comprehension, leaners point to their background knowledge to make 

sound predictions about probable themes.  

             According to Brown and Yule (1983), top-down processing enjoys some kind of 

predictive force which enables readers to predict what the intended message is. The top-

down data processing, which is also called conceptually-driven processing (Goodman, 

1975), highlights the activation of the learners' schemata and its use during the process of 

reading the text. The underlying principle of schema theory is that a text does not by itself 

carry meaning. It is ambiguous and only provides a base for learners to build meaning 

from their own pre-acquired repertoire of knowledge (Carrell & Eisterhold, 1983). They 



also add that "top-down processing occurs as the system makes general predictions based 

on higher level, general schemata and then searches the input for information to fit into 

these partially satisfied, higher order schemata" (p. 557).Along the same line, Al-Issa 

(2006) describes reading as" a multileveled and interactive process in which readers 

construct a meaningful representation of text using their schemata" (p.41). 

 A top-down reading model, in contrast with a bottom-up model, views a reader as 

someone who carries with him some expectations and goals about the textual information; 

then, as he moves forward, he verifies or rejects these expectations ( Grabe &stoller, 

2002). Nassaji (2003) refers to the influence that the psycholinguistic model had exercised 

on L2 reading research. He maintains that in contrast with the prevalent traditional model, 

in the psycholinguistic model, more emphasis is placed on higher-level contextual 

background knowledge sources. In the traditional model, the main role was contributed to 

lower-level textual elements and visual word recognition processes, and there was little 

room for higher-level comprehension processes during the reading task. 

 In a nutshell, it is incumbent upon teachers to train learners for the development of 

the higher order reading skills like improving their guessing and predicting abilities, 

guessing meanings of words from the text, guessing topics of text through referring to 

titles, skimming, scanning, and critical reading. 

2.3.3.2. Interactive models of reading comprehension  

After the criticisms which were leveled against bottom-up and top-down models, 

interactive models pioneered by Rumelhart (1982) were developed. Recent research on 



teaching reading has revealed that the 'Interactive model ' of reading ,which is the result of 

merging top-down and bottom-up processing, is a rudimentary element in successful 

teaching methodology (Brown, 2001). It is based on the premise that what learners do with 

a piece of reading text is amalgamating both models of processing before eventually 

making an interpretation of a text so as to achieve maximum level of comprehension. It 

entails that readers be fast enough to distinguish the letters in interactive models in the 

same way that they do in top-down models while skimming the text for the main idea 

(Stanovich, 1980).  Grabe (1991) highlights the interactivity of reading by saying that 

reading is an interactive process in that the reader makes use of two types of information: 

textual information and background knowledge. It is also interactive in the sense that 

reading is a skill in which a series of component skills are combined at the same time. 

These two perspectives are not at all contradictory; rather they are complementary and go 

well with each other. Whereas most cognitive psychologists put emphasis on the 

interaction-of-skills model, most of the second language theorists give priority to the 

interaction between reader and the text. Most of the interactive approaches have adopted a 

bottom-up view of reading requiring bottom-up processing of low-level linguistic elements 

Pulido (2007) mentions that interactive theories of

reading consider the first and second language reading as sophisticated cognitive processes 

in which the reader, with reference to background knowledge, interacts with the 

information in the text to build up and integrate meaning. He further reports that the 

processes involved in reading are not only interactive, but also compensatory. When there 

is a deficiency in one component of processing , other components of processing can have 



their own part in compensating for that deficient component (Stanovich, 1980) and the 

amount of compensation achievement has to do with previous knowledge and reading skill 

(Pulido, 2007). Perfetti (1985) contends that during the reading process, there exists a 

simultaneous cognitive processing involving pattern recognition, letter identification, 

lexical access, concept activation, syntactic analysis, propositional encoding, sentence 

comprehension, inter-sentence integration, activation of prior knowledge, and 

comprehension monitoring. 

 So it is safe to conclude this part with direct reference to what Hinkel (2006) 

believes in this regard: "In an age of globalization, pragmatic objectives of language 

learning place an increased value on integrated and dynamic multi skill instructional 

models with a focus on meaningful communication and the development of learners’ 

communicative competence" (p.113). 

2.3.3.3. Components of Reading

The investigation of how to teach reading and the attempts to find the most effective way 

of improving this prominent skill has been a matter of dispute and contention among many 

analysts, teacher educators and teachers for a number of decades. Meanwhile, various 

approaches to teaching reading have been proposed and critically assessed. After the 

establishment of the National Reading Panel (NRP), and in order to end the growing 

confusion among researchers and to have a clear policy on the requirements of an 

independent reading, the Panel published a report which vividly identified five major 



elements underlying the reading skill including " 1- phonemic awareness   2- phonics  3- 

fluency  4- vocabulary  5- comprehension" (Konza , 2014, p.154). These components are 

known as the "Fab Five". Since then, many academic journals, educational websites and 

the English speaking forums have acknowledged it as a reliable framework for reading 

instruction. 

 However, in another attempt Konza (2014) coins the term "Big Six" instead of the 

"Fab Five" as a new framework to redirect the teacher's attention to the five previously- 

proposed elements and outline the significance of a new element called 'Oral Language'. 

He maintains that to bridge the gap between the informal or oral language and the more 

elaborate language, children need to acquire some sort of knowledge through listening to 

stories and getting acquainted with the importance of the print.  

 To shed more light on the issue of reading components, Vellutino, Tunmer, 

Jaccard, and Chen (2007) provide a convergent skills model of reading development, 

which illustrates the relationships among the constructs defining reading subskills and the 

cognitive skills which lead to them. These parts are comprised of both dependent and 

independent constructs .In dependent or endogenous part, there are: 1) Reading 

Comprehension, 2) Context-Free Word Identification, and 3) Spoken Language 

Comprehension. In contrast, in exogenous side, there exist Phonological Coding ability 

and Visual Coding ability. They contend that these two abilities are considered among the 

most important of different cognitive abilities which end in the ability of learning to read. 

They also add that Spelling and Phonological Decoding are two more parts which lie 

between the basic cognitive abilities and the three main elements of reading ability 



mentioned above.  

2.4. Collaboration-oriented Learning 

Man is a sociable creature and to satisfy this natural tendency, collaborative learning 

techniques seem to be an appropriate answer. This belief, originating from the 1970s, has 

gained substantial development till the present time. During the past forty to fifty years, 

since the demise of teacher-centered approaches and the shift to teacher-learner 

orientation, there has been a great emphasis on collaborative learning.  

 To many people, the terms cooperative and collaborative learning refer to the same 

thing, whereas many others consider them as different things. Some researchers claim that 

cooperative learning takes place in small groups; however, some scholars note that 

collaborative learning can be seen in both small and large groups (Tinzmann et al., 1990). 

In the present study, these two terms are used interchangeably. Dillenbourg (1999) defines 

the term collaborative as "a situation in which two or more people learn or attempt to learn 

something together"(p.1). According to Johnson and Johnson (1999), it can be observed in 

situations in which students try together to achieve shared learning goals. 

 2.4.1 Advantages of Collaborative Learning 

Any desirable language reading program must include training and practice in the task-

specific strategies, self-regulation training and awareness training (Carrell, 1989). In many 

ways, cooperative learning is beneficial for second language learners. The language 

classrooms can be provided with a special version of input that is comprehensible and 



accurate enough to promote communicative classroom talk in an environment full of 

support, motivation and feedback (Krashen, 1988).  It can stimulate academic and social 

competencies as well as encouraging students to work together to reach common goals. 

Cooperative learning can also purify students' attitudes toward themselves, their 

classmates, and their schools and promote their academic performance (Gunderson & 

Johnson, 1980). As a matter of fact, every student's success is closely linked to those of 

others, and the outcome of any project is the result of their common effort. The crucial role 

of cooperation in contrast with strong competition is stated by Oxford (1992), who asserts 

that cooperation can foster greater motivation, higher levels of self-satisfaction and self-

esteem. It is a way to upgrade confidence and build up respect to others.   

 Many critics, like Hirst and Slavik (1989), avow that there is more to cooperation 

than just putting students in groups. They define a cooperative group as a collection of 

students who are seated together having the same purpose for the completion of any given 

task. Reviewing the growing body of research on the nature of reading task dealing with 

the characteristics of good readers, one becomes zealous to know whether or not students 

can be instructed in such a way that they are deeply involved in productive behaviors so as 

to enhance the quality of their reading comprehension and turn into truly solid 

comprehenders. In order to know whether learners have fully grasped what they have read, 

teachers and researchers need to rely on learners' reconstructions of meaning on 

comprehension assessment tasks (Wolf, 1993).  

 A large amount of work on the process of reading comprehension has been 

allocated to the studies which corroborate the fact that teachers can play a constructive role 



in helping students to learn some explicit strategies and processes used by good readers, 

which in turn results in improving the overall comprehension of texts (Duke & Pearson, 

2002). They propose an approach called "Balanced Comprehension Instruction"(p.207) 

which comprises some vivid comprehension strategies and a lot of time and opportunity 

provided for language learners. The proponents of this approach emphasize creating a 

supportive classroom context and a model of comprehension instruction which includes 

the following five components:  

 "1. An explicit description of the strategy and when and how it should be used.

 2. Teacher and/or student modeling of the strategy in action.  

 3. Collaborative use of the strategy in action.  

 4. Guided practice using the strategy with gradual release of responsibility.  

 5. Independent use of the strategy" (pp.208-209) 

 During these stages, there is a smooth transition from a situation where teachers 

shoulder the whole responsibility for the implementation of a task to a situation in which 

students become independent in performing any given task. To have autonomous or 

independent learners who are willing to take responsibility for their own learning demands 

defining some goals, drawing up plans and working toward them. 

 But how can teachers develop such independence in language learning? And how 

can learners be independent decision makers? "Learners need to be able to improve their 

language proficiency alone since teachers are not always available to help them. Learners 

should come to this understanding that they can gain the special power to improve their 



own learning" (Po-Ying, 2007, p.226). Chamot (2005) believes that in ESL/EFL contexts, 

especially at beginning levels, students lack the necessary proficiency to understand 

teachers' explanations as to how and why to use these learning strategies to enhance 

language learning; meanwhile, she suggested using learners' mother tongue to teach these 

learning strategies. She further maintains that other researchers used a combination of 

native and target languages for strategy instruction and since metacognitive models offer a 

way of thinking to learners and teachers, they are of high instructional value in second and 

foreign language classrooms. Jones (2007) holds that in autonomous learning 

environments, students do not rely solely on their teachers. They are not encouraged just 

by their teachers' approval or praise and they do not wait for correction, advice or 

instruction only on the part of their instructors. Instead, they care about each other by 

looking at one another and try to interact with them. They value each other's help, and they 

cooperate. The focus is shifted to pairs, groups and whole class, and teacher acts as a 

facilitator to developing language skills. 

 Additionally, Moreillon (2007) recommends that if educators are supposed to 

strengthen their academic programs, sharing responsibility with all students can be of 

substantial help. To become lifelong readers, students need to be given effective tools or 

cooperative learning techniques to turn into strategic readers. Educators must ensure that 

learners have a variety of opportunities to develop and improve skills which are the key to 

reading effectively. Teachers should maximize readers' curiosity and help them distinguish 

the difference between school-based and community-based knowledge. Both teachers and 

students are urged to bear this caveat in mind that they should not forget the need to 



coordinate or orchestrate these comprehension strategies. Depending on the situation in 

which they are, students and teachers should merge the strategies in a way that they 

properly meet the purposes of that task. 

 As stated in the first chapter, although different aspects of affective and social 

factors like attitude and motivation (Zarei & Elekaie, 2012b, 2013), autonomy (Spratt et 

al.,  anxiety (Zarei , 2014), self-esteem 

and self-regulation (Schunk & Ertmer, 1999) and critical thinking (Gokhale, 1995) have 

been previously investigated and despite the presence of enough literature on blended 

learning (Bansal, 2014), scaffolding (Moreillon, 2007), and jigsaw (Moskowitz et al., 

1985) , there is no one research to assess their effects on reading-related traits in both 

computer-assisted and conventional contexts together in a single study. The aim of the 

present study is to shed some light on this issue. 

      

2.4.2. Computer-assisted Collaborative Learning 

With the advent of more technological innovations and the extensive connections among 

learners, and due to the introduction of modern digital devices into classrooms, computer-

assisted language learning (CALL), also known as Computer- Based Instruction (CBI), 

Computer Aided Learning (CAL), or Computer Aided Instruction (CAI), along with 

computer-mediated communication have exerted significant effects on language learning 

and teaching. CALL can be defined as utilizing a computer to make instructional content 

available (Seo & Bryant, 2009). It is the use of computer programs to facilitate the 

learning task by integrating the traditional task-based instruction with some useful 



applications which allow students to go beyond simple written interactions and get access 

to different modes of meaning (Hauck & Youngs, 2008). Using computer technology is an 

attempt which supports cooperative learning and helps students to feel a sense of 

belonging, develop autonomy, raise their curiosity and upgrade their competence. 

However, one should bear in mind that by computer-assisted language learning (CALL) 

one cannot just refer to the use of computer by an instructor or learner as a means of 

information processing and displaying. Rather, the term computer encompasses both 

hardware that includes the computer itself, the keyboard, etc. and software which refers to 

different instructions or programs utilized (Gunduz, 2005). Therefore, any activity which 

requires teachers or learners to be involved in such subjects is classified under this 

category. In addition,  there are a number of exercises which can be monitored by means 

of computers like checking of spelling, checking of translations, dictation tasks, sentence 

restructuring, cloze tests which are done by displaying the texts on the screen and 

presenting sound in the form of speech and music (Crystal,1987). 

 Recent research suggests that one good way to have independent learners is to 

establish cooperative learning skills through on-line or computer technology, which can 

serve as a vital pedagogical source in teaching-learning atmospheres. Working on mobile 

language learning, Chen, Hsieh, and Kinshuk (2008) explored the effects of short-term 

memory and content representation on mobile language learning. They believed that to 

enhance learning opportunities, mobile language can be implemented in effective ways. 

They found that learners with lower verbal but higher visual ability can learn content 

easier than a verbal form provided in which learning content is presented through written 



and pictorial annotation. Roseth, Akcaoglu and Zellner (2013) assert that computer-

mediated communication technologies can make it possible to have a virtual classroom 

space with both face-to-face and hybrid students working and learning together. They 

showed how teachers can mix technology, pedagogy, and content to support synchronous 

cooperative learning activities. They proposed the following: 1- Using Google hangouts 

for multiple, simultaneous, and synchronous small groups 2-Using Word Press 3-Using 

Google documents, Etherpads, and Piazza for written collaboration and 4-Using Google 

forms for peer and instructor feedback. 

2.4.3. Collaborative Learning Techniques 

Three instructional techniques such as scaffolding, blended learning and jigsaw which can 

be applied in educational settings are elaborated below: 

2.4.3.1 Scaffolding 

Launching the learning with adherence to scaffolding strategies is regarded as one of the 

remarkable and fertile ways which can lead to a product that is of far greater quality and 

value and a new experience that is much more rewarding for all involved. Because of the 

opportunities which can be provided for students to solve their learning problems through 

scaffolding, it is regarded as an important tool that highly contributes to the learning 

process (Zarandi & Rahbar, 2014). 

 The notion of scaffolding which has been widely extended to educational contexts, 

though in loose ways, originates from the sociocultural theory of Lev (Vygotsky, 1981). 



Based on his pioneering work, we can propose that young children can attain higher 

mental functions like thinking and reasoning if they interact socially with others at inter-

mental level He further adds that to get the most, these social changes must be within 

children's "Zone of Proximal Development", which is defined as the distance between their 

at-the-moment ability to do the tasks in contrast with what they can achieve with the 

assistance of their parents (Vygotsky, 1978). Scaffolding is a strategy that can bridge the 

gap between learners' actual developmental level and their potential cognitive capacity 

which is enhanced through adult or peer guidance. Wood et al. (1976) describe scaffolding 

as a process of providing learners with a tool to solve a problem, and perform a task or 

reach a goal which are otherwise impossible to achieve. In the elementary steps, adults can 

control those aspects of the tasks which are hard for the learners so as to enable them to 

focus on and complete those elements of tasks which are within the realm of their capacity. 

Walqui (2006) believes that:  

 In education, scaffolding can be thought of as three related       

 pedagogical ‘scales’. First, there is the meaning of providing a support  

 structure to enable certain activities and skills to develop. Second, there  

 is the actual carrying out of particular activities in class. And, third, there  

 is the assistance provided in moment- to-moment interaction (p.164

Hmelo-Silver, Duncan and Chinn (2007) emphasize the role of scaffolding in that 

it makes disciplinary thinking and strategies explicit. Scaffolding can also embed expert 

guidance and reduce cognitive load. They tried to find out what kinds of support and 

scaffolding are necessary for different learning goals. They maintained that learners need 



to learn some specific soft skills which are not measured on achievement tests but are 

really important for being independent learners. They further believed that we do not know 

which types of scaffolding learning environments are most effective for learning and high 

instructional guidance and for promoting the construction of knowledge which is called 

learning. As Moreillon (2007) asserts, "Scaffolds also help the learners reach a level of 

achievement that he may not be able to reach without them. A lesson plan format is a 

procedural scaffold. Outlines and graphic organizers are examples of instructional 

scaffolds" (pp. 158-159).

 Elsewhere, the concept of scaffolding is defined as short-term and adaptive support 

given to children or learners to enable them to master a task or concept that the student is 

initially unable to grasp independently (Smit et al., 2013).Through an analogy with ZDP, 

Smit, Eerde and Bakker (2013) justify that scaffolding can be conceptualized at the whole-

class level, they identify three useful and operationlizable characteristics of scaffolding: 1) 

Diagnosis 2) Responsiveness and 3) Handover to Independence. 

 Diagnosis is considered quite necessary to achieve independence and consequently 

for scaffolding. Responsiveness is a feature which lies in the core of scaffolding process; it 

is the emblem of its adaptive nature (Van de Pol, Volman & Beishuizen, 2009).The third 

key feature which is distinguished as handover to independence is the final goal of 

scaffolding process in which the teachers' support undergoes a gradual decline or fading. 

The nature of relationship between teachers and students is the main part of the process. 

How teachers interact with students and how students respond to their instructors are 

considered extremely important since in any teaching-learning session, it is not just the 



content of the lesson which is communicated in class; rather, moving toward training of 

qualified learners who are worth listening to is also important (Gibbons, 2002). 

 In her study on the effect of employing scaffolding on teaching reading 

comprehension, Poorahmadi (2009) came to the conclusion that providing learners with 

scaffolding strategies such as warm-up activities, skimming, scanning, first language 

translation, modeling a desired behavior, lexical/verbal scaffolding, and paraphrasing a 

complicated section or asking key questions and giving enough support to them can 

significantly accelerate their reading comprehension ability and turn learners into self-

sufficient students. She added that if the task which is going to be done by them is slightly 

higher than their existing knowledge, the effect of such a strategy will become stronger. 

 Last but not least, Karimi and Jalilvand (2014) examined the effectiveness of peer 

and teacher scaffolding on reading comprehension of intermediate EFL students in 

symmetrical and asymmetrical groups. They selected 150 intermediate university students 

as well as English learners of an institute for their study. They divided them into three 

groups including one control and two experimental groups after administering the reliable 

placement tests. The first experimental group was treated by applying peer and teacher 

scaffolding strategies whereas the second experimental group just received peer 

scaffolding strategies. They found that peer-teacher scaffolding has significantly more 

positive effects on EFL learners' reading comprehension ability compared to just peer 

scaffolding alone. 

 Pre-teaching vocabulary as a scaffolding strategy is a technique that is known as 

front- loading. Along with having the students to look up the definitions of some of the 



hard words in the texts before the reading task, the teachers who serve as guides introduce 

the words in contexts. They also give learners time to discuss the new words in small or 

whole groups so that they tackle the challenging texts and retain their interest. The 

students are not left all alone down the muddy path of reading comprehension- a path 

which is booby trapped by a number of hard vocabulary (Alber, 2011). 

 Tapping into learners' prior knowledge as another scaffolding strategy is done 

through asking students to share their ideas and experiences on the content of the passage. 

They are encouraged to relate this information with their own lives and offered sporadic 

hints so as to discover the connections and grasp the final message in the texts (Alber, 

2011).  

 What makes scaffolding a noticeable strategy is the priority which it gives to ways 

of treating students in the process of language learning. Learners are not viewed as people 

who lack information but as being capable of involving in the learning task and achieving 

the required objective.  

2.4.3.2 Blended Learning  

The origin of the concept of using computers in educational environments goes back to 

1960s during the dominance of Audiolingualism when language laboratories were used as 

important tools to help learners develop their listening and speaking skills. During this 

decade and based on the notion of 'computer-as-tutor approach', computers were used to 

help learners for drill-and-practice programs. Computers were similar to gadgets that were 

used without considering students' individual pace which in turn led to hindering their 



motivation (Gunduz, 2005). For decades, teacher-led training has been practiced as a basic 

process of education. Meanwhile in most developed and developing countries, electronic 

means, a new method of teaching known as E-learning, has begun to emerge in learning. 

Regarding the fact that e-learning has failed to deliver its promises of satisfying learners 

and reach the educational goals in some countries and since the Web cannot be used 

everywhere by a human instructor, E-learning has witnessed another drastic change in its 

pedagogical principles and computer-mediated-communication has reshaped and stepped 

into a world which is commonly referred to as hybrid or blended learning. Aborisade 

(2013) describes the time when blended learning came into existence as a period in which 

a blind was leading the blind and the first foray in the dark when educators had little 

familiarity or no experience of supporting learning through technology. All they had was 

just a beam of hope and little expectation.   

 How can instructors integrate traditional face-to face instruction with technology to 

come up with a hybrid format? How can they create an ideal virtual classroom 

atmosphere? This is where blended learning comes in. The blending of different 

technology mediated delivery in academic and non-academic environments with the 

traditional face-to-face instruction has convinced most educationalists that a new 

instructional phenomenon has emerged Rastegarpour, 2011). Bansal  (2014) contends that 

it is through blended learning that L2 learners are provided with most efficient and 

effective instruction by combining delivery modalities so that they can shoulder the 

responsibility for discovering, constructing, practicing and validating the acquired 

knowledge in social collaboration with peer group and teachers." As a result, the focus of 



the classroom shifts from a presentational format (i.e., lecturing and information 

dissemination) to one of active learning (i.e., discussion and debate") (Bansal, 2014, p.3). 

 In spite of various definitions put forward for blended learning, so far no consensus 

has been reached among scholars on one definition for it. Some of the many definitions of 

blended learning are provided below: 

 Singh and Reed (2001) define blended learning as an instructional program which 

makes use of more than one delivery mode so as to optimize the learning outcome and cost 

of program presenting. Valiathan (2002) describes blended learning as programs which 

include face-to-face, e-learning and self-paced learning. Procter (2003) points out that 

blended learning is an effective integration of various modes of delivery, teaching models 

and learning styles. In higher education, blended learning has been identified as: 

 " a combination of technology and classroom instruction in a flexible      

 approach to learning that recognizes the benefits of delivering some       

 training and assessment online but also uses other modes to make up a    

 complete training program which can improve learning outcomes and/or  

 save costs" (Banados, 2000, p.234). 

 According to the definition suggested by Allen, Seaman and Garrett (2007), 

blended learning is “a course that blends online and face-to-face delivery. Substantial 

proportion of the content is delivered online, typically uses online discussions, and 

typically has some face-to-face meetings” (p.5).  

 In another attempt to offer a precise definition of blended learning, Kim (2007) 

defines it as "combining the traditional instructor-led classroom learning and technology-



based e-learning "(p.1). He also proposed a methodology to make blended learning more 

efficient. He is of the opinion that because traditional classroom learning along with e-

learning are tied with some merits and demerits, it is advisable to combine the advantages 

of both of them and make a new model which is called blended learning.  He lists six 

learning types summarized as below: 

  "1. Formal, class-scheduled and course-scheduled, physical class learning 
   2. Formal, course-scheduled, no physical class, but face-to-face 
            Interaction - based learning 
  3. Formal, class-scheduled and course-scheduled, e-learning 
  4. Formal, course-scheduled e-learning 
  5. Informal, class-scheduled and course-scheduled, physical class learning 
  6. Informal, unscheduled e-learning"(pp.3-4) 

  

He asserts that when we merge two or more of all possible learning types, a precise 

definition of blended learning can be expected to develop. 

 In their original paper, Horn and Staker (2011) introduce a preliminary definition 

of blended learning which included feedback from the field. They point out that blended 

learning is "a formal education program in which a student learns at least in part through 

online delivery of content and instruction with some element of student control over time, 

place, path, and/or pace and at least in part at a supervised brick-and-mortar location away 

from home" (p.3). They believe that in all blended learning programs, one common feature 

exists. When a course is held partly online and partly through other means, what learners 

learn online informs their learning which is gained through face-to-face interactions and 

vice versa. In other words, through having control over their pace, learners would be able 

to transfer this control to the part which is blended.  



 Rosen and Stewart (2013) claim that blended learning is an educational model 

which is comprised of two major components: 1) tutorial or face-to-face component and 2) 

online learning component. These two are merged and the result is blended learning. They 

point out that the online component can be  either presented simultaneously which "occurs 

in real time where students and teachers are interacting and accessing the online content at 

the same time"(p.4) or can be accesses at any time students have time both during and 

outside of the face-to-face classroom within a scheduled timeframe. 

 There is a wide variance of blended learning practices which can happen in 

different organizational levels such as activity, course, program and institutional levels. At 

the activity and the course levels, instructors can have the role of prescribing the blend, but 

at the institutional and program levels, learners decide about the blend (Graham & 

Dziuban, 2008). Sharma and Barrett (2011) signified the importance of blended learning 

by identifying four approaches to using technology in and beyond the language 

classrooms. More specifically, they introduced the Interactive Whiteboards (IWB) to 

implement the following approaches:1) Using regular programs: Every day learners use a 

variety of soft wares like word processors and presentation models and other interactive 

programs to prepare their lessons and do their homework. Doing these programs by means 

of Interactive Whiteboards saves a great amount of time and provides learners and teachers 

with the advantages of interacting through those programs. 2) Using IWB software: To 

help learners during the learning process, there are collections of ready-made activities 

which can be easily activated and dragged into the screen. By feeding the target 

vocabulary or the phonetic symbols of a given lesson into IWB, there will be more focus 



on that lesson. Moreover, different types of games can also be displayed for further 

consolidations. 3) Using published materials: Because the course books constitute the core 

of many language classrooms, different types of them in various forms have been created 

in IWB versions. Images of the pages of the books can be zoomed and focused via 

standard features. There is easy access to audio and transcripts and the students can enter 

many programs and check their answers to different exercises by IWB. 4) Making 

adaptable personal materials: IWB technology can help teachers to be the manufacturers of 

new software including different materials and a variety of exercises. 

 'Clickers', as systems of Learner Response are devices which work in tune with 

IWBs. The teacher sends a clicker to each student and the learners can choose the options 

like A, B, C, D in order to answer that specific question. The results can then be displayed 

on the IWB.'Activotes' and 'Active expressions' are other devices in this field that can send 

the students' responses to the IWB wirelessly. This can enable the learners to answer in full 

sentences in addition to true/ false and other options. These voting systems can be 

employed in such exciting ways as getting informed of the students' ideas at the beginning 

of a debate lesson and supervising the learners' change of response during that session. 

Besides, they are of high value to check the comprehension of grammatical points like 

passive/ active dichotomy and distinguishing between the English tenses and to prepare 

fun quizzes before a language lesson (Sharma & Barrett, 2011). 

 Rosen and Stewart (2013) reiterate that teachers can help students to get 

comfortable with using online learning. They are of the opinion that despite the fact that 

many students have access to e-mail, word processors and social media, it is likely that 



some of them are not comfortable with them. Creating an environment for these groups of 

students to practice and get help is not hard and teachers can use some ways to facilitate 

this process. The following ways can be listed: 1) Encouraging the learners to use internet-

connected computers, tablets and smartphones during their learning activities, 2) Using 

web-accessible whiteboards in the classroom and 3) Using internet-accessible computer 

labs if the institutes afford them. It is necessary for students to know how to use web 

browsers, how to log on, how to find the parts of the learning system like assignments, 

how to read different online texts and how to enjoy instructional videos. Then practice 

needs to be done inside and outside the classroom. During this period, teachers can start 

each session by asking students whether they have faced any trouble in doing the 

assignments in order to provide them with relevant tips.  

 Rosen and Stewart (2013) further state that one new way of using online learning 

in classrooms is 'Flipped Learning', in which the whole course is uploaded on to the 

internet or social media. Students are required to review the online material, for example a 

reading comprehension text, before attending their regular class. They are asked to analyze 

the new words and ambiguous structures and focus on the main ideas of the texts. To make 

sure whether the learners have studied the passage, they should take some quizzes. In these 

programs," the software immediately compiles and grades students’ responses to 

assessments, and teachers can immediately get individual student and class reports on their 

learning progress"(p.35). Based on the students' performance in those tasks, teachers can 

distinguish between weak and strong learners. Later and during face-to-face classes, the 

trainers focus more on weak learners who need more help, and those who have mastered 



the objectives can be the leaders of their own groups to provide stronger feedback to the 

other peers.     

 There is ample evidence in the literature to support the positive impact of blended 

modes of delivery in the promotion of learners' performance during the learning process. 

Senn (2008) explored the differences of the students in their performance and perception 

of a course in hybrid and face-to-face environments. He also examined and described 

student-learning preferences and attitudes in the above formats and tried to determine the 

most appropriate delivery mode. He arranged five face-to-face classes, five online classes 

and two hybrid ones to complete the program. Learners in online and hybrid classes 

benefitted from both in-class instruction in addition to virtual classrooms which used 

video-conferencing, electronic discussion boards, and emails. The results of the survey 

showed that students in online and hybrid courses had lower achievement than those in 

face-to-face settings. The students in traditional sections also showed a higher sense of 

community compared with fully online sections and hybrid courses. Furthermore, with 

respect to being content with the learning process, the students in online and hybrid 

settings were more dissatisfied and discouraged at the time of the course evaluation and 

expressed this feeling by questioning the effectiveness of their instructors. The instructors 

in both online and hybrid groups found that they needed more time and effort than face-to-

face settings in order to provide instructional support. Supporting students by e-mail and 

discussion boards was more time-consuming compared with face-to-face groups who had 

direct access to these supports. The findings of this survey also indicated that the level of 

frustration in both students and instructors increased because of the extra amount of time 



which was necessary to be allocated to online devices. There was also no significant 

difference between pure online learning and hybrid learning. 

 In her study, Kern (2013) highlighted the effectiveness of blended learning and 

tried to examine its effect on improving the listening and speaking skills in some Turkish 

taxi drivers who were highly willing to communicate with tourists more effectively in a 

short time. She prepared a course in which she used Podcasts as her major instrument. She 

pointed out that there are two types of blends: first, blends of interaction which can be 

classified into face-to-face, online, and mobile components. Second, blends of tools which 

can be divided into the podcasts and the blogs. She prepared a course with facilities like 

whiteboard, a projector, and screen. Wireless internet access was provided while the 

students were personally equipped with cell phones and home internet. The content of the 

course was course books and videos with short conversations according to the dialogs that 

took place during a taxi ride. She added some more sentences to it. The duration of the 

course was two and a half months in which she employed a blended approach which was 

both flexible and responsive to the learners' needs to enhance learning. The results of her 

research revealed that the trainees developed their language skills dramatically and became 

more confident to communicate in English with other people, especially tourists from 

other countries.  

  Szyma ska and Kaczmarek (2011) studied the role of blended learning on reading 

comprehension. Their study revealed that in terms of recall and comprehension of the 

texts, learners had far better performance in a blended learning course which used printed 

and online texts at the same time. 



 Behjat, Yamini and Bagheri (2012) carried out a study to find out that whether or 

not traditional face-to face or blended learning settings can help foster the reading 

comprehension ability of EFL learners. The students benefitted from both online texts and 

their own reading instructions in the conventional classroom. The results of their survey 

corroborated the efficacy of blended learning. The students outperformed, in their reading 

comprehension, those who used the traditional method and were more encouraged to do 

more reading on the same topic because of having more access to reading resources. 

Therefore, it was safe to claim that online reading has the potential to develop learners' 

autonomy and turn them into independent readers. 

 Soltani Tehrani and Tabatabaei (2012) designed an experiment to discover the 

effect of blended on-line and face-to-face methods on the vocabulary achievement of 

Iranian EFL learners. The results of their investigation indicated a significant difference 

between the experimental and control groups with respect to their vocabulary knowledge. 

The blended on-line group did better than the face-to-face group.   

 Also, Ghahari and Ameri-Golestan (2014) carried out an investigation in which the 

effect of blended learning vs. classroom learning techniques on Iranian EFL learners’ 

writing was explored. They concluded that the learners' writing performance improved 

dramatically when a blended teaching method was employed. 

 Bansal (2014) explored the effectiveness of blended learning in Indian higher 

education. He came up with the conclusion that blended approach combines face-to-face 

and computer-based learning and, therefore, teachers will have a wider chance to benefit 

from instructional techniques. He looked into challenges posed by technology and 



corresponding strategies. He made reference to many potential merits for blended learning 

including "accessibility, pedagogical effectiveness, reduction in drop-out rate and course 

interaction" (p.4). He outlined the challenges of providing blended learning as "1-

Managing instructional complexity, 2-Designing blended learning course, 3-Managing 

roles and responsibilities, 4-Creating a seamless learning experience, 5-Meeting 

expectations and finally, 6-Controling costs" (p.5).  

 And finally, the role of interactive teaching in blended-learning environments was 

examined by (Sayed, 2015). He explored the use of electronic response systems as an 

effective method to enhance effective instruction, increase retention and engage 

participants. Through thirty-button response cards which were able to transmit the 

students' responses, the participants were connected to the instructor laptop. The 

assessment results indicated that the integration of this method in the curriculum can be a 

very successful and active-learning tool. 

 A word of caution; blended learning is quite a new strategic advancement in 

education which has made it feasible to address the key instructional issues that have never 

been touched before. It seems easy to do in general, but in its details very hard to 

implement. Undoubtedly, developing any online course which is supposed to be based on 

the theory of blended learning is demanding and necessitates that the course designer 

consider many variables and factors. Furthermore, the nature of learner-teacher 

relationships is intricate. Teachers are required to makes a balance between different 

learning channels which are available for a given scenario to achieve given educational 

purposes. He should also be fully aware of major roles of webs, weblogs and wikis in all 



blended environments (

thing for all trainers, instructors, and learners to consider is that while e-learning has the 

advantage of distributing pure and uniform authentic materials to the learners, adapting the 

materials to the learners so as to make them culturally appropriate is also important. 

2.4.3.3 Jigsaw (Integration) Technique 

Another cooperative technique which was used in this study is the jigsaw learning method. 

Moskowitz et al. (1985) define jigsaw as "a technique which creates cooperation by 

structuring student interdependence through the learning task, rather than through the 

grading system" (p.104). They describe jigsaw as a shortcut to involving learners in their 

learning so they master a large quantity of materials quickly and reinforce their sharing 

information with other groups and become individually accountable for their own learning. 

Jigsaw enhances interaction and sets up an ambiance of cooperation and respect. Here 

again, teachers act as facilitators of learning by supporting and encouraging learners to 

relate the materials to their own lives and to help each other in their group.  

 It is through jigsaw method that students' engagement to use target language 

increases Shehadeh (1999) and it is an instructional time saving technique which is done 

by means of task sharing on the side of a cooperative group (Haenen & Tuithof, 2008). 

Littlewood (2009) avows that jigsaw technique is one of the commonest methods toward 

collaborative learning. Sahin (2010) maintains that jigsaw is a method which is 

implemented on the basis of "group dynamics and social interactions "and it triggers 



students active participation in learning process (p.778). Students' attention is more 

focused and they can express ideas more easily. The shy students also benefit in that they 

can issue their opinions more actively. Students' confidence will show up and they 

appreciate and respect other people's ideas (Marhamah & Mulyadi, 2013).

 In the application of jigsaw technique, students are divided into temporary expert 

groups including 3 to 5 or 6 for each. Each group is given a subject and divided into 

smaller parts, and each student is given a section of the lesson which has been previously 

divided into several segments. Each student is responsible for preparing the same subject 

and learning about one part of the written material. After learning their own sections, 

students reconvene and each member teaches his or her section to the other students in the 

expert group and tries to make them understand the subject. They prepare some reports on 

how they can teach the subject to their own home groups. They exchange and clear up 

questions and discuss to make sure the subject has been mastered perfectly. All group 

members are then required to make their presentations to combine all parts together and 

achieve integrity. Next, individual quizzes are taken by students which can result in team 

scores and the group or groups having the highest average improvement score receive a 

group reward. The whole team works hard to achieve a common goal 

2011). 

 Since the development of the first type of jigsaw technique, some alterations have 

been made and different sub-jigsaw techniques have been developed. Since then, three 

more jigsaw strategies have been developed by Slavin (1987), Stahl (1994) and Holliday 



(2002), which are used by teachers in their classrooms and have similar stages, but various 

ways, in their practice. 

 Like the findings of other collaborative learning techniques which were in favor of 

the effectiveness of scaffolding and blended learning methods, the results of a number of 

investigations also support the positive impact of jigsaw during teaching /learning process. 

  Sharan (1980) carried out an investigation on the effect of jigsaw classroom 

method, which is categorized as a peer-tutoring method, on learners' attitudes and 

achievements. Students' peer cooperation and tutoring in the classroom was fostered 

through the application of this method which created interdependence among learners as a 

result of dividing the learning task among them. A total number of 293 learners 

participated in the experiment and changes in their attitudes toward themselves, peers, and 

school were critically observed in 8 weeks. The results of the study demonstrated a 

significant difference in learners' attitudes, and students displayed higher perceptions of 

self. 

 Also, Sami Ali (2001) explored the effect of the jigsaw technique on learners' 

reading comprehension and anxiety. The number of participants was 72 students who were 

in their third year of English learning. The experiment was carried out over a period of two 

months and a half. Learners' anxiety was measured both before and after the treatment 

through utilizing a Foreign Language Reading Anxiety Scale (FLRAS). The findings of 

the research indicated a meaningful and significant difference between the means of scores 

in the experimental and control groups which supported the use of the jigsaw technique as 



an effective method to lower students' anxiety and improve their reading comprehension 

performance.  

 In addition, Oludipe and Awokoy (2010) investigated the impact of the jigsaw on 

learners' anxiety for learning chemistry. The study was done in Nigeria with 120 

participants. Students' anxiety was measured both before and after the treatment through 

using a Chemistry Anxiety Scale (CAS). The findings of this study indicated that, through 

the application of the jigsaw method, learners' chemistry anxiety reduced a lot. 

  Kazemi (2012) made an attempt to examine the efficiency of the jigsaw technique 

on the reading comprehension achievement of Iranian learners of English. The control 

group consisted of 38 university students and the experimental group members comprised 

38 intermediate level male and female students. The jigsaw technique was applied to the 

experimental group. The results indicated that students' post-test performance improved a 

lot in comparison with that of their pre-test. The findings further showed that jigsaw 

activities fostered the development of communicative competence.  

 Marhamah and Mulyadi (2013) assessed the impact of jigsaw on second-year 

undergraduates' achievement of teaching /learning in Indonesia higher education 

institutions and concluded that it had a significant main effect on these students and was 

especially effective in large classes. There was a greater academic improvement in the 

performance of the students taught with jigsaw cooperative learning strategy compared to 

the group instructed to use group discussion. It also promoted positive attitude and interest 

in learners.  



 In another study, Nozohouri, Mahmoodi, Adhami, and Rasouli (2016) investigated 

the effects of jigsaw and traditional learning on the reading comprehension achievement. 

In their evaluation, they employed pretest posttest equivalent group design. The sample 

included 32 students in the experimental group and ano

participants were all students in grade three of high school. While the members in the 

control group were working individually and shared their responses with the whole class, 

the students in the experimental group formed small group interaction and shared 

resources among team members. The treatment period was nine weeks. The findings of 

this investigation indicated that jigsaw model is an effective teaching learning method for 

overcrowded English classes. It also revealed that the performance of the students with 

regard to their reading comprehension was better than that of the control group, who were 

in traditional learning situation.  

 In all such studies, through the application of the jigsaw technique, students are 

encouraged to better participate in their learning, motivated to learn larger amounts of 

materials faster than traditional ways and inspired to share information with their 

classmates. Jigsaw activities reduced listening time, changed students into responsible 

individuals, maximized interaction and created a pleasant and welcoming ambiance of 

cooperation.  



2.5. Reading-related Traits 

To extend control over thoughts, feelings and performance, learners need to improve some 

personality features. In order to get more insight into these features, it is worth mentioning 

some of the instructional, self-regulatory reading-related traits to distinguish two groups of 

involved and non-involved readers

2.5.1 Attitude 

One of the significant reading-related traits which were explored in the present study is 

attitude. It has been widely accepted as one of the key factors which considerably affect 

the choice of language learning strategies. Learners' attitude is one of the major elements 

which can highly influence the speed of language learning and helps students to achieve 

success. It has gained growing popularity over the past decades and has been a subject of 

interest to many scholars and psychologists because of the noticeable influence which it 

exerts on learners' behaviors. There are several definitions for the term attitude which have 

been provided by different scholars. A brief review of these definitions is given below: 

Allport (1954), one of the advocates of the role of attitude on human behavior, describes 

attitude as the building block of the social psychology. Ajzen and Fishbein (1977) avow 

that any general reaction which can be placed in the realm of favorability from negative to 

positive is viewed as a sign of attitude. Ajzen (1988) states that attitude is “a disposition to 

respond favorably or unfavorably to an object, person, institution, or event” (p.4). It is also 

defined as "personal evaluation of a behavior "(Ajzen, 1991, p.199).  Baker et al. (1992) 



defines attitudes as “a hypothetical construct used to explain the direction and persistence 

of human behavior” (p.10).  

 The origin of attitudes may be traced back to our early childhood experiences 

gained by direct or indirect contact with others. In general, attitude is a kind of 

psychological trait that is not only formed but also changed through various stimuli, 

interpreted and assessed (Simonin & Ruth, 1998). Furthermore, Walley et al. (2009) assert 

that attitudes can be positive, negative, or neutral. Though everyone has his own attitude, it 

is invisible because of being a psychological phenomenon. 

2.5.1.1 Components of Attitude 

Lambert (1967) lists three components for attitudes: the cognitive, affective and conative 

components. He defines the cognitive segment as the person's structure of belief, the 

affective as emotional reactions and the conative component as the tendency to act in a 

special way in reaction to the attitude. Statt (1977) maintains that the affective aspect of 

attitude controls the way we feel toward an attitude objective. Our likely behavior or 

intention is viewed as conative aspect and finally the cognitive part includes opinions and 

reasons toward certain issues.  

 There are many reasons for students' weak performance in English. One important 

thing might be attributed to attitudes toward the English language. So far, however, it has 

been ignored or paid little attention to as a key factor that can greatly overshadow 

language learning. There have been a few studies on the relationship between this trait and 

learners' success. Some of these studies are summarized below.                     



 To signify the importance of strategy instruction on the reading comprehension 

achievement of young-beginner readers of French, Macaro and Erler (2008) did a 

longitudinal intervention study and discovered that many factors can result in low 

achievement in reading. The experimental group included 62 students while the members 

of the control group were 54. The results indicated that strategy instruction can improve 

the comprehension of both simple and more complex texts.  

 In a different study, Ghazali, Setia, Muthusamy and Jusoff (2009) probed the 

learners' attitudes towards the selection of literature texts and their challenges in facing this 

kind of texts, In addition, they investigated the impact of teaching strategies used by 

teachers and students' reading preferences and reactions to these methods. The results 

indicated that students were more content with choosing short stories but less eager to read 

poems and novels, and they had positive attitude toward text selection. They proposed that 

students should be given the chance to choose those texts which can fully meet the 

students' interests and needs. They further added that teachers' role in the process of 

educating students is not only limited to imparting knowledge to them; rather, they should 

help students shape their attitudes positively towards education and school in general and 

the subjects they teach in particular. 

 Additionally, in order to determine the petroleum engineering students' type of 

attitudes towards learning the English language, Al-Tmimi and Shuib ( 2009)  carried out a 

study and concluded that most students admitted that “the development of our country is 

possible mainly by educated people who know English well” (p.45). They seemed to be 

aware of the role which English language plays as a means of science and technology; 



however, a great majority of students reacted negatively to the belief that English language 

mastery in government and business offices can pave the way for them to get things done 

easily. Finally, in relation to orientation towards the English language, almost every 

student was willing to express himself as a fluent English speaker. They were conscious of 

the fact that they surely needed proficiency in English if they were supposed to function 

well at their academic fields. They needed to be qualified enough for their recruitment and 

promotions.  

 Furthermore, Zarei and Elekaei (2012) conducted a study to explore the effect of 

attitude on the choice of compensation and meta-cognitive strategies of Iranian EFL 

university students with the total number of 108 intermediate-level participants. The 

results of their research revealed that attitude greatly impacted the choice of compensation 

strategies supporting the findings of Wu (2010) that "there is a high correlation between 

attitude of students toward learning and the number of strategies they use"(p.190). On the 

other hand, attitude did not have any significant effect on the choice of the meta-cognitive 

strategies. 

 Moreover, Van Wyk (2012) carried out an investigation on the effects of the 

STAD-cooperative learning method (Student Teams Achievement Divisions) on student 

achievement, attitude and motivation in economics education. Also, a pretest-posttest 

design was employed to collect the related data. The results showed that there is a 

significant relationship between this cooperative learning technique and students' attitude 

and motivation in economics education. STAD, as a cooperative learning technique in 



classroom teaching, enhanced students' positive attitudes, displayed better achievement, 

and encouraged learners to learn more. 

 It should be reiterated that it is due to attitudes toward language learning that EFL/ 

ESL learners get motivated in learning the language (Gardner & Lambert, 1972).  It is 

believed that learners' motivation to learn is a function of their attitudes and orientation 

towards the learning task. 

 To sum up, it is advisable for scholars and educationalists to encourage the 

incorporation of interesting learning strategies so as To improve the attitudes of students. 

Moreover, it is necessary for them to gain insight into students' attitudes in order to assist 

ESL/EFL curriculum developers to plan language learning programs and create 

environments which are conducive to learning.  

2.5.2. Motivation

It has been a long time since educational psychologists identified motivation as one of the 

major elements affecting students' learning. Today, almost everybody admits that it is a 

very important element for quality instruction and perhaps one of the most important 

characteristics that learners transfer to a learning task (Yu, 2006). According to self-

determination theory proposed by Ryan and Deci (2000), motivation refers to" the reasons 

underlying behavior" (Guay et al., 2010, p.712). Within the educational framework, 

motivation is defined as the reasons for which students involve themselves in various 

school activities (Ryan & Deci, 2000).They further explain that motivation has to do with" 

energy, direction, persistence and equifinality which are different aspects of activation and 



intention" (p.69). Dornyei (1994) argues that "the exact nature of the social and pragmatic 

dimensions of second language motivation is always dependent on who learns what 

languages where" (p. 275). 

 Motivation may either come from outside the person (extrinsic) or from inside the 

person (intrinsic). According to Deci, Koestner and Ryan (1999):     

Intrinsic motivation energizes and sustains activities through the spontaneous 

satisfactions inherent in effective volitional action. It is manifest in behaviors such as 

play, exploration, and challenge seeking that people often do for external rewards 

while extrinsic motivation is governed by reinforcement contingencies (p. 658).

   

When a person is internally motivated, the reason for his engagement with an 

activity is his own interest and the joy of that act; however, an individual who is 

extrinsically motivated involves himself in an activity for instrumental ends (Eccles & 

Wigfield, 2002).  

 There are three predominant approaches to the study of motivation. The first 

approach which is based on extrinsic motivation attributes all behavior, including success, 

to reinforcement contingencies. The advocates of this approach list different kinds of 

reinforcers like positive reinforcers, negative reinforcers and punishment to increase or 

decrease the probability of a certain behavior. The teachers' role is limited to praising or 

condemning the behaviors and the privileges given through extrinsic rewards tend to 

deteriorate over time (Stipek, 1996).  



 The proponents of the second approach which is based on cognitive behavior 

modification maintain that the effect of reinforcement contingencies should be modified 

by cognitive variables. It is the manipulation of cognitive processes which can change the 

overt behavior. Under this approach, instructors try to train students who are more 

responsible for their own learning. These students frequently control their own behavior, 

set goals and make use of metacognitive strategies. If it is expected to maintain learning 

behaviors over time, learners should be given enough control over their own learning to 

become more independent. Because of some demerits and limitations of the second 

approach like cheating, yet the third kind of approach came out which gives the priority to 

cognition instead of results of one's actions (Stipek, 1996). 

 L2 motivation provides the impetus to start learning the L2 and is major 

determinant of the rate and success of L2 achievement. Backed by enough information, 

individuals can accomplish long-term objectives and through proper curricula along with 

good teaching student attainment is ensured (Dornyei & Csizer, 1998). 

 Considering the importance of motivation as a significant factor in learning 

success, motivating learners is believed to be central to teaching efficacy. Relative to the 

total number of research on L2 motivation which focuses on identifying various motives 

and confirming motivational theories, the amount of research which is dedicated to 

developing techniques with the aim of enhancing learners' motivation has been 

insubstantial. 

  Although there is a wealth of empirical evidence available to substantiate the vital 

role of this trait and its basic features in addition to the research which ascribe different 



types of learning outcomes to motivation, there are other studies which demonstrate both 

positive and negative effects. 

 Gottfried (1990) asserted that there is a relationship between motivation and 

achievement. She found that children at elementary stages start school with higher levels 

of internal motivation having more achievement and IQ and lower anxiety. During the 

later years, though, they experience a reduction in their motivation.  

 Bernaus, Wilson and Gardner (2009) conducted a study to attest the importance of 

student motivation and achievement in English and their impact on teacher motivation and 

strategy use in the classroom. 694vstudents and 31 teachers were the participants of the 

research in Catalonia, Spain. The results of their study showed that nearly fifty percent of 

the teachers were content with the teaching job. Teacher motivation combined with using 

motivating strategies correlates strongly with student motivation and his English 

development. Therefore, it is necessary for both teachers and students to be motivated. The 

higher the teachers are motivated, the more students are actively engaged in class activities 

and the greater they feel motivated. 

 Guay et al. (2010) believe that there is enough evidence to support the impact of 

motivation on students' performance at school considering the presence of gender 

differences. They discovered that while boys had lower intrinsic motivation for reading 

and writing compared to girls, they showed higher intrinsic motivation for math than girls 

did. 

 Also, several studies have been carried out on the relationship between CALL and 

Web-based instruction and the learners' motivation.  



 In a survey by Hodge, Richardson, and York (2009), the impact of a web-based 

homework tool on students' motivation in terms of their achievement- related behaviors 

and how they thought of asking help and learning from peers was examined. The students 

were probed to see if their demographic features play any role in their perceptions 

concerning the web-based homework tool and whether the tool had any positive or 

negative effects on them to complete the homework. The results indicated that the learners' 

perceptions regarding that tool were completely different from those of traditional 

methods. Less than fifty percent of the students admitted that the web-based homework 

tool had a better impact on enhancing their understanding in math compared with 

conventional methods. So, the researchers concluded that web-based tools can make a 

significant difference in upgrading students' motivation due to the instantaneous feedback 

which was provided. The tool was also navigated easily and this point resulted in 

motivating them to use it. It should also be noted that the tool made the teaching task less 

time-taking because of less manual grading time. 

 In line with the above studies, Giesbersa, Rientiesb, Tempelaarc and Gijselaersa 

(2013) investigated the relations between motivation, tool use, participation, and 

performance on a final exam in the context of an e-learning facultative summer course in 

economics using web-videoconference systems like chat, audio, and webcam. They 

assumed that using tools which increase more direct more social interaction and feedback 

among learners and teachers would enhance higher amounts of involvement. In other 

words, higher levels of autonomous motivation are associated with more participation in 

web-videoconferences (H1). Moreover, learner motivation plays a unique role in the actual 



use of tools (H 2) and by using more advanced tools, higher levels of learner engagement 

can be achieved (H3). After registration, participants were assigned to a small group so 

that they could have online communication through discussion forums and four 

videoconferences. After filling out the motivation questionnaire, 110 students were 

selected for the study. The results of the study revealed partial evidence to support the first 

hypothesis but there was no relation between autonomous motivation and tool use. In 

addition, while interacting with chat, students were able to see and hear each other. So, it 

was a reason why the researchers couldn’t find any support for the third hypothesis that 

taking part in more web videoconferences is associated with the use of richer 

communication tools.  

 In one of the scant studies and in two experiments, Erhel and Jamet (2013) 

systematically assessed the effect of digital game-based learning (DGBL) through two 

kinds of instructions (learning vs. entertainment) and feedback on motivation and quality 

of learning. The results indicated that instruction had no strong effect on memorization 

effectiveness; however, the learning instruction condition influenced the comprehension 

scores significantly compared with the second condition. Learning instruction elicited 

better learning but did not have any negative effect on motivation. Also, the second 

experiment revealed that providing the learners with regular feedback mixed with 

entertainment instruction contributes to deep learning. Both experiments supported the 

constructive effect of game environment in promoting learners learning and motivation.  

 Finally, in another survey with Nigerian secondary school chemistry male and 

female students, Gambari, Gbodi, Olakanmi and Abalaka (2016) probed the role of 



computer-assisted instruction in promoting their intrinsic and extrinsic motivation by the 

application of two computer-assisted instruction modes –computer simulation instruction 

package (CSIP) and computer tutorial instructional package (CTIP). The outcome of their 

study showed that students receiving the first mode (CSIP) outperformed those taught in 

the second mode (CTIP) and the control group who were taught by conventional teaching 

method (CTM). The CSIP group also had higher intrinsic and extrinsic motivation than 

CTIP and CTM groups. So, employing computer simulation with the aim of improving the 

learners' efficacy and motivation towards the subject was suggested. 

  

2.5.3. Autonomy 

The emergence of learner-oriented approaches and their continuing dominance in language 

instruction has encouraged educationalists and teachers to engage learners more deeply 

than ever in the process of learning which has in turn triggered the appearance of the 

concept of learner autonomy with different interpretations and tried to make learners 

responsible for their own learning and turning teachers into facilitators of this process. 

"The concept of learner autonomy is often applied to the process and content of language 

learning but not specifically to its intended outcome, the development of proficiency in a 

second or foreign language" (Little, 2007, p.14). Though a vulnerable construct (Smith, 

2003), autonomy has been reported to be effective in enhancing learning engagement 

(Dam, Eriksson, Little, Miliander & Trebbi, 1990), motivation and the retention of 



 There is a plethora of definitions for the term autonomy; however, it is not easy to 

define it. Many authors consider different aspects for the term autonomy while defining it. 

Dixon (2011) defines autonomy as a multidimensional concept and a capacity that is 

political and variable. It is something that is demonstrated and requires metacognition, 

responsibility, motivation and social interaction. In Dang (2010) point of view, autonomy 

is an intricate capacity that exerts a strong impact on personal growth and achievement. 

This is a construct which can facilitate the attainment of educational goal. It is "the 

learner’s willingness and capacity to control or oversee her own learning" (Thanasoulas, 

2000, p. 117). One reason for the difficulty in defining it is the multidimensional nature of 

this concept (Hurd, ). Four dimensions of autonomy: 

 • Political – learners taking control of learning  

 • Liberal progressive – learners taking responsibility  

 • Behavioral notion of strategy development   

 • Humanistic self-initiation or self-direction (La Ganza, 2008, p. 56)  

 The second obstacle is that there are many terms that are related to autonomy and 

they have been used inconsistently (Dixon, 2013). While autonomy has been defined as 

"the situation in which the learner is totally responsible for all of the decisions concerned 

with this (Dickinson, 1987, p.11), Holec (1979) defines it as" the ability to take charge of 

one's own learning "(p.3). This definition is the one which is followed by most authors. He 

also believes that autonomy and self-directed learning are two different things. According 

to Holliday (2003), autonomy is a social phenomenon which is pre-existing. It is a variable 

which may be affected by many other variables such as the nature of various tasks (little, 



1991)," affective factors (e.g. mood), environment (e.g., noise, temperature), physiological 

factors (e.g., tiredness, hunger), motivation (e.g., attitude towards the task, the subject 

matter, the teacher, materials, co-learners) and so on" (Sinclair, 2000, p. 8).  To have 

autonomous or independent learners who are willing to take responsibilities for their own 

learning demands defining goals, drawing up plans and working toward them. But how 

can teachers develop such independence in language learning? And how can learners be 

independent decision makers? "Learners need to be able to improve their language 

proficiency alone since teachers are not always available to help them. Learners should 

come to this understanding that they can gain the special power to improve their own 

learning" (Po-Ying, 2007, p.226). 

 There are a number of seminal research studies on autonomous language learning 

which have assessed different aspects of this notion or the impact of various variables on 

it. 

 The relationship between autonomy and motivation in language learning was 

explored by Spratt, Hympher and Chan (2002) to see which one comes first: Autonomy or 

Motivation?" They evaluated the learners' opinions concerning their responsibilities as 

well as those of their teachers, how they believe in their own ability and their evaluation of 

the amount of motivation which in turn leads to greater success in language learning 

(Csizer & Dornyei,  (2002) suggested that 

the relationship between autonomy and motivation is not always in the direction proposed 

above. They indicated that motivation may lead to autonomy or be a precondition for it. 



 Yu (2006) investigated the major factors which influence the enhancement of 

autonomy in Chinese EFL learners in terms of motivation, metacognitive knowledge and 

learning environment. He maintains that boosting the learners' autonomy demands the 

interplay of some intrinsic as well as extrinsic factors or the amalgamation of both of them 

including learners' age, confidence, interests and learning experiences. Further, he says 

there is a controversy over the relationship between motivation and autonomy. Actually, 

there is no consensus whether it is autonomy which exerts influence on the development of 

motivation or vice versa.  

 In another study, Gholami (2016) explored the effect of self and peer assessment 

on learner autonomy, its dimensions and language proficiency. In addition, learners were 

evaluated in terms of their attitude toward using the technique. The participants were 

intermediate learners of 49 who were placed in an experimental group of 24 participants 

and a control group including 25 participants. The treatment was three months. After the 

utilization of self-assessment, the results indicated an improvement in learner autonomy as 

well as positive changes in their attitude toward using the technique. Further, self-

assessment contributed to the development of some other aspects of learner autonomy such 

as the significance of classroom, teacher," objective/evaluation and assessment/ motivation 

"(p.49). The change of attitude in learners toward the role of "self " as a key factor in 

language learning led to the positive effect of this technique on the learners to be 

independent of the teacher and classroom. The results also revealed that this technique did 

not end in the development of learners' language proficiency as other studies had claimed. 

Finally, he concluded that learner autonomy cannot be fostered through just one or two 



techniques; rather, it involves a planned and multidimensional model that can influence all 

its aspects and learners' proficiency.  

 Similarly, Ahmadi and Mahdavi (2013) explored the perspective of Iranian 

university students toward responsibility and decision making related to autonomous 

language learning. Through the utilization of learner autonomy Questionnaire by Spratt et 

al. (2002), they assessed the students' viewpoints of their own responsibilities and those of 

their teachers about language learning. Based on the findings, they concluded that most of 

the learners shared the responsibility of monitoring their own progress with their 

instructors, which was because of their awareness of the notion of responsibility during the 

process of learning. This knowledge can be very helpful in the teaching arena and can 

successfully assist trainers, educationalists and curriculum developers in getting access to a 

well-defined framework based on which to select, sequence and implement instructional 

materials more strategically (Montazeri, Fekri & Hamidi,  2015). 

 Researchers have also attempted to demonstrate the role of computer-aided 

language learning in fostering learner autonomy. Farivar and Rahimi (2015) investigated 

the effectiveness of CALL in fostering autonomy in the context of Iranian intermediate 

EFL learners and came to the conclusion that the employment of CALL could 

considerably and positively influence the learners' autonomy. 

  Similarly, Fatemi, Alishahi, Seifi and Esmaelzadeh (2015) carried out a research 

to probe the impact of CALL on Iranian lower- intermediate EFL learners' autonomy in 

speaking and listening skills. They realized that CALL learning noticeably improved 

students' language learning autonomy. Their findings revealed a positive correlation 



between language learning software employment and improvement of autonomy in 

learners. "These results provided pedagogical implications for utilizing smart board as an 

effective educational tool in EFL contexts where technology will replace traditional 

teaching techniques and even teachers; as a result autonomous EFL students will learn 

independently from their teaches"(p. 210). 

  Khosravani, Ghabanchi and Kargozari (2016) examined the effects of utilizing 

language learning software by the teacher on Iranian pre- intermediate EFL learners' 

autonomy. To implement the study, they selected 60 participants. After homogenization, 

the participants were divided into experimental and control groups. The experimental 

group was treated through the employment of language learning software, while the 

control group used printed text materials in a traditional instructional framework. The 

results were in harmony with those of Farivar and Rahimi (2015) and also Fatemi et al. 

(2015).

 In another study, Lago (2016) investigated a research into the relevance of tourism 

websites in English as an important instrument and a reliable source for autonomous 

learning of specialized words and could offer the pedagogical effects of computer-assisted 

language learning with the aim of improving the linguistic competence of the students. The 

results confirmed the constructive role of CALL in improving some tendencies like team 

work as well as vital reading operations like scanning and skimming. Software is also 

beneficial to teaching due to upgrading information and communication technologies.



2.5.4. Self-Regulation (SR) 

There is an abundance of definitions of SR, and the term has been interpreted differently 

by different people. The term self-regulation is made up of two words: 'self ', which means 

the actor or a group of people who work together and the word 'regulation', which refers to 

what the actor does (Campbell, 1999). Zimmerman (1989) refers to self-regulation as" 

thoughts, feelings, and actions that are planned and cyclically adapted to attain personal 

goals" (p.329). This definition assumes the importance of three elements: "students' self-

regulated learning strategies, self-efficacy perceptions of performance skill, and 

commitment to academic goals" (p.329). According to Kanfer and Kanfer (1991) SR refers 

to "the interpersonal processes by which an individual exercises control over the direction, 

persistence, and intensity of thinking, affect, and behavior for the purpose of goal 

attainment"(p.291). Self-regulation consists of three related groups of activities: "Self-

monitoring, Self-evaluation and Self-reactions" (

Kanfer & Kanfer, 1991). In the absence of self-regulation, individuals tend to continue to 

spend the same amount of endeavor and utilize intact strategies as the first days of doing 

their original tasks (Kanfer & Ackerman, 1989). Kuo, Walker, Belland, Schroder and Kuo 

(2014) theorize that motivation and learning strategies which are used by students to reach 

their learning goals constitute the premise which underlies self-regulation. The bilateral 

role of goal setting, self-evaluation and self-efficacy has been emphasized by several 

researchers (Schunk,  Ertmer, 2000 ).  



 Zimmerman (2000) enumerates three main features which self-regulated learners 

possess: They use different sorts of self-regulated processes which are purposeful; they 

enjoy high levels of confidence and self-efficacy; and they set a variety of different goals 

for themselves. They take a reasonable stance and look so determined in response to 

failure, and they are more likely to continue. Campbell (1999) suggests three components 

for any regulatory act including (a) 'legislation', which means setting rules and goals, (b) 

'enforcement', which is something that is exercised against breaking principles, and (c) 

'adjudication', which refers to decisions made to see whether or not a violation has 

occurred as well as taking actions against them (pp.714-715). 

  In sum, it is through concentrating on learners' beliefs, values and goals that 

motivation researchers have gained valuable insight into why some learners prefer to 

involve themselves more in tasks, whereas others disengage in different activities, and how 

the above factors contribute to the individuals' achievement behaviors (Eccles & Wigfield, 

2002). 

 There is a growing stream of theoretical studies in motivation, in general, and self-

regulation, in particular, which are along with a noticeable body of empirical research. In 

fact, research has shown advantages with regard to self-regulation. The results of such 

studies can be used to establish a unified foundation through which teachers can improve 

the quality of instruction to help learners in the attainment of their goals. 

 The influence of learning goals and self-evaluation on students' self-efficacy, 

achievement outcomes and use of self-regulatory strategies during computer skill learning 

was conducted in two studies by Schunk and Ertmer (1999).Their studies indicated that 



students with higher self-efficacy are more likely to involve themselves in challenging 

tasks and expanding efforts while facing difficulties. Two experiments were done. The 

first one showed that students equipped with process goals could enhance their ability for 

the implementation of computer-based tasks compared with those learners having product 

goals. In the second experiment, they investigated how process goals and self-evaluation 

affect achievement outcomes; the findings supported the crucial impact of these goals. 

 Moreover, Fisher and Baird (2005) explored the impact of social structure in online 

courses on improving student support and facilitating self-regulation. By using two types 

of tools including online dialogues and social media, learners' learning in computer-

mediated groups was improved. It was concluded that incorporating web-based 

collaborative learning assignments into course design can foster community and exert a 

positive effect on student' independence and self-regulation.   

 Shea and Bidjerano (2010) examined the relationship between online and blended 

learning courses and learner self-efficacy measures, self-regulation and the development of 

communities of inquiry. The sample included 3165 participants. To evaluate learners' 

perceptions of their own efficiency and effort, the self-efficacy and self-regulation scales 

were employed, and the results showed moderate positive correlations between self-

efficacy and collaborative constructs in blended learning and completely online contexts. 

However, a somewhat lower correlation was observed between self-regulation and 

cooperative methods in the same context.  

 In another research conducted by Bernacki, Byrnes and Cromley (2012), the effects 

of achievement goals and self-regulated learning behaviors on reading comprehension in 



technology-enhanced learning environments were examined. The findings revealed that in 

the light of higher mastery goals, note-taking tended to increase more in mastery learners, 

and they were more apt to seek information. These goals, however, had a slight influence 

on monitoring learning. Some behaviors like highlighting and monitoring also led to 

intensified comprehension scores. Moreover, certain achievement goals triggered students' 

self-regulated learning behaviors which, in turn, impacted comprehension of hypertext 

reading. The researchers of study proposed that to foster mastery goals, it is advisable that 

teachers make the learners aware of the task conditions and of the use of various learning 

strategies. That is not possible unless learners are taught how to monitor the learning 

process as well as the learning environments so as to select optimal strategies and get 

access to the highest level of comprehension.     

 In another study, Kuo et al. (2014) carried out a predictive study of student 

satisfaction in online education programs to determine the differential impacts of predictor 

variables on student satisfaction. They assert that satisfaction in students is a function of a 

variety of factors such as learner-teacher interaction, learner-teacher interaction and 

learner-content interaction as well as some variables like internet self-efficacy and self-

regulated learning. The sample of this study included 291 undergraduate and graduate 

students who had registered in summer-session online courses which lasted 12 weeks. An 

online survey link was administered to students and 111 of them who had fulfilled the 

requirements of a multiple regression model managed to complete the online survey. 77 

percent of the respondents were female and 23 percent were males. The great percentage 

of the sample allocated less than 15 hours to the online course each week. The findings of 



the study indicated that the level of learner-learner interaction was lower than those of 

learner-trainer or learner-content. A significant correlation was found between two types 

of interaction (i.e. learner-trainer or learner-content) and student satisfaction; however, 

learner-learner interaction poorly contributed to any student satisfaction, which was in 

contrast with the previous studies done by Jung, Choi, Lim and Leem (2002) .The internet 

self-efficacy was found to exert a considerable effect on student satisfaction and, finally, 

no correlation was seen between self-regulation and student satisfaction. In other words, 

self-regulation was not a predictor of satisfaction in learners.  

 Furthermore, Parker (2015) probed the impact of diagnostic-prescriptive 

instruction on improving reading comprehension and self-regulated comprehension 

strategy selection in China. A single tutor along with the researcher worked together 

during one semester to enable one of the Chinese university students to develop learner-

oriented comprehension strategies to be practiced by her from then on. The results showed 

that the student developed more confident to read advanced texts. The diagnostic-

prescriptive approach also heightened her understanding of her learning requirements and, 

consequently, strengthened her mastery-goal motivation. 

2.5.5. Anxiety 

Needless to say, language learning is a phenomenon which naturally arouses anxiety. 

Anxiety is a wrong path of presenting our feelings that plays a significant part in many 

kinds of human activities such as communication (Lamendella, 1977). Anxiety is "neither 

simple nor well-understood ", and one cannot relate it to "the global and comprehensive 



task of language acquisition" (Scovel, 1978, p.132). He believes that there are three ways 

which are usually used in measuring anxiety: (a) through behavioral tests by observing the 

subjects' direct behavior, (b) through describing the personal feelings and reactions on the 

part of the subject himself, and (c) by means of psychological tests in which the biological 

reactions of subjects that are correlated with their emotional state are recorded. 

  Horwitz et al. (1986) conceive of anxiety as "the subjective feeling of tension, 

apprehension, nervousness, and worry associated with an arousal of the autonomic nervous 

system" (p.125). They also define foreign language anxiety as a “distinct complex of self-

perceptions, beliefs, feelings, and behaviors related to classroom language learning arising 

from the uniqueness of the language learning process” (p.128). 

 Oxford (1992) maintains that unless teachers figure out important learning-related 

differences such as motivation, anxiety, self-esteem, cooperation and language learning 

strategies in their learners, they cannot achieve optimal instruction of second or foreign 

languages. He further asserts that anxiety can result in low motivation as well as negativity 

of attitude. When motivation plunges, performance becomes poor and, consequently, 

anxiety becomes greater. 

 Anxiety has been traditionally categorized into three types including trait anxiety, 

situational anxiety and state anxiety. Whereas trait anxiety refers to a generally steady 

tendency to feel nervous in a variety of situations, state anxiety is related to a transient 

experience of emotional state. Moreover, situational or situation-specific anxiety is known 

as the "probability of becoming anxious in a particular type of situation" (Zheng, 2008, 

p.2). Situational anxiety starts from negative experiences, especially at the beginning of 



language learning. Situations like delivering a presentation, taking a test and utilizing a 

second or foreign language can be examples of situation-specific anxiety (MacIntyre & 

Gardner, 1989). It is state anxiety, as many researchers have attested, that is more 

damaging to learners than situational anxiety. 

Anxiety was once thought to be related to productive skills, but today it is 

considered to associate with receptive skills such as listening and reading. Several studies 

do not support the assumption that there is a relationship between anxiety and measures of 

language proficiency. However, the result of many other studies, especially the recent ones 

on language learning and anxiety, have shown the importance of this variable in second 

and foreign language learning. 

  In one of the studies on anxiety Jafarigohar and Behrooznia (2012) examined the 

effect of anxiety on reading comprehension among distance EFL learners. The results of 

their survey showed a noticeable negative relationship between the construct of anxiety 

regarding foreign language reading and reading comprehension skill. 

 In a more recent study, Zhao, Guo, and Dynia (2013) measured the reading anxiety 

level of a group of English-speaking university students in the United States who were 

learning Chinese as their foreign language. The first finding was that the learners 

experienced a specific amount of foreign language reading anxiety similar to the level of 

foreign language anxiety. The second finding showed that the foreign language reading 

anxiety level of two Elementary levels of I and II was similar to one another but both of 

them were lower than that of Intermediate level learners. The second finding also showed 

that if learners travel to the target language country for reasons different from learning the 



target language, their foreign language reading anxiety is not necessarily reduced; the third 

finding indicated that foreign language reading anxiety was highly associated with foreign 

language performance, but the relationship was not the same across course levels. 

 In another study, Rai, Loschky, and Harris (2015), explored the effects of stress on 

reading in 86 Spanish foreign language (L2) students studying in intermediate level (fourth 

semester).Their study stressed the significance of moderating variables in evaluating the 

impacts of stress and working memory capacity on reading. They found that stress does 

not have an equal effect on all reading tasks and conditions. The more reading tasks and 

situations are complex, the more disruption by external stress will be expected. The 

findings of this study also supported their hypothesis that situational stress and trait 

anxiety have more effects on L2 reading efficacy than that of L1, and that social-

evaluative stress influenced reading efficiency because of the fact that the reading task was 

self-paced. 

 Also, the correlation between reading anxiety and L2 learners' performance on 

reading proficiency was investigated in a study by Hadidi and Barzegar (2015). The total 

number of 92 participants participated in the study and the results showed a negative and 

considerable association between L2 reading anxiety level and performance on IELTS 

reading comprehension. 

  In addition, Nejad and Keshavarzi (2015) carried out a study to discover the effect 

of cooperative learning on L2 reading comprehension ability as well as on reading anxiety 

and attitude of students. They observed that compared with conventional teaching 

methods, cooperative learning method was by far more beneficial for improving L2 



reading comprehension skills. Furthermore, they noticed a significant correlation between 

reading performance, anxiety and attitude in L2 reading.

2.5.6. Self-Esteem 

Broadly speaking, self-esteem can be defined as the judgment that we make of our 

worthiness and the degree of being good or valuable individuals (Neff, 2011). Self-esteem 

also refers to "how much value people place on themselves and it is the evaluative 

component of self-knowledge" (Baumeister et al., 2003, p.2). It is claimed that people with 

high self-esteem tend to establish better, but not always, long relationships and make better 

impressions on others compared with those who have low self-esteem. They are also more 

good looking and easy to like. In general, the advantages of self-esteem can be divided 

into two categories: "enhanced initiative and pleasant feelings" (Baumeister et al., 2003, 

p.1). Those who enjoy high levels of self-esteem have a lot of engagement in all kinds of 

self-deception (Crocker & Park, 2004). When failed or rejected by others, they tend to 

speak fiercely to those who criticize or disrespect them (Baumeister, Smart & Boden, 

1996).  

 Though there is vigorous disagreement regarding the precise definition of self-

esteem, the vast majority of psychological theories presume that self-esteem is a prevalent 

factor in human motivation that is commonly adaptive and related to a wide range of 

favorable outcomes despite the fact that its attainment may also result in some negative 

consequences and behaviors (Pyszczynski, Greenberg, Solomon, Arndt, & Schimel, 2004). 



  Some scholars maintain that the establishment of any positive interaction among 

learners to achieve common goals can highly enhance their academic self-esteem and 

decreases school alienation (Johnson, Johnson & Stanne, 2000). This self-esteem at school 

is of great importance because of enabling students to overcome their feelings of despair 

so that they can turn into good decision-makers and, consequently, be productive 

individuals (Slavin, 1995). In contrast, some others assert that self-esteem does not 

necessarily end in good performance at school. Rather, it is usually high self-esteem which 

is slightly the result of good school performance (Baumeister et al., 2003).  

 Many studies across the globe have been carried out which confirm that self-

esteem is an important affective factor exerting a noticeable influence on different 

language skills. In one study, Hayati and Ostadian (2008) investigated the connection 

between self-esteem and listening comprehension of EFL intermediate students at a 

university in Iran having the total number of 60 participants as their sample. The findings 

of their study revealed a positive correlation between self-esteem and the students' 

listening comprehension performance.   

 In another attempt, Bagheri and Faghih (2012) explored the relationship between 

three types of self-esteem (global self-esteem, situational self-esteem and task self-

esteem), personality type and reading comprehension of Iranian EFL students The results 

of their research in general showed that overall self-esteem and reading comprehension in 

addition to overall self-esteem and personality type were strongly associated with one 

another. Similarly, a significant positive correlation was observed between situational and 

task self-esteem and reading comprehension, whereas only a weak relationship was seen 



between global self-esteem and reading comprehension. Likewise, there was marginal 

relationship between personality type and reading comprehension. The researchers of the 

study emphasized that while planning lessons, self-esteem should be paid more attention 

to. The individual differences among students should be carefully identified so that they 

could be trained to overcome their negative feelings easily, and mistakes should be 

considered as an unavoidable part of any learning experience. 

 Also, Robertson, Lawdewig, Strickland and Boschung (1987) carried out an 

investigation to evaluate the impact of CALL on the development of students' global self-

esteem. A total of 1000 learners participated in the study and were placed in two control 

and experimental groups. A pretest and posttest experimental design was utilized to collect 

the related data. Self-esteem questionnaires were completed by learners, and the results 

showed a positive correlation between computer-aided instruction and students' enhanced 

self-esteem.  

 And finally, Zare and Riasati (2012) conducted a research in two universities in 

Shiraz, Iran to examine the relationship between language learning anxiety, self-esteem, 

and academic level of Iranian EFL learners. They found that the more self-esteem 

increases in learners, the less they experience anxiety. In fact, there existed a negative 

correlation between learning anxiety and self-esteem. As to the relationship between self-

esteem and academic level, it became clear that as learners proceed further in their 

academic education, they develop a higher degree of self-esteem due to the acquisition of 

greater knowledge and more experience in the target language.     



2.5.7. Critical thinking 

The last trait which is explored here is critical thinking. For Walsh and Paul (1986), 

critical thinking implies a skill that is different from intelligent. It is a skill that everyone 

should strive to improve it. Lipman (1988) holds the same opinion as Walsh and Paul 

(1986) in relation to critical thinking, saying that it is more intricate than usual thinking. 

He further asserts that among other things, critical thinking involves: 

   1- Careful argumentation which avoids guessing; 
     2- Making logical conclusions based on criteria; 
     3- Providing opinions substantiated by proof; 
    4- Moving away from believing to assuming; and 
              5- Moving away from assumptions to hypotheses (P.34-38). 

  

Critical thinking is the embodiment of a mental strategy which involves a 

"purposeful, self- regulatory judgment" (Facione, 1990, p. 3). Gokhale (1995), defines 

critical thinking as" the items that involve analysis, synthesis, and evaluation of the 

concepts"(p.23). Furthermore, critical thinking can be understood as the art of analyzing 

and evaluating thinking with a view to improving it (Paul & Elder, 2001). Critical thinking 

is the capacity by which the learners are able both to read and understand the reading 

materials at ease and to interpret, analyze, assess and infer the information which is 

gathered by means of observation, experience and careful thought (Nosich, 2001).  

 Naturally, everybody thinks a lot, but not all of our thinking act is excellent. 

Rather, it is distorted, unfair, dishonest and careless. Therefore, it needs to be 

systematically developed. Cultivated thoughts are commonly mixed with: (a) raising 

crucial questions and problems as well as exact and clear formulation, (b) accumulating 



and evaluating related information, (c) coming up with reasonable conclusions and 

solutions through testing them against pertinent standards, (d) avoiding being narrow-

minded, and finally (e) communicating efficiently with others so as to find out best 

solutions to different problems (Paul & Elder, 2001). Lombard and Grosser (2004) admit 

that there is a great need for learners to think critically, which requires the cultivation of 

critical thinking skills with the help of educators who have a pivotal role in this regard and 

are able to think critically by themselves. 

 Several contributors and research teams have done extensive and some pioneering 

studies on critical thinking which are summarized below:

 Varaki (2006) explored the effectiveness of web-based instruction (WBI) as a tool 

for teaching courses which need higher order thinking skills and managed to identify some 

teaching strategies and instructional designs which can promote critical thinking. 

  In another attempt, Yang and Wu (2012) investigated the effect of Digital 

Storyteller (DST) as an approach in improving student academic success, critical thinking 

and learning motivation. DST is a transformative IT integrated instructional strategy which 

can create a special learning atmosphere for invigorating collaboration. It is a means of 

fostering learning and developing motivation in learners. After 20 weeks of DST 

instruction, the findings indicated that the participants' English proficiency, motivation for 

learning English skills such as listening, reading and writing in addition to their critical 

thinking highly changed for the better. DST proved its potential as a reliable tool for 

fostering cooperation in second language learning environments which can then contribute 

to higher order thinking as well as learning motivation. 



 And finally, Fahim and Hoominian (2014) examined the relationship between 

critical thinking ability and reading strategies. The participants were thirty Iranian EFL 

female students in Yazd, Iran. The findings of the study did not suggest any relationship 

between critical thinking and the overall use of reading strategies, which was incompatible 

with the previous results in the literature. The findings also did not confirm the role of 

critical thinking in language learning. However, there existed a parallelism between the 

amelioration of critical thinking and the improvement of reading comprehension 





Chapter Three: Methodology 

Introduction

This study intended to probe the comparative effect of instructional techniques such as 

blended learning, jigsaw and scaffolding on Iranian EFL intermediate learners' reading and 

learner-related traits in computer-assisted and conventional contexts.  The reading-related 

trait in the current study was anxiety. There were also six learner-related traits including 

critical thinking, autonomy, self-esteem, motivation, attitude and self-regulation. The 

previous section dealt with an elaborative review of the related literature with the relevant 

studies carried out on the topic. This chapter is concerned with the explanation of the 

methodology including the participants, the instruments, and the procedures applied for 

data collection and analysis. 

In the present study, the participants were 171 intermediate level Iranian EFL learners 

whose native language was Persian. They were 68 male and 103 female students who were 

placed at intermediate level based on the written and oral placement tests given to them at 

the beginning of their registration at a private language institute in Qazvin, Iran. The 

classes were held for 21 sessions in isolated male and female classrooms due to the 



limitations imposed by the context. Each class met twice a week and every session lasted 

one hour and fifty five minutes. Their age ranged from 16 to 45 with different majors in 

high schools and universities. To ensure their homogeneity in terms of their language 

proficiency level, The Michigan Test of English Language Proficiency (MTELP) was 

administered in session one of each class.  

 Each class or group was randomly assigned to a different treatment. In addition, it 

should be said that all groups in this study were experimental and there was no control 

group. They were from different classes of the same level (intermediate) who were 

selected based on cluster sampling. The detailed description of the participants in each 

group is as follows:  

Group A: The participants of this group were learners who were instructed through 

the blended learning technique. The number of participants in this group was 39, with 17 

male and 22 female students studying in two separate classes. It is worth mentioning that 

in conventional settings, there is no possibility of designing blended learning, as the name 

clearly speaks.   

Group B: The participants of this group were learners who were instructed through 

the jigsaw technique. The number of participants in this group was 68. This group was 

divided into two subcategories (B1 and B2). Group B1, with 18 male and 15 female 

participants, was instructed in a computer-assisted context and group B2, with 16 male and 

19 female participants, was instructed in a conventional context. So, the study had 4 jigsaw 



groups; two as computer-assisted jigsaw groups and the other two as conventional jigsaw 

groups.   

Group C: The participants in this group received instruction through the 

scaffolding technique. The number of participants in this group was 64. This group was 

also divided into two subcategories (C1 and C2). In the conventional context or C1, there 

were 17 male and 16 female participants in two classes, whereas in the computer-assisted 

condition or C2, there were 14 females in one class and 17 female participants in another 

-assisted scaffolding groups 

and the other two as conventional scaffolding groups. 

3.3. Instruments 

In this study, the following data collection instruments and materials were utilized: 

1) The Michigan Test of English Language Proficiency (See Appendix A) 

2) An Anxiety Questionnaire (See Appendix B)  

3) An Attitude Questionnaire (See Appendix C) 

4) An Autonomy Questionnaire (See Appendix D) 

5) A Critical Thinking Questionnaire (See Appendix E) 

6) A Motivation Questionnaire (See Appendix F) 

7) A Self-esteem Questionnaire (See Appendix G) 



8) A Self-regulation Questionnaire (See Appendix H)

The Michigan Test of English Language Proficiency (MTELP) is one of the popular tests 

for measuring ESL or EFL learners' level of language proficiency. The 100–item multiple-

choice test has three parts, containing 40 grammar items, 40 vocabulary items, and reading 

passages followed by 20 comprehension questions. It was extracted from a Michigan Test 

booklet (Corrigan, Dobson, Kellman, Span, & Tyma, 1979). To check the reliability of the 

test, the KR-21 formula was used, and the reliability index turned out to be .79.  

As stated before, the present study is a multivariate study and for a study like this, 

various questionnaires were required to investigate learner-related traits (attitude, 

autonomy, motivation, self-esteem, critical thinking and self-regulation) as well as 

learners' reading anxiety. These questionnaires were used twice in this study, at the 

beginning of the course as a pretest and at the end of the course as a posttest to 

demonstrate the effect of instructional techniques (blended learning, jigsaw, and 

scaffolding) on learner-related-traits and reading-related anxiety trait both in conventional 

and computer-assisted contexts. The seven questionnaires which were given to the 

participants in the current study were as follows: 

 1) A Foreign Language Reading Anxiety Classroom (FLRAC)   questionnaire with 

18 items on 5-point Likert scale from 'Stongly Agree' to 'Strongly Disagree'. To estimate 

the reliability of the questionnaire in the context of this study, Cronbach’s alpha was 

checked, which turned out to be .62.  



2) An attitude questionnaire with 27 items on a 5-point Likert scale from 'Strongly 

Disagree' to 'Strongly Agree'. To estimate the reliability of the questionnaire in the context 

of this study, Cronbach’s alpha was checked, which turned out to be .62. 

3) An autonomy questionnaire with 21 items on a 5-point Likert scale from 'Never' 

to 'Always'. To estimate the reliability of the questionnaire in the context of this study, 

Cronbach’s alpha was checked, which turned out to be .65. 

4) A critical thinking questionnaire with 30 items on a 5-point Likert scale. To 

estimate the reliability of the questionnaire in the context of this study, Cronbach’s alpha 

was checked, which turned out to be .89.  

5) Gardner's Attitude/Motivation Test Battery (AMTB) questionnaire with 25 items 

on a 5-point Likert scale from 'Strongly Disagree' to 'Strongly Agree'. To estimate the 

reliability of the questionnaire in the context of this study, Cronbach’s alpha was checked, 

which turned out to be .84. 

6) Heatherton and Polivy's State Self-esteem with 20 items on a 5-point Likert 

scale from 'Not at all' to 'Extremely'. To estimate the reliability of the questionnaire in the 

context of this study, Cronbach’s alpha was checked, which turned out to be .72.  

7) A self-regulation questionnaire by Brown, Miller, and Lawendowski (1999) with 

63 items on a 5-point Likert scale from 'Strongly Disagree' to 'Strongly Agree'. To estimate 

the reliability of the questionnaire in the context of this study, Cronbach’s alpha was 

checked, which turned out to be .81.   



 The instructional materials in the current study were the reading comprehension 

passages from unit 1 through unit 10 from the intermediate level of 3A and 3B textbooks 

of the Top Notch series authored by Ascher and Saslow (2011) published by Pearson 

Education Inc (See Appendix I). The reason why the above-mentioned textbook was 

selected was first its availability and secondly its relevance. In addition, the texts in the 

book can be easily presented through computer-assisted programs and the CDs are easy to 

obtain. Each unit of the textbook under study contained one reading passage on different 

topics like "The Five Most Effective Work Habits" (p.70), "Holidays Around the World" 

(p.80), "The Printing Press" (p.94), "Issues in Current World Problems" (p.104), " Clean 

Energy" (p.118)  and so on. An extra number of 5 intermediate reading passages, selected 

from the internet, were also given to the groups during the treatment sessions (See 

Appendix J).  

3.4. Procedure  

The process of data collection in this study included the following procedures: 

  Initially, the Michigan Test of English Language Proficiency (MTELP) was 

administered to the participants to make sure that there were no significant differences 

among the participants in terms of their language proficiency level. The version of the 

MTELP used for the purpose of the present study included 100 items in multiple-choice 

format. The time allocated to the administration of the test was 90 minutes and the total 

score was 100. During the test administration, the students were not allowed to ask any 

questions about vocabularies, the grammatical points or the reading comprehension items. 

After collecting the papers from the learners, the tests were scored by the researcher and 



analyzed for the next phase. 171 participants whose scores were one standard deviation 

below and above the mean score were selected as homogenous students from the total 216 

and the others were excluded. 

 Then, the researcher divided the participants into five experimental groups in ten 

different classes with each group being randomly assigned to one of the three treatment 

conditions: Two Scaffolding groups in conventional as well as computer-assisted contexts, 

two Jigsaw groups again in conventional and computer-assisted settings, and one Blended 

learning group just in a computer- assisted context. The reason goes to the fact that in the 

conventional settings, there is no possibility of designing blended learning. 

 As stated above, the study used seven questionnaires. Before giving each 

questionnaire, the examinee gave explanation about the questionnaire in Persian to clarify 

ambiguity and remove anxiety. The students were allowed to ask questions pertaining to 

the questionnaires if there were any. The researcher with the assistance of the other tutors 

collected the questionnaires after completion, since the items were easy to understand (as 

students reported), there was no vague and incomprehensible item to be questioned.  

 In the first session, the Anxiety and Autonomy questionnaires were distributed 

among the participants, and the students completed them. The allocated time for these two 

questionnaires was 25 minutes collectively. 

 In the second session, the Motivation and Self-esteem questionnaires were given to 

the participants, and the allotted time was 30 minutes collectively. 



 In the third session, the Critical thinking questionnaire was given to the students. 

The allocated time for this questionnaire was 20 minutes. 

 In the fourth session, the Attitude questionnaire was given to the participants to be 

responded to in 15 minutes.  

 The final questionnaire, which was on Self-regulation, was presented to the 

learners to be completed at home in order to save the treatment time. With the assistance 

of the other teachers, the questionnaires were collected after their completion, and were 

scored by the researcher. 

 Since the researcher could not interfere in the students' selection after placement 

test, she had to arrange the learners into different intact groups. All of the 39 learners in 

two classes were required to install Telegram application, which is a social network to 

create groups, and were sent the material to be learned through this application. In the 

online section, students benefitted both from their own reading texts available in Top 

Notch books as well as extra online reading texts. The procedure for blended learning in 

the computer-assisted context was as follows: 

Step 1: The reading comprehension texts were uploaded to the Telegram groups. 

This step included sending two reading texts, one from the textbook under study (See 

Appendix I) and the other as an extra online reading selected from the net based on the 

learners' level of proficiency (See Appendix J). These texts were provided out of the 

classroom time three or four days before (the 4th, 8th, 12th, 16th, and 20th) face-to-face 

sessions. 



 Step 2: In this part, the students were asked to review the two texts critically, and 

analyze the hard words in them before coming to class.  

 Step 3: Some hints were provided on the organization of a paragraph, and the 

concepts such as 'the key sentence', 'the supporting sentences' and the 'unity of ideas' were 

clarified. Then, the learners were required to take a look at the texts again and try to 

identify the main ideas in them.   

 Step 4: Based on the texts, they were obliged to write the main idea/ideas of the 

texts and make 8 to 10 questions for each text and e-mail them to their teachers within two 

days. They were also asked to answer the multiple-choice or open-ended questions 

following the texts and send their responses as well.   

 Step 5: The teachers corrected their responses and graded them trying to 

distinguish the weak performers from strong ones. 

 Step 6: The students and teachers met in a face-to-face class (e.g. sessions 4, 8, 12, 

16, & 20). While teaching the reading texts of their course book, the teacher paid more 

attention to the weak students and took advantage of the strong students to be the leaders 

in their groups. The correct answers of the questions and the main ideas of the texts were 

given at the end of face-to-face sessions. The procedure continued until all the 10 reading 

comprehension texts were presented and practiced through Telegram.  



 The procedure for Jigsaw was as follows: 

 Step 1: In two Jigsaw conventional classrooms, for the familiarity of the learners, 

the teacher introduced the concept of jigsaw reading comprehension in the first place. 

  Step 2: The students in each class were divided into 4 to 6 jigsaw groups 

depending on the number of students in each class and every member in the group was 

numbered: 1, 2, 3, 4, and so on. 

 Step 3: The teacher divided the reading passage into five or six segments 

(depending on the length of the passage) and gave each segment in hard copy to one 

student in a Jigsaw group (the total number of 5 reading passages was dismantled this way 

throughout the course). Every learner in each Jigsaw group was asked to read his share of 

the reading and explore the ideas in that part. Every member was also required to guess 

whether his part of the text was related to the main idea of the reading, to the body or to 

the conclusion of the text.   

 Step 4: After reading the given segments, members from different jigsaw teams 

(i.e. those who had read similar segments) formed new groups and met to talk about their 

common topics. They exchanged ideas, cleared up questions and discussed to make sure 

they had mastered their parts perfectly. They practiced with one another to master the 

puzzle in such a way to give a summary of that part to their original expert groups. They 

interacted for almost 10 minutes and became ready for the next step. 

  Step 5: After learning their own sections, the students reconvened and each group 

member was obliged to make his/her own presentation and teach the related section to the 



other teammates in the expert group trying to make them understand that segment and to 

combine all parts together in order to achieve integrity.  

 Step 6: Finally, there was an assessment of the whole reading passage which was 

based on the overall improvement of the groups. The teacher in each class randomly chose 

one student in every expert group and required him/her to deliver his summary of the text. 

The score of this student was considered as the final score of that specific expert group. 

The group (or groups) who had the highest average group improvement score received a 

group reward, which was a better class activity mark.   

 In computer-assisted jigsaw context, the condition somehow differed from the 

conventional context in that the students received pieces of reading texts through their 

tablets, which were equipped with Telegram application. In fact, this technology was 

considered as the only channel or instrument through which the texts were available for 

online groups. Similar to the conventional context, the teacher divided the online class into 

4 to 6 expert groups. Then he divided the reading texts into specific parts and assigned 

each reader to one online part in his expert team. Each member in the group was informed 

of the name of members in other groups with similar tasks. The similar members of the 

expert groups who formed the sub-groups had to master their parts carefully and share 

their ideas with one another to have better mastery. After learning their own sections, the 

students came back (joined again) to their original online expert groups and presented their 

online summaries to the whole group. In the next step, the teacher selected one member in 

each expert team randomly and wanted him/her to deliver the summary to the whole class 

and answer some reading comprehension questions for the purpose of evaluation. This 



procedure was repeated 5 times during the course to cover other reading comprehension 

passages.  

 The number of participants in the scaffolding group was 64. The learners were 

divided into two groups: 33 students were placed in the conventional context with 17 male 

leaners placed in one class and 16 female learners in the second class. On the other hand, 

31 learners were included in the computer-

students with 14 in one class and 17 in the other one. As to the implementation of this 

strategy, the following procedure was applied in the conventional group: 

 Step 1: To help the learners to better tackle the challenging texts and not to lose 

their interest, pre-teaching vocabulary was done by employing a lexical scaffolding 

technique known as 'Front- Loading'. The English meanings of some expressions as well 

as the hard words in contexts for each single passage were given on a sheet of paper to the 

learners two sessions ahead of teaching each reading comprehension text (five times over 

the course). This way, they were not left all alone down the dark path of hard texts which 

were hurdled by some peculiar words. Therefore, the teachers served as the students' 

guides.  

 Step 2: During the teaching process, the warm-up and tapping into learners' prior 

knowledge was also done as another scaffolding strategy by asking key questions on the 

content of the passage and requiring the students to share their ideas and experiences. So, 

they were expected to relate this information with their own lives and offered sporadic 

hints to discover the connections and grasp the final message in the texts. 



  Step 3: Whenever necessary, to clarify the meanings of some words, the teachers 

used first-language translation by writing the Persian equivalents on the board; this is 

because using mother tongue orally is strictly forbidden at intermediate level in the 

institute. 

 Step 4:  Peer scaffolding was encouraged as well. The teachers gave learners time 

to discuss the new words in small or whole groups to receive positive feedback from their 

peers and reduce their stress. 

 Step 5: Whenever needed, the complicated sections of the texts were paraphrased 

to pave the way for better comprehension.   

For the computer-assisted groups, the words were sent to the learners two or three days 

before teaching the reading comprehension texts through their Telegram application. Some 

key questions were also asked on the content of each text to tap into their prior knowledge. 

Members of each class had enough time to share their knowledge on the topics with their 

classmates. 

3.5. Data Analysis   

      Having given the tests and collected the data, the researcher utilized ANCOVA 

(Analysis of Covariance) to analyze the obtained data and to answer each of the research 

questions.  



   



Chapter Four: Results and Discussion 

4.1. Introduction

This study probed the comparative effect of instructional techniques including blended 

learning, jigsaw, and scaffolding on EFL learners' personal traits of attitude, motivation, 

autonomy, self-esteem, self-regulation, and critical thinking in addition to reading-related 

trait of anxiety in computer-assisted and conventional contexts. In this chapter, the results 

of data analysis are presented in tables. A discussion section is presented as well. 

4.2. Results 

4.2.1. Investigation of the First Research Question

The first research question sought to investigate the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' reading anxiety. To this end, 

the first ANCOVA procedure was used. Table 4.1 shows the results of the descriptive 

statistics. 

As Table 4.1 shows, the blended learning group has the highest mean score, followed by 

the conventional scaffolding group and the conventional jigsaw group. To determine 

whether or not the observed differences between the groups were statistically significant 



and meaningful, the ANCOVA procedure was used. The results of the ANCOVA are 

shown in Table 4.2. 

                  Table 4.1 
       Descriptive Statistics for FLRAS 

Table 4.2 
Test Statistics for the ANCOVA on FLRAS

Source Type II Sum 
of Squares 

Df Mean 
Square 

F Sig. Partial 
Eta 

Squared 
Corrected 
Model 

726.061a 3 242.020 4.729 .004 .124 

Intercept 11112.352 1 11112.352 217.32 .000 .685 

Anxiety 
pre-test 

58.834 1 58.834 1.150 .286 .011 

Group 706.007 2 353.004 6.898 .002 .121 
Error 5117.775 100 51.178 
Total 360005.000 104 

Corrected 
Total 

5843.837 103 

Group  Mean Std. 
Deviation 

N 

Blended 
Learning 

61.11 9.064 38 

Conventional 
Jigsaw  

54.97 3.432 33 

Conventional 
Scaffolding  

58.58 7.416 33 

Total 58.36 7.532 104 



As Table 4.2 shows, there is a significant difference among groups in terms of their 

anxiety. Moreover, to see whether this significant difference existed among groups prior to 

treatment, the pre-test anxiety scores were checked and the results showed no statistical 

difference. Therefore, the type of treatment has a considerable effect on anxiety. 

Meanwhile, the scores in eta squared column show that about 12% of the total differences 

between the groups are due to the type of treatment which was given to them. To locate the 

differences, pairwise comparisons were made. The results are shown in Table 4.3. 

                                     

Table 4.3  
 Pairwise Comparisons for the ANCOVA on FLRAS

As Table 4.3 indicates, there is a significant difference between the effects of blended 

learning group and the conventional jigsaw group. No significant difference is seen 

between blended learning and scaffolding groups. Also, there is a significant difference 

between conventional scaffolding and the jigsaw groups with regard to learners' anxiety. 

(I) Group (J) Group Mean 
Difference 

(I-J) 

Std. 
Error 

Sig.a

Blended learning Conventional 
Jigsaw  

6.358* 1.715 .000 

Blended learning Conventional 
Scaffolding  

2.618 1.704 .128 

Conventional 
Scaffolding 

Conventional 
Jigsaw 

3.740* 1.766 .037 



Therefore, we can safely conclude that the conventional jigsaw is less stress and anxiety 

provoking than the blended learning and the conventional scaffolding groups.   

4.2.2.   Investigation of the Second Research Question 

The second ANCOVA procedure was run to investigate the effects of jigsaw and 

scaffolding in a computer-assisted context and blended learning on EFL learners' reading 

anxiety. Table 4.4 summarizes the results of the descriptive statistics.

                                  
Table 4.4 
Descriptive Statistics for FLRAS

Group Mean Std. 
Deviation 

N 

Blended Learning 61.11 9.064 38 

Computer- based 
Jigsaw 

55.81 4.221 36 

Computer- based 
Scaffolding 

57.52 6.811 31 

Total 58.23 7.336 105 

  

According to Table 4.4, it can be observed that the blended learning group has the highest 

mean score, followed by the computer-based scaffolding group and the computer-based 

jigsaw group. The results of the ANCOVA are shown in Table 4.5. 



Table 5 

ANOVA results on FLRAS 

As Table 4.5 shows, there is a significant difference among groups in the computer-based 

context in terms of their anxiety. Also, the pre-test anxiety scores show no meaningful 

difference existing among the groups before treatment. Then, here again, the type of 

treatment has an important effect on learners' reading anxiety. At the same time, the scores 

in eta squared column show that 9.5% of the total differences between the groups are due 

to the type of treatment which was given to them. Pairwise comparisons were also made to 

locate the differences. The results are shown in Table 4.6.   

Source Type II 

Sum of 

Squares 

Df Mean 

Square 

F Sig. Partial 

Eta 

Squared 

Obser

ved 

Powerb

Corrected 

Model 

542.369a 3 180.790 3.613 .016 .097 .780 

Intercept 10719.742 1 10719.742 214.219 .000 .680 1.000 

FLRAS  

pre-test

.814 1 .814 .016 .899 .000 .052 

Group 531.544 2 265.772 5.311 .006 .095 .828 

Error 5054.146 101 50.041     

Total 361606.000 105      

Corrected 

Total

5596.514 104      



Table 6 
Pairwise comparisons on FLRAS 

   

Based on Table 4.6, there is a significant and meaningful difference between the effects of 

blended learning and the computer-based jigsaw group. There is also a significant 

difference between the effects of blended learning and computer-based scaffolding. 

However, no significant difference is seen between the computer-based scaffolding and 

jigsaw groups. Therefore, it can be concluded that learners in the computer-based jigsaw 

group had less reading anxiety than the blended learning and computer-based scaffolding 

groups.  

4.2.3.   Investigation of the Third Research Question 

The third research question investigated the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' attitude. The third ANCOVA 

procedure was used to analyze the participants’ scores. The results of the descriptive 

statistics are summarized in Table 4.7. 



                         

Based on Table 4.7, the conventional jigsaw group has the highest mean score, followed 

by the blended learning group and the conventional scaffolding group. To determine 

whether or not the observed differences between the groups were statistically significant 

and meaningful, the ANCOVA procedure was used. The results of the ANCOVA are 

shown in Table 4.8. 

Table 4.8 

ANCOVA results on Attitude 

Table 4.7 
Descriptive Statistics for Attitude 

Group Mean Std. 
Deviation 

N 

Blended Learning 88.26 12.245 38 
Conventional 
Jigsaw  

99.00 5.362 33 

Conventional 
Scaffolding   

87.79 13.534 33 

Total 91.52 12.083 104 

Source Type II 
Sum of 
Squares 

Df Mean 
Square 

F Sig. Partial 
Eta 

Squared 
Corrected 
Model 

2805.45a 3 935.152 7.645 .000 .187 

Intercept 13278.16 1 13278.1 108.548 .000 .520 

Attitude pre-test 96.378 1 96.378 .788 .377 .008 

Group 2748.52 2 1374.263 11.235 .000 .183 
Error 12232.50 100 122.325 
Total 886118.0 104 

Corrected Total 15037.96 103 



As Table 4.8 shows, there is a significant difference among the groups in terms of their 

attitude. Moreover, to see whether or not this observed difference existed among the 

groups prior to treatment, the pre-test attitude scores were checked and the results showed 

no statistical difference. Therefore, the type of treatment has a significant effect on 

attitude. Meanwhile, the scores in eta squared column indicated that more than 18% of the 

total differences between the groups are due to the type of treatment which was given to 

them. To locate the differences, pairwise comparisons were made. The results are shown in 

Table 4.9. 

Table 4.9 

Pairwise comparisons on attitude 

As Table 4.9 shows, there is a significant difference between the effects of blended 

learning group and the conventional jigsaw group. Similarly, there is a meaningful 

difference between the effects of the conventional jigsaw group and the conventional 

scaffolding group. However, no significant difference is seen between blended learning 

and conventional scaffolding groups. Therefore, we can come to the conclusion that the 

(I) Group (J) Group Mean 
Difference 

(I-J) 

Std. 
Error 

Sig.a

Blended 
learning 

Conventional 
Jigsaw 

-10.814* 2.633 .000 

Blended 
learning 

Conventional 
Scaffolding 

.501 2.632 .850 

Conventional 
Jigsaw 
  

Conventional 
Scaffolding 

11.315* 2.725 .000 



conventional jigsaw technique is significantly more effective than both the conventional 

scaffolding and the blended learning groups, whereas there is no significant difference 

between the latter groups.  

4.2.4.   Investigation of the Fourth Research Question 

The fourth research question investigated the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' attitude. The fourth 

ANCOVA procedure was used to analyze the participants’ scores. The results of the 

descriptive statistics are summarized in Table 4.10.

According to Table 4.10, it can be observed that the computer-based scaffolding group has 

the highest mean score, followed by the blended learning group and the computer-based 

jigsaw group. To see whether or not the observed differences were statistically significant, 

the ANCOVA procedure was used the results of which are shown in Table 4.11. 

Table 4.10 
Descriptive Statistics for Attitude

Group Mean Std. 
Deviation 

N 

Blended learning 88.26 12.245 38 

Computer- based 
Jigsaw 

86.22 7.388 36 

Computer- based 
Scaffolding 

92.71 12.461 31 

Total 88.88 11.111 105 



Table 4.11 

ANCOVA results on attitude 

Source Type II 

Sum of 

Squares 

Df Mean 

Square 

F Sig. Partial 

Eta 

Squared 

Observed 

Powerb

Correcte

d Model 

723.592a 3 241.197 2.011 .117 .056 .503 

Intercept 11980.665 1 11980.665 99.87

3 

.000 .497 1.000 

Attitude 

pre-test 

.179 1 .179 .001 .969 .000 .050 

Group 722.413 2 361.206 3.011 .054 .056 .572 

Error 12115.798 101 119.958 

Total 842232.00 105 

Corrected Total                    104 12839.3 

a. R Squared = .056 (Adjusted R Squared = .028) 

b. Computed using alpha = .05 

As Table 4.11shows, no significant difference is seen among the groups in the computer-

based context in terms of learners' attitude. Therefore, we can safely come to the 

conclusion that all the above-mentioned techniques have more or less the same effect on 

learners' attitude. 



4.2.5. Investigation of the Fifth Research Question  

The fifth ANCOVA procedure was run to investigate the effects of jigsaw and scaffolding 

in a conventional context and blended learning on EFL learners' motivation. Table 4.12 

summarizes the results of the descriptive statistics. 

          

              

  

As Table 4.12 shows, the conventional jigsaw group has the highest mean score, followed 

closely by the blended learning group and the conventional scaffolding group. To 

determine whether or not the observed differences between the groups were statistically 

significant and meaningful, the ANCOVA procedure was used. The results of the 

ANCOVA are shown in Table 4.13. 

Table 4.12  
Descriptive Statistics for Motivation 

Group Mean Std. 
Deviation 

N 

Blended Learning 98.29 10.064 38 

Conventional Jigsaw  98.67 8.749 33 

Conventional Scaffolding  94.97 13.977 33 

Total 97.36 11.115 104 



Table 4.13 

ANCOVA results on motivation 

Source Type III 
Sum of 
Squares 

Df Mean 
Square 

F Sig. Partial 
Eta 

Squared 
Corrected 
Model 

281.675a 3 93.892 .755 .522 .022 

Intercept 18437.540 1 18437.54 148.162 .000 .597 
Motivation 
pre-test 

3.958 1 3.958 .032 .859 .000 

Group 277.936 2 138.968 1.117 .331 .022 
Error 12444.161 100 124.442 
Total 998453.00 104 
Corrected 
Total 

12725.837 103 

As Table 4.13 shows, there are no significant differences among the groups in terms of 

learners' motivation. Therefore, it can be safely concluded that all the above-mentioned 

techniques have more or less the same effect on learners' motivation. 

4.2.6 Investigation of the Sixth Research Question  

The sixth research question probed the effects of jigsaw and scaffolding in a computer-

assisted context and blended learning on EFL learners' motivation. The sixth ANCOVA 

procedure was used to analyze the participants’ scores. The results of the descriptive 

statistics are summarized in Table 4.14. 



                       

 Based on Table 4.14, it can be observed that the computer-based scaffolding group has the 

highest mean score, followed by the blended learning group and the computer-based 

jigsaw group. The results of the ANCOVA are shown in Table 4.15.  

Table 4.15 

ANCOVA results on motivation 

According to Table 4.15, very much like the conventional context, there is no significant 

difference among the groups in terms of learners' motivation.  

Table 4.14 
Descriptive Statistics for Motivation 

Group Mean Std. 
Deviation 

N 

Blended Learning 98.29 10.064 38 
Computer- based 
Jigsaw 

97.17 10.152 36 

Computer-based 
Scaffolding  

100.61 14.886 31 

Total 98.59 11.687 105 

Source Type II Sum 

of Squares 

Df Mean 

Square 

F Sig. Partial Eta 

Squared 

Corrected Model 642.281a 3 214.094 1.594 .195 .045

Intercept 16343.974 1 16343.9 121.708 .000 .546 

Motivation pre- 439.061 1 439.061 3.270 .074 .031 

Group 158.914 2 79.457 .592 .555 .012 

Error 13563.109 101 134.288    

Total 1034814.00 105     

Corrected Total 14205.390 104     



Therefore, it may be claimed that none of these techniques has any differential effect on 

learners' motivation in computer-assisted context. 

4.2.7 Investigation of the Seventh Research Question  

The seventh ANCOVA procedure was run investigate the effects of jigsaw and scaffolding 

in a conventional context and blended learning on EFL learners' autonomy. Table 4.16 

summarizes the results of the descriptive statistics. 

As Table 4.16 shows, the blended learning group has the highest mean score, followed by 

the conventional scaffolding group and the conventional jigsaw group. To make sure 

whether or not the observed differences between the groups were statistically significant 

and meaningful, the ANCOVA procedure was used. The results of the ANCOVA are 

shown in Table 4.17.  

Table 4.16  

Descriptive Statistics for Autonomy 

Group Mean Std. 

Deviation 

N 

Blended learning 83.47 9.040 38 

Conventional Jigsaw 70.18 12.931 33 

Conventional Scaffolding  78.73 6.089 33 

Total 77.75 11.116 104 



Based on Table 4.17, a significant difference is observed among the groups in terms of 

their autonomy in the conventional context. Moreover, to determine whether or not this 

observed difference existed among the groups prior to the treatment, the pre-test autonomy 

scores were checked and the results showed no statistical difference. Therefore, this type 

of treatment can be claimed to exert a noticeable effect on learners' autonomy. Meanwhile, 

the scores in eta squared column indicate that nearly 25% of the total differences between 

the groups are due to the type of treatment which was given to them. To locate the 

differences, pairwise comparisons were made. The results are shown in Table 4.18. 

Table4.17 

Tests of Between-Subjects Effects for Autonomy 

Source Type II 

Sum of 

Squares 

Df Mean 

Square 

F Sig. Partial 

Eta 

Squared 

 Observed 

Powerb

Corrected 

Model 

3166.633a 3 1055.54 11.04 .000 .249  .999 

Intercept 11621.119 1 11621.11 121.54 .000 .549  1.000 

Autonomy 

pretest 

.061 1 .061 .001 .980 .000  .050 

Group 3162.422 2 1581.21 16.53 .000 .249  1.000 

Error 9560.867 100 95.609      

Total 641414.00 104       

Corrected 

Total 

12727.500 103       

a. R Squared = .249 (Adjusted R Squared = .226) 

b. Computed using alpha = .05 



As shown in Table 4.18, there is a significant difference between the effects of blended 

learning group and the conventional jigsaw group in favor of blended learning. In addition, 

blended learning has turned out to be significantly more effective on learners 'autonomy 

than the conventional scaffolding group. In the same way, there is a meaningful difference 

between conventional scaffolding and the jigsaw groups in favor of scaffolding. Therefore, 

it can be concluded that blended learning has the highest amount of influence in terms of 

learners' autonomy followed by scaffolding and then Jigsaw.  

Table 4.18 
Pairwise Comparisons for Autonomy 
(I) Group (J) Group Mean 

Difference 
(I-J) 

Sig.a 95% Confidence 
Interval for 
Differencea

Lower 
Bound 

Upper 
Bound 

Blended 
Learning 

Conventional 
 Jigsaw 

13.289* .000 8.667 17.91 

Blended 
Learning 

Conventional 
Scaffolding 

4.738* .047 .073 9.402 

Conventional 
Scaffolding 

Conventional 
Jigsaw 

8.551* .001 13.347 3.755 

Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 
a. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 
adjustments). 



4.2.8 Investigation of the Eighth Research Question  

The eighth research question investigated the effects of jigsaw and scaffolding in a 

computer-assisted context and blended learning on EFL learners' autonomy. The results of 

the descriptive statistics are given in Table 4.19.

As indicated by Table 4.19, it can be seen that the blended learning group has the highest 

mean score, followed by the computer-based scaffolding group and the computer-based 

jigsaw group. The results of the eighth ANCOVA are shown in Table 4.20. 

Table 4.19 
Descriptive Statistics for Autonomy 

Group Mean Std. 
Deviation 

N 

Blended Learning 83.47 9.040 38 

Computer- based 
Jigsaw 

79.83 5.784 36 

Computer- based 
Scaffolding 

80.48 4.788 31 

Total 81.34 7.044 105 



According to Table 4.20, there is no significant difference among groups in the computer-

based context regarding learners' autonomy. Therefore, it may be claimed that these 

techniques are equally effective in computer-assisted context. 

4.2.9 Investigation of the Ninth Research Question  

The ninth research question explored the effects of jigsaw and scaffolding in a 

conventional context and blended learning on EFL learners' self-esteem. The ninth 

ANCOVA procedure was used to analyze the participants’ scores. The results of the 

descriptive statistics are summarized in Table 4.21. 

Table 4.20 

Tests of Between-Subjects Effects for Autonomy 

Source Type II Sum 

of Squares 

df Mean 

Square 

F Sig. Partial Eta 

Squared 

 Observed 

Powerb

Corrected 

Model 

277.747a 3 92.582 1.915 .132 .054  .482 

Intercept 15260.484 1 15260.484 315.718 .000 .758  1.000 

Autonomy 

Pre 

.305 1 .305 .006 .937 .000  .051 

Group 276.146 2 138.073 2.857 .062 .054  .549 

Error 4881.911 101 48.336 
     

Total 699909.000 105 
      

Corrected 

Total 

5159.657 104 
      

Squared = .054 (Adjusted R Squared = .026) 

b. Computed using alpha = .05 

a. R  



As Table 4.21 shows, the conventional scaffolding group has the highest mean score, 

followed by the blended learning group and the conventional jigsaw group. The results of 

the ANCOVA are given in Table 4.22. 

Table 4.22 

Tests of Between-Subjects Effects for Self-esteem

Source Type III 
Sum of 
Squares 

Df Mean 
Square 

F Sig. Partial Eta 
Squared 

Corrected Model 240.643a 3 80.214 1.409 .245 .041  
Intercept 9316.315 1 9316.315 163.670 .000 .621  
Self-esteem pretest 2.843 1 2.843 .050 .824 .000  
Group 238.327 2 119.163 2.093 .129 .040  
Error 5692.117 100 56.921     
Total 268037.00 104      
Corrected Total 5932.760 103      
a. R Squared = .041 (Adjusted R Squared = .012) 
b. Computed using alpha = .05 

As indicated by Table 4.22, there are no significant differences among the groups in the 

conventional context in terms of learners' self-esteem. Therefore, it can be safely 

concluded that all the above-mentioned techniques have more or less the same effect on 

learners' self-esteem.  

Table 4.21  
Descriptive Statistics for Self-esteem 

Group Mean Std. 
Deviation 

N 

Blended Learning 49.58 6.462 38 
Conventional 
Jigsaw  

48.76 5.118 33 

Conventional 
Scaffolding  

52.36 10.173 33 

Total 50.20 7.589 104 



4.2.10 Investigation of the Tenth Research Question  

The tenth research question investigated the effects of jigsaw and scaffolding in a 

computer-based context and blended learning on EFL learners' self-esteem. The tenth 

ANCOVA procedure was used. The results of the descriptive statistics are summarized in 

Table 4.23. 

               

Table 4.23 

Descriptive Statistics for Self-esteem

Group Mean Std. 

Deviation 

N 

Blended Learning 49.58 6.462 38 

Computer- based Jigsaw 54.78 11.603 36 

Computer- based 

Scaffolding 

51.77 9.426 31 

Total 52.01 9.520 105 

               

As Table 4.23 shows, the computer-based jigsaw group has the highest mean score, 

followed by the conventional scaffolding and the blended learning group. To see whether 

or not the observed differences between the groups were statistically significant and 

meaningful, the ANCOVA procedure was used. The results of the ANCOVA are given in 

Table 4.24. 



As indicated by Table 4.24, no significant difference is observed among groups in the 

computer-based context in terms of learners' self-esteem. Therefore, it may be claimed that 

none of these techniques has any differential effect on learners' self-esteem in computer-

assisted context. 

4.2.11 Investigation of the Eleventh Research Question  

The eleventh ANCOVA procedure was run to investigate the effects of jigsaw and 

scaffolding in a conventional context and blended learning on EFL learners' self-

regulation. Table 4.25 gives a summary of the results of the descriptive statistics. 

Table 4.24 

Tests of Between-Subjects Effects for Self-esteem

Source Type II Sum 

of Squares 

Df Mean 

Square 

F Sig. Partial 

Eta 

Squared

Observed 

Powerb

Corrected 

Model 

544.660a 3 181.553 2.065 .110 .058 .515 

Intercept 11034.274 1 11034.27 125.498 .000 .554 1.000 

Self-esteem 

pre-test 

42.574 1 42.574 .484 .488 .005 .106 

Group 538.866 2 269.433 3.064 .051 .057 .580 

Error 8880.331 101 87.924      

Total 293449.000 105       

Corrected 

Total 

9424.990 104       

a. R Squared = .058 (Adjusted R Squared = .030) 

b. Computed using alpha = .05 



                                        

As Table 4.25 shows, the conventional jigsaw group has the highest mean score, followed 

by the conventional scaffolding and the blended learning group. To see whether or not the 

observed differences between the groups were statistically significant and meaningful, the 

ANCOVA procedure was used. The results of the ANCOVA are given in Table 4.26. 

Table 4.25 
Descriptive Statistics for Self-regulation 
Group Mean Sd N 
Blended learning 191.87 24.219 38 
Conventional 
Jigsaw  

196.88 9.854 33 

Conventional 
Scaffolding  

192.55 21.080 33 

Total 193.67 19.592 104 

Table 4.26 
Tests of Between-Subjects Effects for Self-regulation 

Source Type III Sum 
of Squares 

df Mean 
Square 

F Sig. Partial 
Eta 
Squared 

Corrected 
Model 

1102.937a 3 367.646 .957 .416 .028 

Intercept 179953.703 1 179953.70 468.24 .000 .824 

Self-
regulation 
pre-Test 

598.091 1 598.091 1.55 .215 .015 

Group 733.464 2 366.732 .954 .389 .019 
Error 38431.948 100 384.319 
Total 3940498.000 104 

Corrected 
Total 

39534.885 103 

a. R Squared = .028 (Adjusted R Squared = -.001) 
b. Computed using alpha = .05 



As Table 4.26 shows, there is no significant difference among groups in the conventional 

context in terms of learners' self-regulation. Therefore, it can be safely concluded that all 

the above-mentioned techniques have more or less the same effect on learners' self-

regulation. 

4.2.12 Investigation of the Twelfth Research Question 

The twelfth research question explored the effects of jigsaw and scaffolding in a computer-

based context and blended learning on EFL learners' self-regulation.  

The twelfth ANCOVA procedure was used to analyze the participants’ scores. The results 

of the descriptive statistics are given in Table 4.27. 

                              

  

Based on Table 4.27, it can be seen that the computer-based scaffolding group has the 

highest mean score, followed by the blended learning group and the computer-based 

jigsaw group. The results of the ANCOVA are shown in Table 4.28. 

Table 4.27 
Descriptive Statistics for Self-regulation 

Group Mean Std. 
Deviation 

N 

Blended Learning 191.87 24.219 38 

Computer- based 
Jigsaw 

188.11 25.089 36 

Computer- based 
Scaffolding 

193.45 19.908 31 

Total 191.05 23.234 105 



As Table 4.28 shows, there is no significant difference among groups in the computer-

based context in terms of learners' self-regulation. Therefore, it may be claimed that none 

of these techniques has any differential effect on learners' self-regulation in computer-

assisted context. 

4.2.13 Investigation of the Thirteenth Research Question  

The thirteenth ANCOVA procedure was run to investigate the effects of jigsaw and 

scaffolding in a conventional context and blended learning on EFL learners' critical 

thinking. Table 4.29 summarizes the results of the descriptive statistics. 

Table 4.28 

Tests of Between-Subjects Effects for Self-regulation 

Source Type II Sum of 

Squares 

Df Mean 

Square 

F Sig. Partial Eta 

Squared 

 Observe

d Powerb

Corrected 

Model

810.235a 3 270.078 .493 .688 .014  .147 

Intercept 69941.858 1 69941.858 127.6 .000 .558  1.000 

Self-regulation 

pre 

295.048 1 295.048 .539 .465 .005  .112 

Group 513.067 2 256.534 .468 .627 .009  .125 

Error 55328.527 101 547.807      

Total 3888554.000 105       

Corrected 

Total 

56138.762 104       

a. R Squared = .014 (Adjusted R Squared = -.015) 

b. Computed using alpha = .05 



As Table 4.29 shows, the blended learning group has the highest mean score, followed by 

the conventional jigsaw group and the conventional scaffolding group. To determine 

whether or not the observed differences between the groups were statistically significant 

and meaningful, the ANCOVA procedure was used. The results of the ANCOVA are 

shown in Table 4.30. 

Table 4.30 
Tests of Between-Subjects Effects for Critical Thinking 

Table 4.29  
Descriptive Statistics for Critical Thinking 
Group Mean Std. 

Deviation 
N 

Blended learning 130.74 24.895 38 
Conventional 
Jigsaw  

123.61 12.782 33 

Conventional 
Scaffolding  

115.09 27.880 33 

Total 123.51 23.598 104 

Source Type II 
Sum of 
Squares 

Df Mean 
Square 

F Sig. Partial 
Eta 
Squared 

Observ
ed 
Power 

Corrected 
Model 

4872.47a 3 1624.15 3.09 .030 .085 .707 

Intercept 46652.21 1 46652.2 88.8 .000 .471 1.000 
Critical-
thinking 
pretest 

548.45 1 548.45 1.04 .309 .010 .173 

Group 3941.52 2 1970.76 3.75 .027 .070 .674 
Error 52483.5 100 524.83      
Total 1643837.0 104       

Corrected 
Total 

57355.9 103       

a. R Squared = .085 (Adjusted R Squared = .057) 
b. Computed using alpha = .05 



As Table 4.30 shows, there is a significant difference among groups in terms of critical 

thinking. Moreover, to see whether or not this observed difference existed among groups 

prior to treatment, the pre-test critical thinking scores were checked and the results showed 

no statistical difference. Therefore, the type of treatment has an important effect on critical 

thinking. Meanwhile, the scores in eta squared column indicated that 7% of the total 

differences between the groups are due to the type of treatment which was given to them. 

To locate the differences, pairwise comparisons were made. The results are shown in 

Table 4.31. 

As indicated in Table 4.31, there is no significant difference between the effects of blended 

learning group and the conventional jigsaw group. Similarly, there is no meaningful 

difference between the effects of the conventional scaffolding and jigsaw groups. 

Table 4.31 
Pairwise Comparisons for Critical Thinking

(I) Group (J) Group Mean 

Difference 

(I-J) 

Std. 

Error 

Sig.a 95% Confidence 

Interval for Differencea

Lower 

Bound 

Upper 

Bound 

Blended  

Learning 

Conventional 

Jigsaw  

7.056 5.452 .199 -3.760 17.872 

  
 Blended  
Learning

Conventional  

Scaffolding 

15.029* 5.484 .007 4.148 25.910 

Conventional  

Scaffolding 

Conventional 

Jigsaw 

-7.973 5.665 .162 -19.212 3.266 

Based on estimated marginal means 

a. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 

adjustments). 

*. The mean difference is significant at the .05 level. 



However, a significant difference is seen between the effects of blended learning and the 

conventional scaffolding groups. Therefore, we can come to the conclusion that the 

conventional scaffolding technique is significantly more effective on critical thinking than 

the conventional jigsaw and the blended learning groups, whereas there is no significant 

difference between the latter groups. 

4.2.14 Investigation of the Fourteenth Research Question 

The fourteenth research question explored the effects of jigsaw and scaffolding in a 

computer-based context and blended learning on EFL learners' critical thinking. The 

fourteenth ANCOVA procedure was used to analyze the participants’ scores. The results 

of the descriptive statistics are given in Table 4.32. 

According to Table 4.32, the blended learning group has the highest mean score, followed 

by the computer-based jigsaw group and the computer-based scaffolding group. To 

determine whether or not the observed differences between the groups were statistically 

Table 4.32 
Descriptive Statistics for Critical Thinking

Group Mean Std. 
Deviation 

N 

Blended learning 130.74 24.895 38 

Computer- based  
Jigsaw 

116.44 19.462 36 

Computer- based 
Scaffolding 

104.84 22.271 31 

Total 118.19 24.551 105 



significant and meaningful, the ANCOVA procedure was used. The results of the 

ANCOVA are shown in Table 4.33.  

As Table 4.33shows, there is a significant difference among groups in terms of their 

critical thinking. Moreover, to see whether or not this observed difference existed among 

groups prior to treatment, the pre-test critical thinking scores were checked and the results 

showed no statistical difference. Therefore, the type of treatment has an important effect 

on critical thinking. Meanwhile, the scores in eta squared column indicated that 18.2% of 

the total differences between the groups are due to the type of treatment which was given 

to them. To locate the differences, pairwise comparisons were made. The results are shown 

in Table 4.34 

Table 4.33 

Tests of Between-Subjects Effects for Critical Thinking 

Source Type II Sum 

of Squares 

df Mean 

Square 

F Sig. Partial 

Eta 

Squared 

 Observ

ed 

Powerb

Corrected 

Model 

11802.500a 3 3934.167 7.809 .000 .188  .987 

Intercept 28998.617 1 28998.617 57.560 .000 .363  1.000 

Critical 

thinking 

pre- 

184.760 1 184.760 .367 .546 .004  .092 

Group 11287.519 2 5643.760 11.202 .000 .182  .991 

Error 50883.691 101 503.799      

Total 1529430.000 105       

Corrected 

Total 

62686.190 104       

a. R Squared = .188 (Adjusted R Squared = .164) 

b. Computed using alpha = .05 



As seen in Table 4.34, all three mean differences are statistically significant, suggesting 

that blended learning is more effective on critical thinking than computer-based jigsaw, 

which is, in turn, significantly more effective than computer-based scaffolding.  

4.3. Discussion 

The present study explored the effect of instructional techniques like blended learning, the 

jigsaw, and scaffolding on EFL learner-related traits of attitude, motivation, autonomy, 

self-esteem, self-regulation, and critical thinking in addition to the reading-related trait of 

 Table 4.34 
Pairwise Comparisons for Critical Thinking 

(I) Group (J) Group Mean 
Differen
ce (I-J) 

Std. 
Error 

Sig.a 95% Confidence 
Interval for Diffa

Lower 
Bound 

Upper 
Bound 

Blended Learning Computer- 
based Jigsaw 

14.263* 5.221 .007 3.907 24.619 

Blended Learning Computer-
based 
Scaffolding

27.163* 5.820 .000 15.618 38.709 

Computer-based 
Scaffolding 

Computer- 
based Jigsaw 

-12.900* 5.901 .031 -
24.606 

-1.195 

Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 
a. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 
adjustments). 



anxiety in computer-assisted and conventional contexts. What follows is a comparison 

between the findings of some previous studies and those of the present study. 

 Regarding the first research question, results showed that the conventional jigsaw 

technique is less anxiety provoking than the blended learning and the conventional 

scaffolding techniques. Also, the second research question revealed that the computer-

assisted jigsaw technique, like the conventional jigsaw technique, causes less anxiety than 

the blended learning and the computer based scaffolding techniques. This finding is in line 

with that of Sami Ali (2001), who reported that the jigsaw technique has a positive effect 

on lowering students' anxiety and improving their reading comprehension performance. 

Likewise, this finding corroborates that of Oludipe and Awokoya (2010), who investigated 

the impact of the jigsaw on learners' anxiety and found that through the application of the 

jigsaw method, learners' anxiety drastically reduced. The findings of these two studies are 

similar because Nejad and Keshavarzi (2015) have reported a significant negative 

correlation between reading performance and anxiety in L2 reading.   

 At the same time, these findings are in line with Hadidi and Barzegar (2015) which 

showed a considerable negative correlation between learners' reading anxiety level and 

performance on IELTS reading comprehension. 

 The third research question indicated that the conventional jigsaw technique has a 

more significant effect on learners’ attitude than both the conventional scaffolding and the 

blended learning groups. This finding is compatible with that of Sharan (1980), who 

carried out an investigation on the effect of Jigsaw method on learners' attitudes and 



achievements. It was concluded that there is a positive correlation between learners' 

attitude and the application of the jigsaw technique. In addition, it confirms Wyk (2012), 

based on which a significant relationship was seen between a cooperative learning 

technique called STAD (Student Teams Achievement Divisions) and students' attitude and 

motivation in economics education. STAD is a cooperative learning technique which is 

similar to the jigsaw method as far as learners' involvement in tasks is concerned. 

Therefore, we are somehow safe to generalize the results of this technique to the jigsaw 

method, which is basically cooperative. 

  On the other side, concerning the fourth question, results showed that there is no 

significant difference among the groups in the computer-based context in terms of learners' 

attitude and all the above-mentioned techniques have more or less the same effect on 

learners' attitude. Therefore, it can be concluded that the degree of influence of the 

cooperative methods of scaffolding, blended learning and the jigsaw techniques in 

changing learners mind is a function of the context. 

 As mentioned in literature review, it should be reiterated that it is due to attitudes 

toward language learning that EFL/ ESL learners get motivated in learning the language 

.In fact, learners' motivation to learn is a function of their attitude and orientation towards 

the learning task (Gardner & Lambert, 1972).  So, it can be roughly said that the results of 

most studies in the field of motivation may also hold true for attitude as well.   

 Concerning the fifth research question, results revealed no significant difference 

among the effects of conventional groups treated through the jigsaw and scaffolding 



techniques and blended learning. Therefore, none of these techniques has may be claimed 

to have any differential effect on learners' motivation in conventional contexts. Moreover, 

the sixth research question showed no significant difference among the effects of 

computer-based groups and blended learning. Therefore, very much like conventional 

context, none of them may be claimed to exert any differential impact on learners' 

motivation in computer-assisted context. These findings partially corroborate those of 

Senn (2008) who showed that in face to face conventional settings in which there is direct 

access to instructional supports, learners feel less frustrated and more motivated, and 

reported that students in online and hybrid settings were more dissatisfied and less 

motivated at the time of course evaluation and the level of their frustration increased 

because of the extra amount of time which had to be allotted to online devices. At the same 

time, these findings are in contrast with those of Hodge et al. (2009), who reported that the 

learners' perceptions regarding web-based homework tool were completely different from 

those of traditional methods. They concluded that web-based tools can make a significant 

difference in upgrading students' motivation due to the instantaneous feedback that was 

provided.  

 In contradiction with these findings, Giesbersa et al. (2013) explored the relations 

between motivation, tool use, participation, and performance on a final exam in the context 

of an e-learning. They assumed that using tools that increase more direct, more social 

interaction and feedback among learners and teachers would enhance higher amounts of 

involvement. In other words, higher levels of autonomous motivation are associated with 



more participation in web-videoconferences. The results of their study revealed partial 

evidence to support their hypothesis.   

 Furthermore, these findings do not agree with those of Erhel and Jamet (2013), 

who assessed the effect of digital game-based learning (DGBL) and feedback on 

motivation and quality of learning. They reported that learning instruction did not have any 

negative effect on motivation. 

  Moreover, these findings are in contrast with that of Gambari et al. (2016), who 

showed that students receiving the CSIP mode (computer simulation instruction package) 

outperformed and had higher intrinsic and extrinsic motivation than the conventional 

group. So, employing computer simulation with the aim of improving the learners' efficacy 

and motivation towards the subject was suggested. 

  And finally, these findings do not corroborate that of Yang and Wu (2012), who 

reported that Digital Storyteller (DST) can create a special learning atmosphere for 

invigorating collaboration and is a means of fostering learning and developing motivation 

in learners. 

 Considering the seventh research question, it was concluded that blended learning 

has the highest amount of influence in terms of learners' autonomy followed by scaffolding 

and then Jigsaw. Similarly, in relation with the eighth research question, in a computer-

assisted context, it was found that none of these techniques has any differential effect on 

learners' autonomy in computer-assisted context.  



  No one research has been carried out to probe the effects of all above-mentioned 

instructional techniques on learners' autonomy in a single study in both conventional and 

computer-assisted contexts. However, various studies have been separately done to 

investigate the effect of these techniques on autonomy.  Khosravani et al. (2016) 

showed that there is a positive correlation between the effects of employment of language 

learning software and improving learners' autonomy.  In addition, Farivar and Rahimi 

(2015) and Fatemi et al. (2015) indicated that the employment of CALL could 

considerably influence the learners regarding the enhancement of autonomy. Furthermore, 

this finding is in line with that of Lago (2016), who showed the relevance of tourism 

websites in English as a reliable source for autonomous learning of specialized words and 

concluded that CALL has a constructive role in improving tendencies like team work and 

autonomy.   

 The ninth research question showed that there are no significant differences among 

the groups in the conventional context in terms of learners' self-esteem. Therefore, it can 

mean that all the above-mentioned techniques are equally effective and have more or less 

the same effect on learners' self-esteem. 

  In relation to the tenth research question in the computer-assisted context, it was 

found that there is no significant difference among groups in the computer-based context 

in terms of learners' self-esteem. Therefore, it may be claimed that none of these 

techniques has any differential effect on learners' self-esteem in computer-assisted context. 

This finding contradicts that of Robertson et al. (1987), who showed a positive correlation 

between computer-assisted instruction and students' enhanced self-esteem. 



 Regarding the eleventh research question, results indicated that there is no 

significant difference among groups in the conventional context in terms of learners' self-

regulation. Therefore, it can be safely concluded that all the above-mentioned techniques 

are equally effective. In the same way, and concerning the twelfth research question, no 

significant difference was seen among groups in the computer-based context in terms of 

learners' self-regulation. Therefore, it may be claimed that none of these techniques has 

any differential effect on learners' self-regulation in computer-assisted context. These 

findings contradict that of Shea and Bidjerano (2010) who showed there are moderate 

positive correlations between self-efficacy and collaborative constructs in blended learning 

and completely online contexts. However, a somewhat lower correlation was observed 

between self-regulation and cooperative methods in the same context. Also, these findings 

are in contrast with that of Fisher and Baird (2005), who found that incorporating web-

based collaborative learning assignments into course design is an efficient way to foster 

community in addition to students’ independence and self-regulation.    

 The thirteenth research question showed that the conventional scaffolding 

technique is significantly more effective on critical thinking than the conventional jigsaw 

and the blended learning groups. In addition, concerning the fourteenth research question, 

in computer-assisted context, it was observed that blended learning is more effective on 

critical thinking than computer-based Jigsaw, which is, in turn, significantly more effective 

than computer-based scaffolding. 

 Again, it should be reiterated that there is no single study to confirm or contradict 

these findings; however, some studies were provided in chapter two in this regard. 



  A variety of factors may have culminated in the results obtained in this study. For 

example, the similarity in the findings of the first and the second research questions on the 

effect of jigsaw technique on learners' anxiety can be attributed to the cooperative nature 

of the jigsaw technique, which highlights cooperation more than other techniques and, 

therefore, learners experience less personal anxiety as a result of belonging to their groups. 

 Another important factor seems to be related to the age of the participants. In most 

of the previous studies, the participants the experiments mainly comprised of adults who 

prefer isolation in doing the learning tasks and were afraid of cooperation; however, in the 

present study, the participants were from among adolescents and young adults who 

welcome sharing the tasks and playing with their peers. Therefore, these techniques may 

have different effects in different age groups. 

 The number of learners attending this study might have had effects on the obtained 

results. This study was carried out with a relatively small sample of participants (171), 

whereas in similar investigations like Shea and Bidjerano (2010), the number of the 

participants was 3165, in Kuo et al. (2014), the number of participants included 291, and 

in Robertson et al. (1987), over 1000 participants took part in the study. However, this 

cannot be generalized to all traits. 

 Another significant factor may be learners' level of proficiency. For example, in 

high-proficiency levels, cooperative learning techniques may be less anxiety provoking 

than low-proficiency levels. In the present study, the participants were all at intermediate 



proficiency level, while in other studies, the participants were from different proficiency 

levels.  

 In addition, the context in which the study was conducted may have influenced the 

results. Many scholars maintain that in Iranian educational context, which is mainly 

teacher-centered, many learners are not familiar with the aforementioned skills. So, the 

obtained results may be due to the students' lack of familiarity or the unpredictability of 

the cooperative techniques.   

 Finally, another factor is gender differences which were not taken into account in 

the present study. However, many researchers like Ghaith (2003) have shown that there 

are significant differences between males and females in their perception of cooperative 

experiences. In other words, gender plays a prominent role in the usefulness of cooperative 

techniques. Therefore, this may justify the contradictory results obtained in this study.     

   

   





Chapter Five: Conclusions and Implications 

5.1. Introduction. 

In this chapter, a summary of the findings of the present study will be provided.  

Additionally, some theoretical and pedagogical implications as well as suggestions for 

further research will be given. 

5.2. Summary of the Findings 

Regarding the first research question, results showed that the jigsaw method is the least 

anxiety provoking technique in conventional contexts. Similarly, the second research 

question revealed that in computer-assisted contexts, the jigsaw technique causes less 

anxiety than the other cooperative techniques. So, according to these results we are safe to 

conclude that the jigsaw technique has a significant effect on lowering learners' anxiety 

both in conventional and computer-mediated contexts. 

 Concerning the third research question, results indicated that the conventional 

jigsaw technique is significantly more effective than both the conventional scaffolding and 



the blended learning groups as far as changing learners’ attitude is concerned. On the other 

hand, in relation with the fourth research question, results showed that there is no 

significant difference among the groups in the computer-based context in terms of learners' 

attitude and all the above-mentioned techniques have more or less the same effect on 

learners' attitude.   

 The fifth research question showed that there is no significant difference among the 

effects of conventional groups treated through the jigsaw and scaffolding techniques and 

blended learning. Therefore, none of these techniques has may be claimed to have any 

differential effect on learners' motivation in conventional contexts. Moreover, the sixth 

research question showed no significant difference among the effects of computer-based 

groups and blended learning. Therefore, very much like conventional context, none of 

them may be claimed to exert any differential impact on learners' motivation in computer-

assisted context.   

Considering the seventh research question, it was concluded that blended learning 

has the highest amount of influence in terms of learners' autonomy followed by scaffolding 

and then Jigsaw. Similarly, in relation with the eighth research question, in a computer-

assisted context, it was found that none of these techniques has any differential effect on 

learners' autonomy in computer-assisted context.  

The ninth research question showed that there are no significant differences among 

the groups in the conventional context in terms of learners' self-esteem. Therefore, it can 



mean that all the above-mentioned techniques are equally effective and have more or less 

the same effect on learners' self-esteem. 

In relation to the tenth research question in the computer-assisted context, it was 

found that there is no significant difference among groups in the computer-based context 

in terms of learners' self-esteem. Therefore, it may be claimed that none of these 

techniques has any differential effect on learners' self-esteem in computer-assisted context. 

Regarding the eleventh research question, results indicated that there is no 

significant difference among groups in the conventional context in terms of learners' self-

regulation. Therefore, it can be safely concluded that all the above-mentioned techniques 

are equally effective. In the same way, and concerning the twelfth research question, no 

significant difference was seen among groups in the computer-based context in terms of 

learners' self-regulation. Therefore, it may be claimed that none of these techniques has 

any differential effect on learners' self-regulation in computer-assisted context. 

 And finally, the thirteenth research question showed that the conventional 

scaffolding technique is significantly more effective on critical thinking than the 

conventional jigsaw and the blended learning groups. In addition, concerning the 

fourteenth research question, in computer-assisted context, it was observed that blended 

learning is more effective on critical thinking than computer-based Jigsaw, which is, in 

turn, significantly more effective than computer-based scaffolding. 



5.3. Conclusions 

Based on the findings of the present study, we may come up with the conclusion that the 

aforementioned cooperative learning techniques can be regarded as efficient ways to 

improve most of the learners- related traits in addition to their reading-related trait of 

anxiety. More specifically, when it comes to reducing learners' reading anxiety, among the 

cooperative learning methods examined in this study, the jigsaw technique, both in 

conventional and computer-assisted settings, seems to be more practical. As far as the 

enhancement of learners' autonomy is concerned, blended learning is more applicable. 

Moreover, critical thinking can be fostered more through scaffolding in conventional 

contexts, whereas it can be ameliorated by means of blended learning in computer-assisted 

contexts. However, these techniques turned out to be less effective on changing learners' 

motivation, self-esteem and self-regulation traits. Therefore, care should be taken in 

overgeneralizing the effectiveness of all cooperative learning techniques in invigorating 

the reading or learner-related traits. Education systems and teachers need to avoid being 

biased towards the application of these techniques because they may not work the same in 

all circumstances. Bearing this caveat in mind, education systems need to adopt a flexible 

and eclectic stance in designing instructional courses and make use of diverse techniques if 

an ideal instruction is expected.  



5.4. Implications 

This study, which focused on the efficacy of three cooperative learning techniques 

including the jigsaw, scaffolding and blended learning in enhancing reading and learner-

related traits, may have pedagogical and theoretical implications in different fields. 

Since the constructive role of these methods is almost undeniable in improving 

most of the personal traits, the present study can be of great help to educational systems 

and policy makers in defining or developing the instructional goals. Furthermore, due to 

the relative ineffectiveness of the present books for the implementation of cooperative 

techniques, the present study can be beneficial to syllabus designers in the process of 

curriculum development so that they develop materials in such a way to incorporate these 

cooperative techniques to create condition for higher levels of learning. In addition, 

teachers themselves can take advantage of the findings of this study by engaging learners 

in activities that encourage the use of such methods. Moreover, learners can have a better 

understanding of these techniques and make use of them as strategic ways in the process of 

their own self-studies. 

 This study may have theoretical implications as well. It can provide   valuable 

insights for researchers and experts as well as paving the ground for the ongoing studies 

and shedding light on the dim facets of this field of study. 



 5.5. Limitations and Delimitations 

This research study was bound with some limitations. First, the total number of 

may boost the applicability of the findings of this study. Secondly, the number of sessions 

in each level and the number of classes under study can be considered an important 

limitation. Third, gender and sex differences were not taken into account in this study. So, 

overgeneralizing the results of the study can put its reliability into doubt. Moreover, 

convincing and motivating the participants to cooperate with instructors during the process 

of administering the seven questionnaires posed a big challenge to the researcher and her 

colleagues. In addition, the participants had difficulty in understanding some unknown 

words in the rubrics or the items of the questionnaires. This made teachers to elaborate 

these words which led to lengthening the allocated time of those questionnaires and this, in 

turn, lengthened the class time and resulted in learners' dissatisfaction. Furthermore, 

several participants did not answer the questionnaires completely or they were absent on 

some sessions, and this led to the exclusion of several participants and reduced their 

number. 

  Additionally, there existed some delimitations. For practicality reasons, only 3 

instructional techniques were selected from nearly 100 instructional techniques. Therefore, 

the obtained results could be different with other techniques. Also, this study was 

conducted with only intermediate learners. Thus, learners at elementary and advanced 

levels were excluded. In addition, the obtained results may be attributed to the context in 

which the study was carried out, that is the EFL context. In other contexts, the results 



might be different. So, the results need to be interpreted with caution. Also, the study was 

conducted in one institute, while it could be carried out in different institutes or other 

educational settings like high schools or universities. Finally, only 7 personal or reading-

related traits were selected in this study, whereas there are a number of personal traits 

which can yield different results. 

5.6. Suggestions for Further Research

For those who are zealous to investigate in the field of cooperative learning techniques, the 

following areas of research are suggested:  

 First, this study probed the effects of three cooperative techniques (jigsaw, 

scaffolding and blended learning); there are over 100 cooperative techniques which can be 

appropriate topics for future research projects.   

 Also, this study investigated the effects of these techniques in relation with the 

reading skill; other skills like speaking, listening and writing can be explored. 

 Moreover, the focus of this study was on intermediate level students. Therefore, to 

support the effectiveness of the above techniques on learners at different proficiency 

levels, more research can be done.  

 Furthermore, sex and age were two variables which were not accounted for in this 

study. This demands further investigation to take these variables into account. 



 Finally, the size of the sample was not large enough. So, in other studies, it can be 

doubled or tripled to ensure the generalizability of the findings. 
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Appendix A: Michigan Test of English Language Proficiency (MTELP) 
Name............................ 
Instruction: This part of the examination contains 100 problems, numbered 
1-100. There are 40 grammars, 40 vocabularies, and 20 reading comprehension problems. 
The examiner will not explain any test problem. If you don't understand how to do the 
problems, raise your hand. Do not spend too much time on any one problem. Each 
problem counts the same. If you do not know the answer to a problem, you may make a 
reasonable guess. Each 
problem had only one correct answer. Work fast but carefully. You have one hour (60 
minutes) to answer all 100 problems. Fill in the circle on your answer sheet that 
corresponds to your answer choice. Do not write in this test booklet. 

GRAMMAR 

1.“Sorry I was late again this morning.” 
“Well, don't let it happen again. I expect you……. on time.” 
a. be    b. are    c. being   d. to be 

2.“John’s remark was very strange.” 
“Yes. I was completely---- by what he said.” 
a .amaze  b. amazing            c. amazingly              d. amazed 

3. “Why is Jane upset?” “She’s disappointed because her son's low test 
   scores prevented------to the university.” 
a. him from being admitted                b. him to admit 
c. to admit him      d. him from admitting 

4. “Do you know where Barb is?” “Strange-------sound. She is in Timbuktu.” 
a .may it   b. as it may    c. like it may   d. does it 

5.“I understand you don't like opera.” “……… I go at least once a month.” 
 a.on the contrast       b. In contrary 
 c. On the contrary      d. In the contrast 

6. “How did you decide what kind of car to Buy? “After all the alternatives, I chose the 
fastest car I could find.” 
a. considering from   b. considering                c. I consider             d. consider 



7. “Who did you invite to dinner?  No one………than Frank and his family.” 
a. rather    b. except   c. besides   d. other 

8. “Will you write my term paper for me?” 
“No. The only thing I can do is you write it.” 
a. are    b. being    c. to b                     d. help 

9. “Did Bob take the test?” 
“Yes. And----- , he passed it easily.” 
a. Surprisingly   b. surprised   c. so surprising  d. by surprise 

10. “Why are you calling the weather service?” 
“I want to see how much rain------ in Florida this month.” 
a. has there been    b. had been there     
c. there has been    d.it has been 

11. “Jack is quite a scholar.” 
“Yes. In addition Latin------ he also speaks Greek.” 
a. to know   b. to knowing   c. knowing   d. knows 

12. “Why is that building closed?” 
“The police are looking for a------ bomb.” 
a. timing                        b. timer                         c. timed                      d. time 

13. “The teacher said the test would be easy.”-------- “Despite, we'd better 
study hard.” 
a. what she said              b. she said it               c. she said                  d. that she said 

14. “There’s a lot of traffic here!” 
“Yes. A lot of people --------here find it too crowded.” 
a. Live   b. living   c. were living   d. lived 

15. “It’s really cold today!” 
“Yes, I didn’t want to get out of bed,------ go outside.” 
 a. even though     b. much less    
 c. aside from                 d. not only 

16. “Is John a good student?” 
“He is,------ an excellent student.” 



a. in most parts     b. for most parts 
c. for the most part                d. in most of the parts 

17. “Has Jennifer ever been to Paris?” “No, but---------- . She’s going next week.” 
a. interestedly                b. interested enough
c. interesting enough               d. enough interesting 

18.“What math class are you taking next term?” 
“My advisor recommended ---------Algebra II.” 
a. me to take   b. to take   c. me   d. that I take

19. “What do you know about your new roommate?” “Well. She prefers tea 
---------coffee.” 
a. than   b. to   c. as   d. instead 

20. “Was Jack wearing a seat belt?” “Yes. He would have------- without it.” 
a. been injured   b. injured   c. been injure   d. injure 

21. “Are you coming to the party?” 
“I’m not sure. But there’s a good chance --------there.” 
a. we are     b. of us   c. of our being  d. we would be 

22. “What did the paper say about the president’s plans for next week?” “He ---------to 
South America then.” 
a. will be fly      b. has flown               c. is flown   d. is to fly 

23. “What are they talking about?”“ They are discussing problems -------the 
budget.” 
a. concerning                b. concerning to   c. concerned             d. concerned to 

24. “Do you think John is smart?” “He is --------can be.” 
a. more clever as   b. as clever as  c. more clever than  d.so clever he 

25. “Do you like frog’s legs?” “-------- them. I don’t really know.” 
a. Never trying    b. Not to have tried 
c. Never having tried              d. Never had tried 

26. “Did the painter say when he would finish the work?” “No. he---------- to 
tell me.” 



a. yet has   b. has yet   c. hasn’t yet    d. yet hasn’t 

27. “Was the test long?” “Yes, John was the only one---- it.” 
a. to finish   b. finished   c. could finish              d. has finished 

28. “Why did Johnny buy that fumy looking shirt?” “That’s one of -----that 
teenagers like this year.” 
a. style   b. styles   c. the styles    d. the style

29...”Are there any dinosaurs living now?” 
“Oh. No. They have -------for millions of years.” 
 a. been made extinct               b. been extinct 
 c. extinct      d. been extinct 

30. “Why didn’t they buy the vase?” “It was too expensive ------it was on sale.” 
a. however   b. despite   c. even   d. although 

31. “Have you been to Chicago recently?” “No. not since------ here last May.” 
a. moving   b. I move   c. I had moved  d. I had been moved 

32. “I couldn’t take the history class I wanted last semester.” “Why didn’t you talk to your 
advisor? She……….able to help you get in.” 

33. “Is this Mary’s original copy of the letter?” “No. it’s the ------ one.”                                                
a. rewrote   b. rewritten   c. rewrite   d. rewriting 

34.“The reservations weren’t made on time.” “Sorry. The computers were down; it------ .” 
a. couldn’t be helped               b. didn’t help 
c. couldn’t help    d. wasn’t helped 

35. “What point does Ganger make in her Book?” “She says that snakes are perceived------ 
being evil in some societies.” 
a. of   b. by   c. as   d. like 

36.” traffic should we do this?” “It should be done------- we did it yesterday.” 
a. the same way as    b. as the same way as 
c. as the same way than    d. as the same way 

37.“Is your new house large?” “Not really, but------ to this apartment; it seems large.” 



a. comparing                b. in comparing  c. compared   d. by comparing 

38. “All these desserts look delicious.” “Yes, but----- the pie looks the best.” 
a. of them   b. of them all   c. from them                 d. from all 

39. “Is it hard to get around because you don’t have a car?” “Not since I got 
used -----the bus.” 
a. to riding   b. to ride   c. riding            d. ride 

40. “What did John do after he fell?” “He kept running------ his pain.” 
a. even though   b. unless   c. however   d. despite 

VOCABULARY 

41. “Sally said she would paint the house for a----- fee.” 
a. formulaic   b. miniature   c. superfluous   d. nominal 

42. “No one can visit her because she has a very------ disease.” 
a. intoxicating  b. contagious   c. corporal   d. exasperating 

43. “He tried to explain how he felt. But he was unable to his------- true 
feelings.” 
a. articulate   b. evolve   c. inhibit   d. inflict

44.“That popular magazine has many-- .” 
a. denominations   b. prescriptions  c. subscribers  d. spectators 

45. “John tried to eat a large piece of meat too fast and began to…… on it.” 
a. exploit    b. lash   c. gauge   d. choke 

46. “Jane is a very…………………student.” 
a. eventual   b. foregoing   c. conscientious   d. admissible 

47. “Jenny is---- of the mistakes of others.” 

a. tolerant   b. benevolent  c. cordial   d. cooperative 

48. “Frank to--- travel the world.” 
a. conspires   b. inspires   c. asserts   d. aspires 

49.”Those two countries have always the location of their shared border.” 



a. disputed   b. dissented   c. dissolved   d. declined 

50. “He received a silver -----for winning the contest.” 
a. trophy  b. technique  c. chasm  d. grant 

51. “Inflation has risen in -------years.” 
a. current   b. recent  c. the latest   d. the last 

52. “No one knew what to do because his instructions were so………..” 
a. unconscious  b. precarious  c. ambiguous  d. restrictive 

53. “The noise of the traffic is a real------ when I’m trying to study.” 
a. epidemic   b. outburst   c. nuisance   d. fragment 

54. “After Eric had run the race. His shirt was----- sweat.” 
a. overcome by b. reinforced with   c. invaded by  d. saturated with 

55. “He took a second job to---- his income.” 
a. engender   b. augment   c. exploit   d. hasten 

56. “Bill’s teachers -------him as a troublemaker.”

a. regard   b. remind   c. conclude   d. measure 

57. “Because John didn't take good care of himself, it was….. that he would 
get sick.” 
a. invariable  b. notorious   c. inevitable   d. conclusive 

58. “He said it would never work, that all our efforts had been……. .” 
a. distracted   b. vacant   c. futile  d. convertible 

59. “Jane was………. that an unqualified person got the job.” 
a. infected   b. beset  c. bold  d. resentful 

60. “Don’t use that airline. Its safety record is…….. .” 
a. brazen   b. appalling   c. terminal   d. existential 

61. “Fred bought his new car on……. quickly and without thinking.” 
a. impulse   b. expectation   c. prejudice  d. reaction 

62. “They did not believe the candidate’s……. .” 
a. apertures   b. assertions  c. imperatives  d. resumptions 

63. “Bill just doesn't fit in here: he's like……… .”



a. a bird in the hand   b. a fish out of water 
c. a fly in the ointment   d. water on a duck’s back 

64. “When Helen told me she was mad at her boss, I asked her not to do 
anything ……...” 
a. incidental   b. distorted   c. crucial   d. drastic 

65. “The old man’s health was improving. But then some…….developed.” 
a. complications   b. implications  c. terminations  d. conclusions 

66.“John couldn’t say a word: he was…… by the shocking news.” 
a. jammed   b. clamped   c. stunned   d. clenched 

67. “When we heard the criminal was released from prison we felt nothing 
But……. .” 
a. infection   b. revulsion  c. combustion   d. restriction 

68. “They didn’t finish the project in time though they had three weeks 
……to it.” 
a. accused  b. adhered   c. aggregated   d. allotted 

69. “Because so much wheat has been sold to other countries, local supplies 
Are…….. .” 
a. expanded   b. depleted   c. apprehended   d. preoccupied 

70. “Jane wasn’t driving carefully, and had a……… when she almost crashed 
into a truck.” 
a. last call   b. look out   c. knock out  d. close call 

71. “Scott……. his success to luck.” 
a. attributes   b. contributes  c. concedes   d. attests 

72. “The teacher told Sue her comments were interesting but not……. .” 
a. stimulating  b. synthetic   c. relevant   d. peripheral 

73. “The papers were easy to find because the files were organized……..” 
a. progressively  b. intimately   c. ironically   d. meticulously 

74."If you pay for the movie, I’ll……. for dinner.” 
a. snap  b. sprout  c. spark  d. spring 

75. “The politician told…….. lie.” 
a. a dense  b. a sundry   c. and outright  d. a snug 



76. “That scale isn’t correct. It needs……. .” 
a. cohesion   b. calibration   c. resignation  d. approximation 

77. “We hope that increasing the size of the police force will act as a-----to crime.” 
a. deterrent   b. contraction   c. suspension  d. deficiency 

78. “When he parked his car in our driveway, he….. our property rights.” 
a. restrained   b. penetrated  c. infringed on   d. invested in 

79. “The boy didn't fall even though he was…… on the edge of the cliff.” 
a. peering   b. presiding   c. perceived   d. poised 

80. “From her accent he…….. that she was from Canada.” 
a. deduced   b. evoked   c. incurred   d. implied 

READING COMPREHENSION 

Like all growing plants, the potato is a product of the seamless cooperation of sun, soil, 
temperature and water. However, while potatoes thrive on moisture, so, too, does the 
potato's worst affliction, late blight. After attacking and blackening the leaves, 
phytophthora infestans spores move down the stem, eventually reaching and rotting the 
tubers in the ground. Even those potatoes harvested and stored may carry the fungus and 
be wiped out.The search for the cause of the blight that ruined the Irish plants in the 1840's 
and the Polish plants in 1980 preoccupied researchers for years. M.J.Berkeley, a 
19thcentury naturalist, first recognized that the fungus appearing on the potato plants in 
1845 in Ireland and elsewhere was not the result of the blight but the cause. Working in 
Germany, another scientist Heinrich Anton de Bary, proved Berkeley's theory by 
identifying the fungus as an outgrowth on the host. It took another hundred years. 
However, before the mystery of the origin of the fungus was solved, and the pathogen 
itself was traced to central Mexico. Late blight has traditionally been held in check with 
costly chemical fungicides. Unfortunately, for many farmers, the chemicals are too 
expensive, if a valuable at all. Therefore today, identifying or creating blight-resistant 
potato species is the major goal of agricultural researchers interested in late blight. 

81. Where does late blight begin? 
a. in the stems of potato plants   b. on the leaves of potato plants 
c. in potatoes in the ground   d. in potatoes that are being stored 

82. M. J. Berkeley is known for… 
a. Discovering the cause of late blight. 
b. Finding a treatment for late blight. 
c. Understanding that the fungus was a result of late blights. 
d. Recognizing that the blight in Ireland was the same as the blight in Germany 



83. The work of Heinrich Anton de Bary supported the theory that … 
a. Blight was a disease caused by potatoes. 
b. Late blight caused a fungus. 
c. The cause of late blight was a fungus. 
d. German potato blight and Irish potato blight had different causes. 

84. Where did the fungus come from originally? 
a. Ireland   b. Poland   c. Germany   d. Mexico 

85. According to the passage, current research is primarily aimed at … 
a. Finding types of potatoes not so affected by late blight. 
b. Developing more effective chemical fungicides to fight late blight. 
c. Developing less expensive chemical fungicides to fight late blight. 
d. Discovering the cause of phytophthora intestines. 

A little more than a hundred years ago, a number of European scholars began to record 
stories being told in peasant cottages and compile them into the first great collections of 
European folk tales. Written evidence exists to prove that the folk tales they recorded 
existed long before then. Though. Collections of sermons from the 12th to the 15th century 
show that medieval preachers knew of some of the same stories as those recorded by the 
19th century folklorists. The collections of folk tales made in the late 19th and early 20th

centuries provide a rare opportunity to make contact with the illiterate masses who have 
disappeared into the past without leaving a trace. To reject folk tales as historical evidence 
because they cannot be dated and situated with precision like other historical documents is 
to turn one's back on one of the few points of entry into the previous centuries. But to 
attempt to penetrate that world is to face a daunting set of obstacles. The greatest of which 
is the impossibility of listening in on the story tellers. No matter how accurate they may 
be. The versions of the tales recorded in writing cannot convey the effects that the 
storytellers must have used to bring the stories to life: the dramatic pauses the sly glances, 
the use of gestures to set scenes, and the use of sounds to punctuate actions. All of those 
devices shaped the meaning of the tales, and all of them elude the historian. He cannot be 
sure that the limp and lifeless text he holds between the covers of a book provides an 
accurate account of the performance that took place in earlier times. 

86.The author believes that written versions of folk tales… 
a. changed dramatically from the 19th to the 20th century. 
b. are valid historical documents. 
c. show how illiterate the masses were before the 19th century. 
d. should be rejected as historical evidence. 

87.What problem of folk tale collections does the author discuss? 
a. There is no way to tell which version of a story is the original version. 
b. They contain historical inaccuracies. 
c. They are used as historical evidence. 



d. They don’t preserve the original performance style of the storytellers. 

88.The author’s main purpose in this passage is to…
a. criticize historians who use folk tales as historical documents 
b. argue that folk tales are authentic historical documents. 
c. convince readers that modern versions of folk tales are probably not the 
    same as the originals. 
d. explain why historians must study the illiterate masses of the past 

89.According to the passage. Peasant folklore was recorded by… 
a. 19th century folklorists.    b. 19th century preachers. 
c. historians in the 12th to 15th centuries.  d. 19th century peasants. 

90. The author talks about “limp and lifeless” texts because… 
a. The original texts have been damaged. 
b. The texts do not reveal how the storytellers presented their folk tales. 
c. Some of the texts are no longer relevant to historians. 
d. The texts provide and accurate account of life in earlier times. 

Bioacoustics is a field that cacophony of sound emanating from the animal kingdom. 
Using the equipment adapted from the sound recording industry and the military bio 
acousticians are learning how creatures use sound in mating, socializing, and staking out 
territories. The work of Eugene Morton of the National Zoological Park exemplifies the 
interests of scientists in this field. He has shown that most animals warn others away with 
a harsh. Lowpitched growl. The reason seems to be that deep. Low frequency 
soundsuggests bigness, in the same way a bass drum sounds mightier than a snare drum. 
Conversely, he has found that animals use high-pitched sounds to show amiability or 
submissiveness. A pocket mouse. For example, signals appeasement with a whining 
squeal. A rhinoceros rumbles when hostile, but whistles when feeling friendly.  
Morton and other scientists owe such findings to the sonograph, the device that helped 
launch bioacoustics in the 1950’s Developed for use in creating human voiceprints and 
submarine identification. The sonograph converts sound waves in the atmosphere into 
electrical signals. The signals drive a stylus. Which makes a two dimensional "picture" of 
sound on paper. Using the sonograph, Morton has found that although a bird's warning 
chirp and a dog's growl sound dissimilar, pictures of their sounds are much alike. Both 
reveal a low overall frequency and broad bandwidth; the sonogram looks like a thick, 
black bar. At the opposite end of the sound spectrum is the thin lined sonogram 
representing an animal's friendly call, a high tone that makes the producer seem smaller 
and unthreatening.Using sonograms and sophisticated computers. Bioacousticians are 



scrutinizing everything from cricket chirps to lion roars to learn more about why an animal 
makes particular sounds in particular situations. 

91. What is the importance of the sonograph in biacoustice? 
a. It creates human voiceprints. 
b. It sends electrical signals. 
c. It helps scientists compare animal sounds. 
d. It allows the identication of submarines. 

92. The original purpose of sonographs was to … 
a. identify submarines. 
b. compare the sounds of birds and dogs. 
c. warn threatening animals away. 
d. learn more about how animals use sound. 

93. What does a sonograph do? 
a. It decreases the frequency of sounds. 
b. It makes sounds louder so scientists can study them. 
c. It creates sounds like animals make. 
d. It makes a visual record of sounds. 

94. According to the passage. What does research show about large animals? 
a. They may make high pitched sounds to show they are in danger. 
b. They may make low pitched sounds to show they feel friendly. 
c. They may make high pitched sounds to show they feel friendly. 
d. They may have difficulty making high-pitched sounds. 

95. The research mentioned in the passage suggests that low-pitched sounds 
      made by an animal … 
a. may mean the animal feels relaxed. 
b. indicate the animal is bigger than a bird. 
c. do not appear on a sonogram. 
d. may mean the animal is giving a warning. 

Printers use the term broadside to refer to a large piece of paper printed on one side. In 
military language, it means an attack with all one's forces. Dudley Randall invoked both 
these senses of the word when he established the Broadside press in 1965. Randall was a 
librarian and poet in Detroit when he began the press with his personal savings as a way to 
copyright the words to his ballad about a 163 racial incident in which whites killed three 
Black children. The poem was printed ad a broad side. "By creating the Broadside press, 
the most successful poetry institution in the history of African American literature. Randall 
created something that had previously not existed in the United States- an organization that 



would publish the works of Black poets, “explains professor Melba Boyd, a poet and 
former press editor. Historically, work by Black poets had been criticized for emphasizing 
political issues and not using the traditional poetic forms of the white literary 
establishment. Thus, Black poets had found it difficult to get published. 
Boyd is producing a film documentary that will present Randall's biography as well as his 
poetry. Randall served as general editor of the press from 1965 to 1977. In the mid-
seventies. Sky- rocketing printing costs and the closing of many small bookstores to whom 
he had extended credit left the press in financial straits. Randall then sold the press and 
slumped into a depression. But in the 1980's. He revived community support for the press 
through the Broadside Poets Theater. Boyd hopes her documentary on Randall will 
introduce more people to African American literature. 

96. According to the passage, the Broadside press is most famous as a 
      publisher of… 
a. criticism of traditional white poetry. 
b. biographies of famous African American poets. 
c. poetry written by African Americans. 
d. African American documentaries. 

97. Who paid the costs to start the press? 
a. An organization of black writers’              b. Dudley Randall 
c. Professor Boyd      d. Many small bookstores 

98. According to Professor Boyd. What significant change occurred because 
of the Broadside Press? 

a. black poets returned to traditional poetic forms. 
b. Historical works about African Americans began to appear in print. 
c. The Black literary establishment began to emphasize political issues. 
d. It became easier for Black poets to get their work in print. 

99. What happened to the Broadside Press in the 1980’s? 
a. It was renamed the Broadside Poets theater. 
b. It moved into a different community. 
c. It regained popular support. 
d. It helped support small bookstores during a depression. 

100. What did the Broadside Poets Theater do? 
a. helped get support for the Broadside Press 
b. led Randall into a personal depression 
c. led the Broadside Press into financial difficulties 
d. supported many bookstores in the community 



 Appendix B:  Foreign Language Classroom Anxiety Questionnaire  

Horwitz, E. K., Horwitz, M. B., & Cope, J. (1986). Foreign language classroom 
anxiety.  

1. I never feel quite sure of myself when I am speaking in my foreign language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

2. I don't worry about making mistakes in language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

3. I tremble when I know that I'm going to be called on in language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

4. It frightens me when I don't understand what the teacher is saying in the foreign    
     language. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

5. It wouldn't bother me at all to take more foreign language classes. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

6. During language class, I find myself thinking about things that have nothing to do with 
the course. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

7. I keep thinking that the other students are better at languages than I am. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

8. I am usually at ease during tests in my language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

9. I start to panic when I have to speak without preparation in language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

10. I worry about the consequences of failing my foreign language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

11. I don't understand why some people get so upset over foreign language classes. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

12. In language class, I can get so nervous I forget things I know. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 



13. It embarrasses me to volunteer answers in my language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

14. I would not be nervous speaking the foreign language with native speakers. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

15. I get upset when I don't understand what the teacher is correcting. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

16. Even if I am well prepared for language class, I feel anxious about it. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

17. I often feel like not going to my language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

18. I feel confident when I speak in foreign language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

19. I am afraid that my language teacher is ready to correct every mistake I make. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

20. I can feel my heart pounding when I'm going to be called on in language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

21. The more I study for a language test, the more con  fused I get. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

22. I don't feel pressure to prepare very well for language class. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

23. I always feel that the other students speak the foreign language better than I do. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

24. I feel very self conscious about speaking the foreign language in front of other 
students. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

25. Language class moves so quickly I worry about getting left behind. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

26. I feel more tense and nervous in my language class than in my other classes. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

27. I get nervous and confused when I am speaking in my language class. 



Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

28. When I'm on my way to language class, I feel very sure and relaxed. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

29. I get nervous when I don't understand every word the language teacher says. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

30. I feel overwhelmed by the number of rules you have to learn to speak a foreign 
language. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

31. I am afraid that the other students will laugh at me when I speak the foreign language. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

32. I would probably feel comfortable around native speakers of the foreign language. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 

33. I get nervous when the language teacher asks questions which I haven't prepared in 
advance. 
Strongly agree   Agree     Neither agree, nor disagree      Disagree          Strongly disagree 



Appendix C: An Attitude Questionnaire 
Fill out the following questionnaire, circling the one which best describes whether you 
agree or disagree with each statement. This is for yourself not for anyone else, so answer 
as honestly as you can. SD= Strongly Disagree D= Disagree N= Neither agree nor disagree 
A= Agree SA= Strongly Agree 

1. I think I’m a pretty good language learner.

  SD    D    N    A    SA  

2. Learning a language may be important to my goals, but I don’t expect it to be much fun. 

  SD    D    N    A    SA 

 3. My language learning aptitude is probably pretty high. 

 SD    D    N    A    SA  

4. I don’t have any idea about how to go about learning a language. 

  SD    D    N    A    SA  

5. I think that I could learn pretty much any language I really put my mind to, given the 

right circumstances. 

 SD    D    N    A    SA 

 6. I worry a lot about making mistakes. 

 SD    D    N    A    SA  

7. I’m afraid people will laugh at me if I don’t say things right.  

SD    D    N    A    SA  

8. I end up trembling and practically in a cold sweat when I have to talk in front of people.  

SD    D    N    A    SA  

9. I find it hard to make conversation even with people who speak my own language. 

SD    D    N    A    SA  

10. I feel a resistance from within when I try to speak in a foreign language, even if I’ve 

practiced. 

SD    D    N    A    SA 

 11. It is a mark of respect to people to learn their language if you’re living in their 

country. 

 SD    D     N     A     SA 



 12. I like getting to know people from other countries, in general. 

 SD     D     N     A     SA  

13. Speaking the language of the community where I’ll be living will let me help people 

more than I could otherwise. 

 SD     D     N     A     SA 

 14. I don’t like the idea of relying on speaking English (or my mother tongue) in another    

country. 

 SD     D     N     A     SA 

 15. I think the people of the country where I’ll be living would like for me to learn their 

language. 

 SD     D     N     A     SA  

16. I won’t really be able to get to know people well if I don’t speak their language. 

 SD     D     N     A     SA  

17. There is a right and a wrong way to do almost everything, and I think it’s my duty to 

figure out which is which and do it right. 

 SD     D     N     A     SA  

18. It annoys me when people don’t give me a clear-cut answer, but just beat around the 

bush.      SD     D     N     A      SA 

19. You should say “yes” if you mean yes and “no” if you mean no. Not to do so is 

dishonest.  SD     D     N     A      SA  

20. You have to understand people’s culture and value system before you can be sure 

whether some things are right or wrong. 

  SD     D     N     A     SA  

21. I like to mimic other accents, and people say I do it well.  

SD     D     N     A     SA  

22. I can do impersonations of famous people. 

 SD     D     N     A     SA  

23. I find it easy to “put myself in other people’s shoes” and imagine how they feel.  

SD     D     N     A     SA  



24. In school, if I didn’t know an answer for sure, I’d sometimes answer out loud in class 

anyway. 

  SD     D     N     A     SA  

25. I often think out loud, trying out my ideas on other people. 

  SD     D     N     A     SA  

26. I want to have everything worked out in my own head before I answer.  

SD     D     N     A     SA  

27. I’d call myself a risk-taker. 

  SD     D     N     A    SA 



Appendix D: Learner Autonomy Questionnaire 
Name: ----------------------------------------------- Age: ------------ Direction: Please circle the 

one closest answer to the following questions according to your true cases. Thank you very 

much for your help and patience. (A. Never    B. Rarely  C. Sometimes   D. Often E. 

Always.)

Part I 1. I think I have the ability to learn English well. 
  A     B     C     D     E 
 2. I make good use of my free time in English study. 
  A     B     C     D     E 
 3. I preview before the class. 

 A     B     C     D     E 
 4. I find I can finish my task in time. 
  A     B     C     D     E 
 5. I keep a record of my study, such as keeping a diary, writing review etc. 
  A     B     C     D     E 
 6. I make self-exam with the exam papers chosen by myself.  

 A     B     C     D     E
7. I reward myself such as going shopping, playing etc. when I make progress.  
  A     B     C     D     E 
 8. I attend out-class activities to practice and learn the language.  

 A     B     C     D     E 
 9. During the class, I try to catch chances to take part in activities such as pair/group  
     discussion,   role-play, etc. 
  A     B     C     D     E 
 10. I know my strengths and weaknesses in my English study.  
  A     B     C     D     E  
11. I choose books, exercises which suit me, neither too difficult nor too easy. 

 A     B     C     D     E 

Part II 
12. I study English here due to: 
 A. my parents' demand  
 B. curiosity 
 C. getting a good job, help to my major 
 D. interest of English culture, such as film, sports, music, etc. 
 E. C and D  



13. I think the learner-teacher relationship is that of: 
A. receiver and giver  
B. raw material and maker  
C. customer and shopkeeper  
D. partners E. explorer and director  

14. I think my success or failure in English study is mainly due to: 
A. luck or fate  
B. English studying environment 
C. studying facilities (aids) 9  
D. teachers E. myself  

15. Whether students should design the teaching plan together with teachers or not, my 
opinion is: A. strongly agree 
B. agree 
C. neutral  
D. oppose 
E. strongly oppose  

16. When the teacher asks questions for us to answer, I would mostly like to: 
A. wait for others' answers  
B. think and ready to answer 
C. look up books, dictionaries 
D. clarify questions with teachers 
E. join a pair/group discussion  

17. When I meet a word I don't know, I mainly: 
A. let it go  
B. ask others 
C. guess the meaning  
D. B and E 
E. look up the dictionary 

18. When I make mistakes in study, I'd usually like the following ones to correct them: 
A. let them be  
B. teachers 
C. classmates  
D. others 



 E. books or dictionaries  

19. When I am asked to use technologies that I haven't used before (e. g. internet 
discussion), 
A. I usually try to learn new skills 
B. I learn them following others  
C.I feel worried, but anyway  
D. I put it off or try to avoid it  
E. I resist using them  

20. I think the following way is most useful in my English study:  
A. taking notes  
B. mechanic memory 
C. doing exercises of grammar, translation, words etc. 
D. classifying or grouping or comparing E. group discussion  

21. I usually use materials selected: 
A. only by teachers  
B. mostly by teachers 
C. by teachers and by myself  
D. mostly by myself E. only by myself 



Appendix E: Peter Honey’s Critical Thinking Questionnaire

Name/ Last name:                                                                                             Institute: IT  

Gender: Male ………..Female ………………                                                 Age:  

Here are 30 statements exploring things you might or might not do when critically thinking 

about a subject. Simply read each description and click on the box to indicate how often 

you do it. The choices are: � Never � Rarely � Sometimes � Often � Always ...Be sure 

to mark every item.  

1. I make notes on the important elements of people's arguments or propositions (e.g. the 

topic, issues, thesis and main points).  

  �Never � Rarely � Sometimes � Often � Always  

2. I test the assumptions underpinning an argument or proposition. 

� Never � Rarely � Sometimes � Often � Always  

3. I state my reasons for accepting or rejecting arguments and propositions  

� Never � Rarely � Sometimes � Often � Always  

4. I put material I have read or seen into my own words to help me understand it. 

� Never � Rarely � Sometimes � Often � Always  

5. I distinguish between facts and opinions.  

  � Never � Rarely � Sometimes � Often � Always  

6. I double-check facts for accuracy.  

  � Never � Rarely � Sometimes � Often � Always  

7. I check other people's understanding of issues. 

� Never � Rarely � Sometimes � Often � Always  

8. I search for parallels and similarities between different issues.  

� Never � Rarely � Sometimes � Often � Always  

9. I use a set of criteria against which to evaluate the strength of the argument or      

    proposition.  

  � Never � Rarely � Sometimes � Often � Always  

10. I summarize what I have heard or read to ensure I have understood properly.  



� Never � Rarely � Sometimes � Often � Always  

11. I break down material so that I can see how ideas are ordered and raised.  

  � Never � Rarely � Sometimes � Often � Always  

12. I assess the credibility of the person presenting the material I am evaluating.  

� Never � Rarely � Sometimes � Often � Always  

13. I play devil's advocate in order to improve my grasp of an argument or proposition.  

� Never � Rarely � Sometimes � Often � Always  

14. I set aside emotive language to avoid being swayed by bias or opinionated statements.  

� Never � Rarely � Sometimes � Often � Always  

15. I evaluate the evidence for an argument or proposition to see if it is strong enough to  

     warrant belief.  

� Never � Rarely � Sometimes � Often � Always  

16. I explore statements for ambiguity to ensure I do not misconstrue their meaning.  

� Never � Rarely � Sometimes � Often � Always  

17. I challenge proposals and arguments that appear to lack rigor.  

� Never � Rarely � Sometimes � Often � Always  

18. I weigh up the reliability of people's opinions.  

� Never � Rarely � Sometimes � Often � Always  

19. I ask questions to reinforce my understanding of the issue. 

� Never � Rarely � Sometimes � Often � Always  

20. I establish the assumptions that an argument rests upon.  

� Never � Rarely � Sometimes � Often � Always  

21. I draw conclusions from data I have analyzed in order to decide whether to accept or    

     reject a proposition or argument.  

� Never � Rarely � Sometimes � Often � Always  

22. I solicit input from other people to broaden my understanding of a subject.  

� Never � Rarely � Sometimes � Often � Always  

23. I analyze propositions to see if the logic is sound.  

� Never � Rarely � Sometimes � Often � Always  

24. I set aside my prejudices to evaluate arguments in a dispassionate, objective way.  



� Never � Rarely � Sometimes � Often � Always  

25. I distinguish major points from minor points.  

� Never � Rarely � Sometimes � Often � Always  

26. I look for what isn't there rather than concentrate solely on what is there.  

� Never � Rarely � Sometimes � Often � Always  

27. I reach my own conclusions rather than let myself be swayed by the opinions of others.  

� Never � Rarely � Sometimes � Often � Always  

28. I research a subject to enhance my understanding.  

� Never � Rarely � Sometimes � Often � Always  

29. I establish the underlying purpose of an argument or proposition.  

� Never � Rarely � Sometimes � Often � Always  

30. I consider new information to see whether I need to re-evaluate a previous conclusion.  

� Never � Rarely � Sometimes � Often � Always 



Appendix F: Motivation Questionnaire 

Below are a number of statements with which some people agree and others disagree. We 

would like you to indicate your opinion about each statement by circling the numbers 

below which best indicates the extent to which you disagree or agree with that statement. 

SD= Strongly Disagree D= Disagree N= Neutral A= Agree SA= Strongly Agree  

1. Studying English can be important to me because it will allow me to be more at ease 

with other people who speak English.  

SD      D      N      A      SA  

2. Studying English can be important for me because it will allow me to meet and converse 

with more and varied people. 

  SD      D      N      A      SA 

 3. Studying English can be important for me because it will enable me to better 

understand and appreciate English art and literature. 

  SD      D      N      A      SA 

 4. Studying English can be important for me because I will be able to participate more 

freely in the activities of other cultural groups. 

 SD      D     N      A      SA 

 5. It is important for me to know English in order to know the life of the English-speaking 

nations.  

             SD      D      N      A      SA  

 6. Studying English is important to me so that I can understand English pop music. 

 SD      D      N      A      SA  

7. The more I get to know native English speakers, the more I like them. 

  SD      D      N      A      SA  

8- Studying English is important to me. 

  SD      D      N      A      SA 

 9. Studying English is important to me so that I can keep in touch with foreign friends and 

acquaintances.  



   SD      D      N      A      SA 

 10. I would like to know more about native English speakers. 

   SD      D      N      A      SA   

11. The British are kind and friendly.   

   SD       D      N       A       SA  

12. The Americans are kind and cheerful  

   SD       D      N      A       SA  

13. Studying English can be important for me because I'll need it for my future career. 

   SD       D      N      A       SA  

14. Studying English can be important for me because it will make me a more 

knowledgeable person. 

  SD      D      N      A      SA  

15. Studying English can be important for me because it will someday be useful in getting 

a good job. 

  SD      D      N      A      SA  

16. Studying English can be important for me because other people will respect me more if 

I know English. 

  SD      D      N      A      SA 

 17. Studying English can be important for me because I will be able to search for 

information and materials in English on the Internet. 

  SD       D      N      A      SA  

18. Studying English can be important for me because I will learn more about what’s 

happening in the world.  

  SD      D      N     A      SA  

19. Studying English can be important for me because language learning often gives me a 

feeling of success.  

  SD     D     N      A     SA  

20. Studying English can be important for me because language learning often makes me 

happy.      SD      D     N      A     SA  



21. Studying English is important to me because an educated person is supposed to be able 

to speak English. 

 SD      D      N      A     SA 

 22. Studying English is important to me so that I can understand English-speaking films, 

videos, TV or radio. 

 SD      D      N      A      SA 

 23. Studying English is important to me so that I can read English books.  

 SD      D      N      A      SA 

 24. Studying English is important to me because it will enable me to get to know new 

people from different parts of the world. 

  SD      D     N      A      SA  

25. Studying English is important to me because without it one cannot be successful in any 

field.    

SD       D     N      A      SA 



Appendix G: Self-esteem Questionnaire 
Heatherton, T. F. & Polivy, J. (1991). Development and validation of a scale for measuring 
state self-esteem. This is a questionnaire designed to measure what you are thinking at this 
moment. There is of course, no right answer for any statement. The best answer is what 
you feel is true of yourself at the moment. Be sure to answer all of the items, even if you 
are not certain of the best answer. Again, answer these questions as they are true for you 
RIGHT NOW.

1. I feel confident about my abilities. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely.

2. I am worried about whether I am regarded as a success or failure.                  

1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 
  
3. I feel satisfied with the way my body looks right now. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

4. I feel frustrated or rattled about my performance. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

5. I feel that I am having trouble understanding things that I read. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

6. I feel that others respect and admire me. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

7. I am dissatisfied with my weight. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

8. I feel self-conscious. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

9. I feel as smart as others. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

10. I feel displeased with myself. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

11. I feel good about myself. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

12. I am pleased with my appearance right now. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 



13. I am worried about what other people think of me. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

14. I feel confident that I understand things. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

15. I feel inferior to others at this moment. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

16. I feel unattractive. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

17. I feel concerned about the impression I am making. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

18. I feel that I have less scholastic ability right now than others. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

19. I feel like I'm not doing well. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

20. I am worried about looking foolish. 
1. Not At All   2.A Little Bit   3.Somewhat   4.Very Much   5.Extremely. 

                 



Appendix H: Self-regulation Questionnaire (SQR) 
Please answer the questions below from 1-5. 
1 Strongly disagree 
2 Disagree 
3 Uncertain or Unsure 
4 Agree 
5 Strongly Agree

Question                                                                                                      Answer 
                                                                                                                        (1-5) 
1. I usually keep track of my progress toward my goals. 
2. My behavior is not that different from other people. 
3. Others tell me that I keep on with things too long. 
4. I doubt I could change even if I wanted to. 
5. I have trouble making up my mind about things. 
6. I get easily distracted from my plans. 
7. I reward myself for progress toward my goals. 
8. I don't notice the effects of my actions until it's too late. 
9. My behavior is similar to that of my friends. 
10. It's hard for me to see anything helpful about changing my ways. 
11. I am able to accomplish goals I set for myself.
12. I put off making decisions. 
13. I have so many plans that it's hard for me to focus on any one of them. 
14. I change the way I do things when I see a problem with how things are going. 
15. It's hard for me to notice when I've “had enough” (alcohol, food, sweets). 
16. I think a lot about what other people think of me. 
17. I am willing to consider other ways of doing things. 
18. If I wanted to change, I am confident that I could do it. 
19. When it comes to deciding about a change, I feel overwhelmed by the choices. 
20. I have trouble following through with things once I've made up my mind to do 

something. 
21. I don't seem to learn from my mistakes. 
22. I'm usually careful not to overdo it when working, eating, drinking. 
23. I tend to compare myself with other people. 
24. I enjoy a routine, and like things to stay the same. 
25. I have sought out advice or information about changing. 
26. I can come up with lots of ways to change, but it's hard for me to decide which one to 

use. 
27. I can stick to a plan that's working well. 
28. I usually only have to make a mistake one time in order to learn from it. 
29. I don't learn well from punishment. 
30. I have personal standards, and try to live up to them. 
31. I am set in my ways. 



32. As soon as I see a problem or challenge, I start looking for possible solutions. 
33. I have a hard time setting goals for myself. 
34. I have a lot of willpower. 
35. When I'm trying to change something, I pay a lot of attention to how I'm doing. 
36. I usually judge what I'm doing by the consequences of my actions. 
37. I don't care if I'm different from most people.
38. As soon as I see things aren't going right I want to do something about it. 
39. There is usually more than one way to accomplish something. 
40. I have trouble making plans to help me reach my goals. 
41. I am able to resist temptation. 
42. I set goals for myself and keep track of my progress. 
43. Most of the time I don't pay attention to what I'm doing. 
44. I try to be like people around me. 
45. I tend to keep doing the same thing, even when it doesn't work. 
46. I can usually find several different possibilities when I want to change something. 
47. Once I have a goal, I can usually plan how to reach it. 
48. I have rules that I stick by no matter what. 
49. If I make a resolution to change something, I pay a lot of attention to how I'm doing. 
50. Often I don't notice what I'm doing until someone calls it to my attention. 
51. I think a lot about how I'm doing. 
52. Usually I see the need to change before others do. 
53. I'm good at finding different ways to get what I want. 
54. I usually think before I act. 
55. Little problems or distractions throw me off course. 
56. I feel bad when I don't meet my goals. 
57. I learn from my mistakes. 
58. I know how I want to be. 
59. It bothers me when things aren't the way I want them. 
60. I call in others for help when I need it. 
61. Before making a decision, I consider what is likely to happen if I do one thing or 

another. 
62. I give up quickly. 
63. I usually decide to change and hope for the best. 

The Self-Regulation Questionnaire (Brown, Miller, & Lawendowki, 1999) was developed 
to assess self-regulatory processes through self-report and is in the public domain and may 
be freely used, adapted, reproduced without special permission. 



Appendix I: Reading Comprehension Passages from Unit 1 through Unit 
10- Top Notch Series (intermediate levels of 3A and 3B
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Passage: 3 

  



Passage: 4 



Passage: 5 



Passage: 6 



Passage: 7 



Passage: 8 



Passage: 9 



Passage: 10 



 Appendix: J – Five Extra Reading Comprehension Passages 

Passage: 1 

Before there was the written word, there was the language of dance. Dance expresses love and 

hate, joy and sorrow, life and death, and everything else in between. 

Dance in America is everywhere. We dance from Florida to Alaska, from horizon to horizon 

and sea to sea. We dance at weddings, birthdays, office parties and just to fill the time. 

‘I adore dancing,’ says Lester Bridges, the owner of a dance studio in Iowa. ‘I can’t imagine 

doing anything else with my life.’ Bridges runs dance classes for all ages. ‘Teaching dance is 

wonderful. My older students say it makes them feel young. It’s marvellous to watch them. 

For many of them, it’s a way of meeting people and having a social life.’ 

So why do we dance? ‘I can tell you about one young couple,’ says Bridges. ‘They’re learning 

to do traditional dances. They arrive at the class in a bad mood and they leave with a smile. 

Dancing seems to change their mood completely.’ 

So, do we dance in order to make ourselves feel better, calmer, healthier? Andrea Hillier, a 

choreographer, says, ‘Dance, like the rhythm of a beating heart, is life. Even after all these 

years, I want to get better and better. I keep practising even when I’m exhausted. I find it hard 

to stop! Dancing reminds me I’m alive.’ 



Passage: 2 

Walking for wildlife 

1 He’s a biologist with the Wildlife Conservation Society (WCS). He’s lived in central Africa 

for six years. 

2 Fay has worked on several major conservation projects in Africa and America. He’s counted 

all the elephants in the central African country of Chad – twice! He’s walked nearly 3,000 

kilometres across North America. He spends so much time outdoors that he hasn’t slept in a bed 

more than 50 times in the last ten years! 

3 A few years ago, he survived a plane crash! And on one trip, he came face to face with a very 

angry elephant which attacked him. Amazingly, his injuries weren’t life-threatening. Less 

dramatically, but just as seriously, he’s had malaria in Africa many times and on one occasion 

he nearly died. 

4 Fay travels light – he usually just takes a T-shirt, a pair of shorts and his favourite footwear, 

sandals. His most recent pair of sandals lasted 2,000 kilometres before they fell apart! The few 

items he never travels without include his penknife, a lighter and a sleeping mat. 

5 Fay wants to show people how beautiful and precious the planet is so they will take care of it. 

And he succeeds. His work has drawn attention to conservation issues and made people act. 

After he started work on the elephant project in Chad, the number of elephant deaths fell 

significantly. And in Gabon, the government has created thirteen new national parks covering 

26,000 square kilometres of forest. 



Passage: 3

Saving for a rainy day 

Come on, Norway; this isn’t even a competition anymore! For the last eight years, Norway has 

registered the highest quality of life among the world’s nations. It is one of the wealthiest 

countries in the world – only Luxembourg and a couple of others are richer. Norwegians can 

also expect to get a good education, find the job they want – unemployment is only 2.5 per cent 

– enjoy good health and live a long life. People say the prisons are quite comfortable too!

Norway has not always been a rich country. Just 80 years ago Norwegians were emigrating to 

the USA in their thousands in search of a better life. The rise in oil prices in the 1970s changed 

all that. But Norway’s success is not only the result of its huge reserves of oil. Other countries 

have had such riches and squandered them. It is also due to the Norwegians’ natural thrift and 

their strong work ethic. 

When you arrive in Oslo for the first time, don’t expect to be met with Dubai-style skyscrapers, 

entrepreneurs in designer suits and rows of Ferraris and Porsches. Norway may be rich, but it is 

modest in its wealth. Norwegians also work hard and are always near the top in surveys of 

global worker productivity rates. But in today’s high-tech world where work seems to follow us 

wherever we go, the people of Norway are redefining what wealth means. Laws just recently 

passed by the government emphasise the importance of family and time off, offering generous 

maternity and paternity leave, subsidised childcare and long holidays as well. 

Also, the country is saving for the future. Every dollar earned from oil is put straight into what 

is now the world’s biggest pension fund – worth over $200 billion. Extraordinarily, none of this 

money is allowed to be spent on state infrastructure projects. It is not even invested in new 

schools and hospitals. But at a time when most other countries are wondering how they will 

finance the pensions of a growing retired population, Norway is sitting pretty. 



Passage: 4 

There is pizza – and there is Pizza Napoletana. The two, connoisseurs say, have as much in 

common as virgin olive oil has with generic cooking oil. Now, authentic Pizza Napoletana has 

joined the elite group of European Union-certified food and drink products – like Scottish 

Farmed Salmon, Spanish Melon from la Mancha and English Blue Stilton cheese. In order to 

qualify for this list, these food products had to meet very strict criteria. 

Once a product is granted Guaranteed Traditional Specialty status, other similar products are 

not allowed to use the same name. If your Champagne doesn’t come from that particular region 

of France for example, you can’t call it ‘champagne’. But be warned: it takes longer to read the 

EU specifications for ‘real’ Pizza Napoletana than it does to make one. To be labelled 

‘Guaranteed Traditional Speciality’, the pizza mustn’t be over 35 centimetres in diameter and 

the crust mustn’t be more than two centimetres thick. The ingredients must include type 00 

flour and up to 100 grams of San Marzano tomatoes applied in a spiralling motion. And the 

cheese has to be fresh ‘Mozzarella di Bufala’. 

Pizza has a long history in Italy. The word ‘pizza’ first appeared in an AD 997 manuscript from 

Gaeta, a southern Italian town. A millennium later, in 1997, political groups in northern Italy 

tried to boycott pizza – it was a symbol of their rivals in the south. Perhaps they should accept 

that Pizza Napoletana is here to stay now. Happily, you don’t have to know anything about 

history to enjoy an authentic Pizza Napoletana! 



Passage: 5 

The mysterious desert drawings known as the Nasca lines have puzzled people since they first 

became widely known in the late 1920s. Before air travel in Peru began, it was impossible to 

get a clear view of the giant drawings of the spider, monkey and hummingbird. Yet the Nasca 

people who made these patterns 2,000 years ago couldn’t have seen them from above. 

One of the first formal studies of the lines was by Maria Reiche. She spent half a century 

working for their conservation and was convinced that the lines must have been part of an 

astronomical calendar. Other people thought they might have been ancient Inca roads or 

irrigation systems. The weirdest idea was that they could have been landing strips for alien 

spacecraft! 

This region of Peru is one of the driest places on Earth and yet successful societies, including 

the Nasca, lived here. Water must have had an incredible significance to these societies, so 

perhaps the lines were related to this. We know that the Nasca River, which comes down from 

the nearby mountains, runs underground for about fifteen kilometres before suddenly emerging 

on the surface again. This must have seemed an astonishing, even sacred, phenomenon to 

ancient societies. It has also become clear that there are many huge drawings in the area, not 

just the ones on the flat desert plain. Many are much older than the Nasca figures themselves, 

so the same group of people can’t have created them. It now seems that the Nasca lines may 

have been part of a long tradition of ceremonial activities connected to water and religious 

beliefs. 










