OPEN
ACCESS

e.a-. a* :.&..)lﬂ.w..}.,\.;)\_lp'-ru@

0L f Aelikeal
b ool sl phn sy JLasl Baal 0L omn s 5 Madly ede o
A ST s o 0L 5 lB0L) B3 4 Jad e slag s
g sl S s Dot 4 opl)s Jlasl glsee 551 03 S s
5 @y Dosen wllad b ls 5L Ol 5, e der Jseressbe
Sl OB 55 sl (S, asend HLash 5 a5 e (S5 ,50)
Ol e laejsm Slalllae 4 a5 Conl b 0L o 4 25 Slge sl
spdee b e 0Ly 5 losl S 5o 4 OL5 o (e Sl el ool
does (plps 350 e 0L 5 (e bB0L5 L5 5 4 55 55 0L
(b GOl 4 (U)edim 5 Sl badlis wddsl gbeejs>

g 4:.9]1,\_3 L;:".'U)W\;; (D) (P cwﬁli?\

ool Oglee B L5 WAENVYE S W fls e bl



£
L

'I'u'n.i.‘n'ul.n
e e T

ik

!

R

e

Tos

=l =l =

L

Iii..l'.'lu’a.-'.ia'u

T
| Ed Bl

1y

e

Tt

6 L

FRHIETE

T

T
»

e i
g Limay
i Limay e

'Iﬂi'

LR

T

K -

S

i

A ok S
gl

T

i

-

o

-

HESEE A P T

"I

-

Srtazs ¢ ol 2573 T8 g
Serbeus (shge 5S> 1538 g sk 9 Sl - lo
é.’w AJ'.?B :gsb'é ﬁM

LR s slas!
Ol Gl oty e Slos) 50U 05,8 HLidls ( Soo y Slowat 5578
Ol Gl o2ils sl Solosh 5 0L 05,5 skl 0973l W71 5578
S o) aS Somas gl o oy wliBOL) (6 statmdd 5L f30 30 Llgl 5875
Ol b 0l o&ils sy Solost 5 0L o3 8 skl ¢ salao o 7 AOle 5578
0331 03 o ¢ udS Dolust 5 0L 05,5 slid (Olhos g S
031 ¢S g0 oKils SOL; S50 wlibOl 03,8 sLiils (DAme I oy 587D
O G o&ils wlisOl 5 sl slail) 03 8 il o 571 yome Slos-y 270
Ol b e e Sl Sliioes 5570 wlid 0L 03,5 SLiils chon (cmdlgal 1o 5578
) celeile 87 (651 i oo b sl 5 0L 03 8 SLAI (6 Cywigm 7S
O S oty e Slust 5 0L 03,8 skl (8301 o NI _Lind w5578
Ol e oty sl Slosl 5 0L 05,8 SLails o Koo & ol J78
gy Vg eh s ozt 8 0L wu&&wa;;>b\m§)lf55 G295 F S
5 s o8l ¢t 0L 05 8 skt (O gie &5 sl ST
Ol Ol oty sy Slust 5 0L 05,8 skl 6 393 2% 4l g0 S
039 065 500 oKl s ol 5 0L 0,5 steul cdmsly s Tl wgn g5
DSl b cattiss oo o&aits vy 0L 05,8 e owlidOL sl 19950 38 sLusdl yg0 5370
a3 ¢ 5Ss 53 o0& ) GOL (mlibOb) 05 S stisl cBilge! mosdVg 2578

Cuied Sloisle YA dosS i) g il 10y
VIYOVEYV$F sy 95
<A - V- PERISYOR 1 S Al
YEVE-FOYS u-il‘: lﬂLZé
VOYA -YVAY :(Ssg 4801 LLs
Ol 3
www.languageart.ir :colwosg
journalhz@gmail.com

Al il

il

(T

8

i

ey
t1h B

{2

fill

{THIE

IELET

a-

(R

.i!

 Tey
114 5§

i

fill

iR THLE

iy
"

TR
mik R

(8

 Tey
14 5§

{2

ikl

AR I

iy
"

)

(R

0

B i
14 5§

it

fill

LERHIE

i

SR

{3

T
kel



o935 b dlio i oy Jasl s g 0,55 slesal

b5 o) b o oSl () Uil oo (D) ek 53 iy (2,55 05 @
Al S

Al (O Dok 5 oz T L 5 gy (G ool Al alms 4 JLi)l (slss @

G 5 G Olme 4 Dljen 5 ek Ol (6,500 e 53 L) lss @
5 adme by o Gy ol Alie JLl b pday 1) a5 calze AL el L)
Sy ol Mo 4 glr )

Voo o oS e glols b 5 3l 18T L Wlis Wlsie Jlal gl gime St @
G 5 (S (ol me wodis walS V U Y 51 glldS O3l 5 adS V00U
5 oS Olie @bl B 205 S b Il G cl S3HE AL mle
G IS Gl e el e 3L 8 Oly) ST OL5 4 eS0T
e 35 00 B YOy lis (gl 5 andS YON AL VO iy o gt 4b

(ol Lo e 5 oA ( (Sallrel 5 ol i olS Ol gie (ghls s Olgie dmio @
2l (U)ot 53 (aE2I1) L1 5 Al

slasl Jl ek & vf;bjl;’-rl_} JoLa () SSlaS 93 Ol 53 iddlis e 53 Solelyl @
(Y QXY (601 Al i 3ot 5 e

R r..)aﬁ s lgsle s filiad by e 53 eslinads ) g ls @

b crpps) o209 s ool 1 Ol (5l J#19) SL28) 5,6 ol o Sl silspl il @
Ao Al 25 o (S

wsarms b als pl s Olge 5y F15 U251 AU 5 ob ( (SHlSel i @
3 g At QAU A0 e iz (g osled 5 e b e (o pe) Vs
lis QLY domin

4 el b Bl oL JelS LS G Ol ol o Salsilel 18 ml mlie @
cola

ils o Bgdzes 55 (gl 1y sl Slgis Sl g s Sl Loy G adas @

sl 33 5 ST ety e IS 48 S YarY sy G b el S ady LU @
fad (gl Al Cag B 5 eld ul O bans 5 resle VOF Lil- L A4
s (Adobe Arabic) ¢ 0L; «(B Lotus) . b 0L3 ;5 & g AL VY oL
ety ) dls bk b o ool AL (Times New Roman) _....5 oL
L (glakals 1S 51 i 5 ey 3L

S yd oo 4 o hittp://www.languageart.ir iz colu 4 Jla )l b Lgs Jlis @



el 5 Jotls e Calises (slaolOl s alzes Sl pesdle (0L b dollab
ol 395 g0 Tl WSl G g )3 Cppoman 5 amio plys WO Ol 5 elas
ol g s |G N REPPNYY Ol Ve 5 ol aslad

DOAJ e @ e 4 5 de THE LINGUIST LisT
e Gusraryay SOO8

Scholar

Eurasian Academic
E J I Scientific Resource
Journal

! ) Index o lndex__
www.ESJIndex.org ResearchB b |

Sponsored and Indexed by m - - . " i

CIVILICA “magiran:
PRy

We Respect the Science

Open Access

JOURNALS

¢




Sl ol el BN £aae AP Bled Bleali Gb ol S30LL
S S o s HSde el b ay iS5t O e dsblad 5w gy ol 50
ol b S Gl fol 00 b ey SlslsOl; 5 4 by e YL

R D) C)lﬁ;)\)ub) u"\fi\

The Iranian Association of R‘qus‘:an Language and Literature
s 4:3; )|J5 (ISC) r)\aﬂ OL@-? r‘,.l.é 6.:\.'&&‘ a\fil.; L OL}} ,'Jh 4.1?;.» ﬂSU ‘ff.}“b

The impact factor of Journal of Language Art is available in the Islamic
World Science Citation Database (ISC)



g
i

B I T T R

ik | sy
=Eay g

S

s S

YEoYY

YA-YD

FF ¥4

Ae -5

aY -Ad

S 369
1oy WM polie g Jloms e 3b)
[ore 4] (G5 Ud alaj olul g (S LSl yo (Jiiles
7 Sl
5 <l 0 Gl ladue lole cpozh (o108 (L) Hlad ool
[e ] €lo e 2152l Lo 1) (20 Lo (20 @b 15l (Lo
Sbad ealle
o390l 5o Uas guomal 390 50 (oSSl (415 8 po ladae olEuye
[ omelS ] 3
o oy i 9 3] QLS e ool ojex mye
S5 g plegl Aoz 5 5o Giul3Hl g <l Sbo,
[l 2] (2 A (S 51 oSy € G Aol Lo 5o
77 hhas deme g (5 ymte Hlas; el dsl>
Gl g (S0 (59,9 S ol 88 1 50 (ESlg 5Bk 9 g SOL
[l )]
> oly 5 F 55 Ly
PRRNPYE TRCEINPINC T SVRPCINNEPIN- I STV [ Eppnge
Silwpatdo & (Sanisfg 3,503, 50 6593k eSSl (45
(LY

6oLS s

ik S

1
-

TR IRE

Tk

T T [

!
i

T R

L N

I
-

MR

"
1

AR L S [



Language Art, 10(1): pp. 7-20, 2025, Shiraz, Iran
DOI: 10.22046/LA.2025.01 DOR:
Ve UV amio 5l Ve V0 JloVojlod Ve 0y90 ¢0)h5 ;20 dalilad

sl o policy (08,0 ol d)
ddlozd) sla¥lg duadtl dudl § Bel,8

) .
7 O]
(dLyoy Jase amly (@)ﬂ” g,)bi”g d=l1 ‘c_“é «7)5;3” DU./»T
Sl Al

(Received: 16 September 2023; Accepted: 22 December 2024; Published: 28 February 2025)

alsiue

Sl 13y dsli &35y eaads slons aguils dsslll dallass a8yl patll poaie Condl 13 oyt
sl deladl sy Cuo (o slow gulil] pall pe o5 Ul dailias Jslin Cum @Y1 gl oo szl
Brdse Slad! 1o § delioyl Llasdl olis Llod o Caondl 3550 LS (a8l barwsl) (25 Syl axsd
oo 335 iz ddlez slal o diuad Loy delliituly pogatll glul diyb § 43yl bilugll ,355 S
Vslas (o801 padl dso Osioll lgasd 2l Olay sl gl Gl (il «elld o 85dle Al & 20
Cebs Gl Jalgwll s sgall haluy LS @asis blsy oo poadll e eSS J] rud diline i Oles
C¥go g dssldlly alshly pall ddlenl] duldl lyogalis § Ll 8ols] ] dyadad! dos¥l &b bl
Gs 3L Jeladly oY1 Lolgdl (e Sasie JIST 35, ] o] Ul goluh] LogleSl okl Ly
Cungl A5 Brogas AL Wlozs a3 patl o A5 BV dmpb Coondl oSty 5T il
oa 152 el U watl) ellgtus oy AL dsmy § Cuo d5)EN &y 28 LSS Bole] § dilelinll Jailugl
e blasdl QLS| dis (a3l padl dolgs Gl Obasall el a8l Cuond] puziy Gy dusSis Sl
g ol lie Lo & oLl darlgs Sl dpudll YISy J] d8Layl il Cadldl deub s paill Aol
Aralia @b b (ad dagds AV (e

AL Az (AL g arhl (ad))l paill (e lag)]l RSLugll dalll )] siwludl SIS

'E-mail: baadjiisma@gmail.com



Ismahane Baadji oz Olgaw)

dodde
Bpasdl LI § lod Sl N5 (o Spdz dams O3l desg d8LES &S, AodVl doludl Gugs
oSl Lol &ty § sl (e dorgs yoab ] Ao SUYI kilugll ysals sof 43 dusd ) LUSIL as
cwarmadlls ooyl sl Sl Luddl Csleal (e wasl) wizds il dloye & U153 Y deshl oda O 42
podis dadod Aslos O] (28,01 padl Lol Gty LS (deladl] sl ad )l oVl dyasdl LS ode Camws
Cagll G5 oV (e izl g5l e prlhias havdl pads Sl elal] Calize 23Ul Ladus a8, ol
g5l Gy dileer doy) godall Byl st Gl s Talzss dalze Sl Olspakl 8 el dands
Sodedl uied! o]

Lilogll go delll dd a3 Cuo USD gulinll JSa 3ol ESaliss 2l (355801 padll guol
o) Bl Blytus 16301 0550 O oo Youd dgyldls padll gu ANl LSas Bale] ] ol las doasab]
e ligally Olagiidlly yeally dusas buls Il ge Jolad JM o dilee glo] & Jelb Blie puol
L3l ppgatl Comel Cum VI patll doadl Al Glo Lol 3T Ly Jazs JSa)l ety & ool
Cudyd wllins (luslls 8el,all Bousmie CVlisl o BLasl 8T laleo low Jeladls Losmdl Loy
) phadly s GAlls gyl sealie § adl Bale] Cullas ool e Bupiz ulme dsd)) Lz gloiSl

3 padl IS Gag Lo sl Jeladl GVl psgie oo aaSdl ] ol i Gugy «lld s 2l
e Condl 355 LS ol e wouodl g ol e (o dodVl Slulyull LiBgn 13Ss dasluodls dyglll daslass
o8y pall delgs Gl Shasall eal
108yl el pagdo

Brlio (95 Caon alelanlly Boasmall bilugll e datmy dusll pogadll o dpiz JSh 92 a3 gl
Ll ls (a8l =il LAYl e g ol e Jadins olins ] § dSHLadl ()lal (g5 «3ssSIY) sladll s
.a.:§)9_\| wpyail k;g@.ﬁl ?ble Sl gloes ‘“"ZJ] \&b.gljdgl weadlls <%.l.¢l.é.2)l

Yl &.ﬁu dlazh! :Lﬁ:%_)_” L:ys_‘yiﬂl &0 g,)b;}” ?m Oe Cuss ‘“"ZJ] &gaill Ol Baaz prydd
Gz sapaad] plhall 1ig) ool Olay =3 Soass w85 (adyl padll ol Jelad] Golb Gaey bo s
& «(Bolter 2001, 45) "&leli5 & 25 oyadt) duwssdl] LrslgiSs o wazsy s 56 " &l Talsy diimy
bulsy s dylie duad ade oy JEII e AN 54 Ohlubl sasie gai pll” &l 7 glaY diay e
Sl pedlls Cooall L padl S go ad )l padl” o 58" udlzrss L .(Landow 2006, 67) "5 58]
dP0kdsS s il (o5 .(Douglas 2000, 89) " yatue S Dte dlson los pusitud! OMsse e
low <a.¢-l.°l.533 a.tm_wg a.gj\a.) j\oLLc M J.) (M NS ul_c M M &;DT JS.‘Z- o (fé)_‘l g,)b;}”" QT
&l Bluals deale ST 900 o di 3 (Sans (Kaufmann 2013, 112) * bSlugll sumie bl jadl pig
Vs s Syl dodll oo mas dade ol uiz @l § Aol LorsleiSall Wliame (ibyy 3l 5o
13 V] Elelas paddl 1e o555 Y. <8301 daladl DMe e 8l adosSIYI Jawsll s V] dailah Gly of oSy
IS5l Byms 80 &+ 1 So) "parl) Ll gl dolus s w35 5T ol dolus Ak sl
ghial) "gleloo] me Galodls it ms ssloadll o Bl Ll sl Llsu] Bpall Olsa ge Jelin oai

! Hypertext

2 Jay David Bolter

3 Landow, George

4 Yellowlees Dougla
° Kaufmann



8 Digital Text and Its Creative Elements delul e polies o3, all

cadsgs ) Oudgs ‘“"ZJ] —Lmj)_ﬂ Y g,)bi”g— Slelwy! degasa ":4.31.3 @ duzw ddyzs LS (AFY ¥ A
G iz hso Lgulodl me 03651 13iSJ5 dgad JISAT (o Cayghas s I3 (LB 8092750 (ST fs - rgul
Oldams Cibgy ¢ VI &b "lalsdy a2 Syl dabls dio Ll Lol (VA ¥+ -0 (phdy) "alls g Loyl
7o Y] gl Gl of oS Yy dassSYls dodll oy mezy iz @ol iz A8 § Lpusdl L olsiSl
Il doluas AL Ghsl 13] Y] Llelds oWl e 065G Vs )30l daladl INe o (6T 3o s8IV Jagus]l
0¥ ¥ o) "oatl) Lol gl dolus oo 33 o
cadl] Gstus o paills Lol o L 2l dudelist) BNl gy oo S "5l @slaas Juas 6o
Syl Dgally Sygall 1o Ll Lol ol (o ds ezl BRI oo @assy (Juidlly il
doylsdl dlelad)) @My duad Jalg)l p ML) Ads )l ddelad o wudall 2o cogwladly (alibls
"GALL bLis ze Syl LIS bLaS gp gem @l 9o Selalh QAT o 6l (Al gaill gu zea
51 d84adl LVl Lis s8] padhl 9o "o lidll oVl ol 658 poxle dusl sl ] Ll (0¥ ¥ 41T (g5luns)
Ll pldl jgandl 48 bidy doasall bailuslly Sgall 5l Ggally Slezal J] BLYL Ly JLadyl g0
AW &Y el p)) "Jelazh! Jlsd!
solies daz oo Jolgdl Oladly Lgulodl plastul s samty a3l oAt psgia O Gaw Lo Gt
lo o deladl dlasll 3udos ] 905 ST LI Al o (a (GAlEbls padly CSSU) deeludl dilasl
6o 488 8el,3 (3o AL 03,4 Loy duumss Olblily seo (e il doess Log Bl tlse oa padl doan
ol Qo 5T QaloSI” poghe Jte dusSys 5l dizja punlia Bue ¢lo] U] dolaglabl LergloSally oY o1a)
Azl dase dsyg o081 OV gl (Seadl GV 5T 39580y VT 5T 3311 paddl 5l Y1 ! f byl L)
it ao 15l M 2595591 s § oS duad )| Blsh ls Iy Lol 2lolis Slilsy 05 e 31 U]
Sl asid 3,80l blall & ol B dusdly o5 Jol dady il o o dad )l ddlgll ol lgaos L3Il 2001
dinio lgzeus " Twine Stories " 5 g SOk [galsh "Afternoon, a story ":laie dsdJl OUlg,Jl (e
azmane J] dzlodl 590 ddelis Glls) 18] Je dlshl daill oda uelud Twin
syl B polisd] oy A8 Adelad] Aol o sazsy (03,1 padll) gpizd] g ol lia o]
dedss dolus o8 U8B Y dolus padl GALL I35 ills) (bl cpadl gudl (deluyl dlesll &gSLI
Caliy) "a81s <léls suzds &S,o Al 3 L] SloaSla Yg d3les 03650 ¥ ) padl Giss ey & Lehls 0 )
s L? Loy blay lia Jlasyl kogleSSs Q&L&JJ] g,)b;}” O @b]g byl s QT 9dug S(AT Yy
CVB OlogloSill eda gosln wasdl VI izl e o35 Jayg &g dads 8polsbl LorgloSl
85801 & 95! Cswlod] dols Jlas¥l Silug lsags 3l Shshill ode VeI seegll ek S0 b slazl
IERY
pailasg a3yl el 43
lgasl ailas 801 padl 42l
Sylo s stl) ol dlwg)l asorg Abaalll dalll ass b sBousl) dasluglly 2l o JolSll
LolSl e o sy sedas - Jlozd! 531 Bl gusy bos «sially saiidlly Sysall zo dlsluze
b daladl Jo Ol syme padl asy b Cus il Bl,al & o8 LSS dusy bl o
3w Olisalls ysalls ppgadl jo Jeladl i 31" OledsS (65 LS dlalSin dws & ye3 ps]
"deg bl psatl § dolie gt Bz Ale Blal dxigs (a3 patll dodle oe
(Kaufman 2013, 145)

! Michael Joyce



Language Art, 10(1): pp. 7-20 _o 51} o )lais N+ 0,90 oyb) yip dnlilad

wadl U515 @bl e patdl el & Blie puol Uy Bl Blatus asmy § 5)lal: gaill Jolaa) >
Belus] Do olaN) pig adyll padll” o 5luY ydos ddasddl 58 8sl,all Tass 332y Low (elidl
(Landow 2006, 95) "asllzs| (385 Bel,all Ol jluns sus Eumr oyl s LS5 &
o JESY Ll oS Cus dhalill ppgaill OLads s adyll oYl dazms gadll il »
iy kel @il O ey 0T 85 Brgaia Gull padl g Lo il (335 S3umio gblis
"Bpite Ohlus o derm dSalns ddss Beldl puad Cao il Bel,B psade
.(Bolter, 2001, 102)
& oladVly gsilll Sl ] Lk posadl OB e, B8l drglal [as: CadSally Slg) >
50 padl § sl sLadyI” o (loss nius . Aldls g pdl B e ST 20 Sl
" 43 pogall Jelitly guod] Sl Bal3) doxdliel L olazsl oyme
.(Douglas 2000, 132)
o)l el § dsluyl polisl
05 Com o)) o delasdl o lg)u85 lanis g dued)ll posaill puct: ddoldddl duatdl dadl - @
sy Jelatll adl” OF olsY pdys sl Jolis o Tly 4L sole]s pogatl] Lyiss
"l LS sole] daly gyl pg Cas dsylly Sl o dMall s
.(Landow 2006, 121)
Liluglly bals Il plasal xe atll Jols Jatll Glazs o4 a3 )l GVl s o Goall susall - @
80 GV § doall sasdll” of e US55 dSielys 4513 dy,e5 ()l pig Lo ol
(Douglas 2000, 145) ".cad! J&ls Olsa¥l §45 (uSm Bylgm 2Lad 3
=z Loa asylls GRewsbls otead] Jio )51 05 @e a3l padll gbliny shgdll oy Jslhall @
2 iz Bl 13y a3l patl guig bilugll cu JulSI" O sy s dlelSze 48 dyy23
(Bolter 2001, 162) " &udidl (st § plia
LIS § daalul i)l (S ddelidl pogatll oo dpasll § toylly GO gy ogusdl Jlg) @
=30 QI Ol BledsS Sias elazdl Gl o0 13am Bos Bl Las iy 83le] ol pad
"oatl gln] @ Yels o il muay Cus alidly ABL o saditl ol WSS
(Kaufman 2013, 188)
8 pall Lozl ol=Yl
IS st 01 Cu 3,0 pall Aoz & Brmse 590 & padl olinll (sl sg padl aadl v
(Bolter 2001, 150) Aoz 4y 2l 35 Jelin] punmatlly (Olialslly coghidly
845 (0 330 Bpate dud elyz] 315 3 dmadl SIlly ClgaYl Jlso] saluot ol umdl ¥
.(Kaufman 2013, 198) ,elad! 8,5]y bl
2:5oliys 55T Ll Loo oS5l dolitls puitl o gy &usd))l ot o Syodl usdl v/
) .(Landow 2006, 210) &3y5)] psall &)is
& 85Lkl W oS Cuo G5sl8ls OIS o Lol Tlas a3l GVl et Soldall umdl v
.(Douglas 2000, 225) dsladl CBLAYI 5T Clidsdll pe padll o

! Polyphony

10



W Digital Text and Its Creative Elements delul e polies o3, all

(AR Ollezy a3yl padl
8uS Blie Lol didasll § 15581 pspia "wsly Siyigs Bl 5 ' 5T @lRaled ma 8,81 & a5 sl
U Gl gston patl of ealizel U5 i cpalll yeundd Glhbs bl ol duddy LS Blozal sl pzals
e el § Ll )lie i3 sy (sl o dla3 ¥ GLISe] o doziie VY5 Olgdll (1o

.oadll
liaso clolstl dulasll & t6ola)) blass sel,all ddola) 4630 Glow o 8el,a)l b diss § 331 Jas
Gl dle il a8l oy w5m5 oo Bilis dlos Ay a3l O V] wilis paddl OLS pld § redddl )l s
2oledl Cuy Aol (ogall Sotus e lad] Jogihl olud 0de duwed @l by (AL guubl gass
el O Y] el ddasll & dngeos L)1 duleld ahais oy ol 8.4 ol 3o Ul duddatl
godll 1ha & o Gelwl dasll § )l Aol slably Bsl,all &y dussalisg s SSET s Jlo
(Isere 1980, 345-397). Jelahl LaVL dicsws o 3831 Lo 505 cuasd] oYl
Jo Gl Balze ud ()N O o 13T @ladlgds gl Cigy 3l laoyb LS TA Sllloz pols
13 8,54 ol 33y a8l padll .l ge Jslatl ye ekl el § polu
s Loo cmtal] Jaals ) e 8o, Lo 1y i (638N 05 2ead) pogaill: LA Joliz o
)5 IS 88 el
258 U1 ddela] Slls Il § LS wihlas e padl "BUS" & ) Gliy: paill gueS oW1 @
pdsad) Jolis e 2l llas
los o3l patoly 25t L Gldss OB ols xé e8! padl O Ler yolell GV USCas Bole] @
ool s Yl 8T 888 e ghlon
3l CJUL:I.&SJ Lgég SlusYl Jds AL C,«.:y L9 JS.)“LL Aftemoon 34“13) )SJ.J OIK) O JL‘.‘ASj
.clel cLLg L? ?.EMI )90 w&:g Low
Blogll a5 loge dadlly ddlosd] dimybs wililhie § calizg ¥ GV ol il e 48 ST
e vadl Jsss W89 Adleadly dudl] dlows dudluly ax) ol USU Cdse daalls OS5 Oloplls «ladally
s @0 Sloww Yol 8,091 Slsiadl & a3y 03 SIS o 0ysa J] Jsos liSls Gysal ] dalad]
e B3Y1 L3N el e Ciliys Coodl aB)1 04l dlall A3 35 ad)l padlé qgudadl oYl e
ol n s padls desand) Sl b guat) adl G lyadsss Dl e €Sy o pals o] Ol
e dels lsol elols lus padl JSian 6,531 Ludidl poliall il ] pol Cum all § Aol
Okl Slalsdly & padl ssall Sl V] e 80 padl JaiS Y 3] (Vs )l st
(AR ¥ 18 o) "deed ) Slaidl e Laysdgenn. dumithl Jasls s GlelisYls Liowshls
weledl & jlasg e300 patll
wya ze doall OB (o 3h 90 (a3 S O Gl it S Wz lazead Ll Epolaall & ylas pols
110 8,54 oo musy (a3l patlls g,51

! Wolfgang-Isére

2 Hans Robert Jauss

3 Reception Aesthetics
4 Intertextuality

° Julia Kristeva

11



Language Art, 10(1): pp. 7-20 _o 51<) o)las N+ 6,90 o5l pi dnlilal Y

Selidmlg)l e Bady by b 555V pogadl wlil Yo pathy ¥ a3 ) paill: umdidl] ol @
.4:?)153 ua.’Jl J&ls douxie C_’chl_).a.g [ Lo
gk b s Sl e pazdy ¥ (08))1 pall: ddgally ddbly dgsdl pogatd] gu Ul o
lugll susthl poliall e Buyse YT (3lsu Low ygually «sgmlly coaaudl! mblio
G Jsladlly Olamenl s pgall LSS Sols] (S bugder Gl § pogatll glul dole] @
Al pds St lalmey bes
dzapdl oo Glaps] lh Lexia to Perplexia Jia &)l Ol pamy & dev s (s JlaSy
pdsall Jolall (&5 ) yazaly e olizs sz los wadl & S8zl puasatlls
53 s oS gladl @ el Jl )l Jagad e dSinlins ST Al Sildlez a3yl padll ey
Batus yghs s O¥goall ode 8oasill bilus)l go Jsladl dy (gadl Jeladl b jud Jodid goliall
w3 pasll § Gl drub Gleaad dod¥l Ol il
@V sl LT Jgoiig adyll add]
g JISHT oy 3 il Bae IV (a Byl ol ol il 150235 Gams Kty o3 )l ol
Gohl pams b Lods Al oY) il pemlia & il Sole] et los aaJlilly GALS sladl e
ooV Okl 4SS ale] ol Couss § 3 GV gy g ol o5 i
do¥ls padll psghe iy Bole) -
Bgas 3los a8 Gl 5SU cbghins ol ¢ gdas Coll LS &l s il o4 gagdll VI G @
(Hypertext).dusid! bals g Sloxend! IS (o 5lyezals dptas d8aliod
Coltl 5l Blebl padl 8,58 e dazed I ASSals dysadl Ol G xSa Bole] poyi e @
Bugizr U] padl praid” «illuss ol OhlasY (B Hukte a8 oVl & Gistl guay 3]
(Landow 2006, 45) "ddelat)] (s potie elad ] 3labl gaulad jadl yslote Joslily 8el,al
A &l 389 (W g0 e —
V1§ o8I Jasll gt o Seline B8 (lbaty gl QoW 08 (AL dy s J] Bl @
Aalisd] bSlugll g dlelds s duds padl 315 & Biline tHlaN pruay a3
OVsy ) "Cdgall CB5A Woll” ol 53T s " rmall 1" aualal Gyghs S lasl oS @
(AL poade LSS 08, LYl W wlizos 3 pudl sl § 3L ST i)W oy Eur iyl
"l W Ll V¥l ge dlde Jy BB LD dzly W asy b3
(Bolter 2001, 112)
oled Gl dpasdl SLEY o dbtey Cuo (udit] QoM Usmub Dok ush a3 QY1 @
laS" (Afternoon): Spglall usy” dulelant] Ladtl il Lo A 30 oo B,5tung dlolas 8013
Slylace slast 5Ll o (fé)_‘l &7);}” Jlxo @ JlesM Jf)lgT Y j}‘&i‘g NAAV (:l_c oz ISl
£ Ohlas! s Tl Soaste Gllys d] 58 les dusad] bl Jl IN& (o dail) dalzies
0adl o gz JoldS Ssiome muidd) dydsdl SLaddl e ady)l LAYl Solizul daS 3,5 Ak ode
Belydll &y 20 IS5 § Adels 8T g0 ()il ey b dousall baslugls

! A Hyperlink is a clickable element (usually text or an image) that allows users to
navigate from one webpage to another, jump to a specific section within the same
page, or open external files and resources.
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! Gérard Genette : “he rgues that narration is inherently linear, meaning it progresses
in time from one point to another. However, this linearity does not mean that the story
is always told in its natural chronological order. He distinguishes three main temporal
levels in narration: Order, Duration, Frequency”

2 Roland Barthes

3 Foucault Michel
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This research examines the concept of digital text and its linguistic/structural
characteristics, offering a comprehensive vision of this new form of literary creativity.
It highlights features that distinguish digital texts from traditional ones, such as their
interactive structure and dynamic language shaped by digital interfaces. The study
also analyzes the creative process, explaining how digital media transform text
production/reception and introduce new aesthetic dimensions to the reading
experience. Furthermore, the paper reviews key definitions of digital text proposed by
scholars, exploring diverse perspectives to deconstruct the concept. It discusses how
traditional literary theories have been compelled to rethink core notions like text,
author, and reader due to rapid technological advancements, which have spurred new
modes of literary communication and reader interaction. The research also
investigates the relationship between digital text and reception aesthetics,
demonstrating how interactive media redefine the reader’s role—from a passive
consumer to an active co-creator of the text. Finally, it addresses critical challenges,
including: Preserving textual authenticity, Evolving authorship/reception dynamics,
And theoretical gaps in analyzing this literary form.

Keywords: Structure, Language, Interactive Media, Digital Text, Creator, Recipient,
Acsthetics of Reception.
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A meticulous examination of Arabic language mottos in Algeria and their placement
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considering the substantial propaganda value these linguistic slogans carry. Upon
analyzing Arabic language mottos, one can identify several that demand careful
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error correction. This study explores male EFL teachers' perspectives on error
correction in both male and female classes, encompassing aspects such as necessity,
frequency, timing, type, method, and delivery agent. Participants included 60 male
teachers with varying levels of experience in teaching English in Iran. Utilizing a
questionnaire developed by Fukuda (2006), a paired sample t-test is used to compare
attitudes between male teachers in segregated male and female classes. While no
significant differences were found in the perceived necessity and frequency of error
correction, variations emerged in timing, type, method, and delivery agent
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Introduction

English teaching is important due to the development of globalization and English is
needed widely around the world. (Wang & Fang, 2020). Having elementary school
teachers who have theorctical knowledge may lead to more productive literacy
programs and may improve classroom practices (Fuchs et al., 2019).

Dee (2000) claimed that gender interactions between students and teachers have
significant effects on a diverse set of educational outcomes such as test scores,
teacher perceptions of student performance, and student engagement with academic
subjects. The researcher continued that the sizes of the effects are large relative to
subject-specific gender gaps and gender dynamics between teachers and students
have a substantial influence on gender differences in several important educational
outcomes.

This study addresses exploring male EFL teachers' perspectives on error
correction in both male and female classes. Specifically, it investigates the necessity,
frequency, timing, type, method, and delivery agent of error correction as perceived
by male teachers. By comparing attitudes between male teachers in segregated
educational settings, this research aims to elucidate potential differences and
implications for classroom practice.

Gender differences exist objectively, and girls have obvious advantages over
boys in terms of learning a second language, biologically speaking, women are
better at hearing and expression, and their verbal expression ability and auditory
perception are stronger than boys' (Qian,2015). He continued that we should
understand the discrepancies between male and female students and should consider
it in our teaching method to help them learn effectively. While gender itself may not
be a criterion for defining good language teaching, student preferences often favor
male teachers due to the positive personality traits associated with them. However,
statistical data suggests that both genders can be equally effective language teachers,
with some studies even indicating that female teachers may excel more than male
teachers (Taqi et al., 2015).

Through an analysis of male teachers' performance and preferences in error
correction, this study secks to contribute valuable insights to the field of language
pedagogy, informing teacher training programs, policy development, and
instructional practices in EFL classrooms.

Research questions:

1. How do male EFL teachers perceive the necessity and frequency of error
correction in both male and female classrooms?

2. What differences exist in the timing, types, methods, and delivery agents
of error correction preferred by male EFL teachers in segregated
educational settings?

3. To what extent do gender dynamics influence male EFL teachers'
approaches to error correction in language education?

4. What implications do the findings have for teacher education programs,
policy development, and instructional practices in EFL classrooms?
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Review of Literature

Errors

According to Damaso et al. (2020), errors may stem from two primary causes:
response speed and evidence quality, leading to distinct post-error adjustments such
as post-error slowing or speeding. Ameliorate the readability of your paragraphs by
rewriting them with the important free paragraph rewriter. review a being passage in
your paragraph and make it sound more mortal-like. (Boroomand & Rostami
Abusacedi, 2013). Acosta (2007) identified several criteria for error correction,
including comprehensibility, frequency, pedagogical focus, and individual student
concerns. Taipale (2012) highlighted the prevalence of teacher-led error correction,
with limited opportunities for students to self-correct, and emphasized the efficacy
of feedback types that elicit correct forms from students. Nassaji and Kartchava
(2020) in their study showed that recast is the most frequent, 52.4 percent feedback
type, and explicit correction is also found to be common in classroom practice.
There is an advantage to direct feedback over indirect feedback as it is more
effective (Al-Rubai’ey & Nassaji, 2013). Female students committed fewer errors in
L2 writing as compared to male students. Thus, females can be said to be better
language learners than males (Thirumalai et al., 2011). Men use a more
straightforward form of imperatives than women do. They also pointed out that sex
is a biological phenomenon that is identified according to sexuality as one being
male or female. On the other hand, gender is the social construction of the
characteristics of men and women and these are the societies that divide the genders
as being masculine and feminine.

Treating Oral Errors

Gender plays a significant role in feedback provision, with female teachers often
employing more polite and collaborative language compared to their male
counterparts (Ratnadi et al., 2014). Rahimi and Dastjerdi (2012) suggested that
delayed error correction, implemented after students have completed their speech,
can significantly enhance speaking ability, particularly among intermediate-level
EFL learners, improving both fluency and accuracy.

Rasaei (2010) claimed that learners in mixed-gender dyads benefit more from
feedback than in matched-gender dyads. The causes of this mismatch in male and
female responses to feedback are in sociolinguistic and psycholinguistic mechanisms
involved in learning. It secems that feedback from the opposite gender is more
considered and processed than from that the same gender.

A variety of factors such as the environment of instruction, learners’ factors like
age and experimental readiness, and also learners’ error types can affect the
schoolteacher’s choice of corrective feedback types (Ajideh & Fareed Aghdam,
2012). Pishghadam and Norooz Kermanshahi (2012) concluded that language
teachers are expected to monitor their learners’ mistakes, trying to provide them
with the appropriate feedback, and teacher trainers are recommended to make
prospective teachers acquainted with feedback analysis. Acosta (2007) pointed out
that when correction is required, it is also important to pay attention to the level they
have. For instance, beginners should only be corrected on errors hindering
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communication, intermediate students should be corrected when errors are frequent,
and advanced students should be corrected on errors that stigmatize them.

Error Correction and Foreign Language Acquisition

The role of teachers as mentors and exemplars is irreplaceable and teachers are
not only content experts and knowledge transmitters but also ethical-spiritual guides
who exercise discretion and wisdom (Tan, 2020). The learning process has three
different stages, namely the period of silence, the period of early production and
experimentation, and the period of continued development and communicative
competence at cach stage, three major types of engagement, behavioral, affective,
and cognitive, were observed (Zhang, 2022).

Instructors should encourage students to take risks during the foreign language
class, and this is only done by telling students that making mistakes is a natural
process of testing linguistic hypotheses (Acosta, 2007). Acosta (2007) emphasized
the importance of gentle and respectful correction during oral activities, particularly
when corrections are made in front of classmates. Common correction techniques in
EFL classes include negative feedback, utterance repair, pinpointing, request for
clarification, literal interpretation, reactive teaching, reformulation, and delayed
correction.

In different language learning contexts, the focus varies between meaning and
communication (immersion and ESL contexts) and forms through explicit grammar
instruction (EFL settings) (Taipale, 2012). Tomkova (2013) highlighted the positive
aspect of errors in foreign language acquisition, viewing them as evidence of the
learner internalizing new language construction rules rather than as negative
deviations.

Gender

Research has shown that there are no significant cognitive differences between
dyslexic females and males in the processes of reading, indicating that
developmental dyslexia is not influenced by gender disparities (Jiménez et al.,
2011). Chen (2012) believes that gender differences might become a positive thing
for them to learn from one another and improve their motivation for learning
English.

Wood (2009) mentioned that neither boys nor girls are motivated any more or
less by female or male teachers; they found no differences in this regard between the
abilities of female and male teachers. Jones (2003) found that female teachers
responded that male teachers would be better at motivating boys than female
teachers. However, her research also demonstrates that the longer the interview
lasted with female teachers, the more they would discuss limitations in male
teachers’ ability to motivate male students. Gender studies are very important
because they are related to the individual's development and teachers should provide
students with a good learning environment by teaching gender values. Students have
to be able to analyze the information they receive and need to know how gender
constructions affect their lives (Castillo, 2012).
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METHODOLOGY

Participants

Sixty male English teachers from various cities in Iran, including Tehran, Karaj,
Shiraz, Rasht, and Esfahan, participated in this study. These teachers had diverse
levels of experience, ranging from one to more than 10 years, and were selected
through random sampling. Participants were approached in different settings,
including classrooms, offices, and via email, where they were provided with the
questionnaire by the researcher. Additionally, approximately 20 teachers
participated in interviews conducted by the researcher.

a. Validity and Reliability of the instruments

The value of Cronbach’s alpha in all indexes is more than 0/7, and it shows the
high reliability of the results. The results of the study are valid and reflect what we
believe they reflect and that they are meaningful in the sense that they have
significance not only to the population that was tested but, for most experimental
research.

b.  Instruments

The primary instrument utilized in this study was a questionnaire adapted from
the work of Fukuda (2006). Comprising a total of 44 questions, the questionnaire
employed a 5-point Likert scale to gauge respondents' attitudes and perceptions. The
scale ranged from "strongly disagree" to "strongly agree," "always" to "never," and
"very effective" to "very ineffective." The questionnaire was divided into three
sections.

The first two sections, each containing 22 questions, focused on male and female
teachers' perspectives on error correction within their respective classes. These
sections explored various aspects, including the perceived necessity and frequency
of error correction, preferred timing for correction, types of errors deemed crucial to
correct, preferred types of corrective feedback, and the preferred agents for
delivering error correction.

The third section of the questionnaire gathered demographic information from
the participants. It consisted of three items, including the participants' gender, length
of experience in teaching English, and length of experience teaching oral skill
classes.

In addition to the questionnaire, face-to-face interviews were conducted as
another data collection method. The questionnaire format was also used during the
interviews to ensure consistency and accuracy of responses while minimizing time
consumption.

Procedure

The questionnaire was administered to the teachers by the researcher through
multiple channels, including in-person sessions in their classrooms and offices
within the institutes, as well as electronically via email and Google Forms. Before
completing the questionnaire, the teachers were briefed that their participation was
voluntary and that the survey would be conducted anonymously to ensure
confidentiality.

Upon completion of the questionnaire forms, the researcher personally collected
the hard-copy responses from the teachers. Simultancously, the researcher monitored
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the Google Forms and email platforms to retrieve the electronically submitted
responses.

For the interview component, the researcher provided the necessary explanations
for the questionnaire items, which encompassed a total of 44 questions. These
questions utilized a 5-point Likert scale, ranging from "strongly disagree" to
"strongly agree," "always" to "never," and "very effective" to "very ineffective,"
organized into three sections.

The first section comprised twenty-two questions, delving into male teachers'
perspectives on various aspects of error correction within male classes, including the
perceived necessity and frequency of error correction, preferences for timing, types
of errors requiring correction, preferred types of corrective feedback, and preferred
agents for delivering error correction.

Similarly, the second section consisted of the same twenty-two questions but
focused on male teachers' perspectives on error correction within female classes.

Data Analysis

The design of this study adopted a quasi-experimental approach, utilizing both
questionnaire and interview methods for data collection. The data analysis involved
conducting a paired sample t-test to compare responses between two distinct groups.

To address the research question regarding potential differences between male
teachers' attitudes toward error correction in male and female classes, male
participants completed both questionnaires and interviews. The check particulars
were distributed into six crucial areas the perceived necessity of error correction, the
frequency of error correction, the timing of error correction, types of crimes taking
correction, styles of corrective feedback, and preferred agents for delivering
corrective feedback. Subsequently, a paired sample t-test was conducted to assess
whether statistically significant differences existed between male teachers' attitudes
and practices in male classes versus female classes.

RESULTS AND DISCUSSION

Results Overview

Sixty male teachers participated in the study by completing questionnaires and
interviews regarding their attitudes toward error correction in male and female
classes. The analysis primarily focused on comparing their error correction practices
between genders using a paired-sample test (see Table 2 for results).

Error Correction Attitudes

Necessity and Frequency of Error Correction (Questions 1-2)

Participants were asked about their beliefs on whether students' spoken errors
should be corrected and the frequency of their corrective feedback. Responses to
these questions were rated on a S-point scale, with options ranging from "Always" to
"Never." The statistical analysis showed that the p-value for the necessity of error
correction and the frequency of error correction was higher than 0.05, indicating no
significant differences between male teachers' practices in male versus female
classes.

This finding suggests that male teachers hold consistent beliefs regarding the
importance of correcting spoken errors, regardless of the student's gender. This
uniformity in attitude implies a foundational approach to language teaching where

40



¥\ Male EFL Teachers’ Perspectives on Error...  .s,se 3 w4l 350 olelas olSays

the correction of spoken errors is considered equally important in both male and
female classes.

Timing of Error Correction (Questions 3-6)

Questions in this section explored the appropriate timing for error correction:
immediately after errors, after the student finishes speaking, after activities, and at
the end of class. Mean scores indicated that male teachers tend to correct female
students' errors more promptly compared to male students.

¢  Question 3: Female classes (3.13), Male classes (2.48)

¢  Question 4: Female classes (3.32), Male classes (3.82)

¢ Question 5: Female classes (3.36), Male classes (3.50)

¢ Question 6: Female classes (3.60), Male classes (2.81)

According to the data, a significant number of teachers disagreed with
correcting female students' errors immediately (46.7%), compared to a smaller
percentage in male classes (6.7%). This indicates a more cautious approach towards
error correction in female classes, possibly to avoid discouraging female students.
Conversely, teachers showed a preference for correcting errors "after the student
finishes speaking" more in female classes (41.7%) than in male classes (31.7%).
This approach might be employed to ensure female students have the opportunity to
complete their thoughts, reflecting a more patient correction strategy.

Furthermore, for the timing of "after the activities," teachers' responses were
more neutral in male classes (45.0%) compared to a higher agreement in female
classes (40.0%). This neutral stance in male classes might suggest a flexible
approach depending on the classroom dynamics. When it comes to correcting errors
"at the end of class," the highest disagreement was found in female classes (33.3%),
while in male classes, a significant number of teachers agreed (48.3%). This
divergence could indicate that teachers believe male students can benefit from a
more cumulative correction at the end of a lesson, whereas immediate feedback is
seen as more beneficial for female students.

Types of Errors to Correct (Questions 7-11)

Participants rated the importance of correcting various types of errors, such as
serious spoken errors, less serious errors, frequent errors, infrequent errors, and
individual errors. Teachers were asked to rate each type of error on a 5-point scale
from "Always" to "Never."

e Serious spoken errors: Male classes had the highest percentages for
"usually" and "always" (31.7%), whereas female classes had the highest
percentage for "always" (46.7%). This indicates that male teachers
prioritize the correction of serious errors more consistently in both male
and female classes, but slightly more so in female classes.

o Less serious errors: The highest percentage for male classes was
"sometimes" (61.7%), and for female classes, it was "sometimes" (45.0%).
This suggests that less serious errors are less frequently addressed, with
male teachers perhaps adopting a more relaxed approach to such errors.

e Frequent errors: The highest percentage in male classes was "sometimes"
(42.4%), while in female classes, it was also "sometimes" (33.3%). This
shows that frequent errors are noted but not always corrected immediately.
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o Infrequent errors: For female classes, "sometimes" (33.3%) was the highest,
whereas for male classes, it was "occasionally" (40.7%). This indicates that
infrequent errors are not a primary focus for correction.

o Individual errors: Female classes had the highest percentage for
"sometimes" (32.2%), while male classes had "occasionally" (38.3%). This
suggests that individual errors are addressed occasionally but not as a
primary focus.

These findings reflect a nuanced approach to error correction, where the
seriousness and frequency of errors influence teachers' decisions on whether to
correct them. Serious errors are more consistently corrected, highlighting their
importance in ensuring effective communication.

Method of Corrective Feedback (Questions 12-19)

Participants rated the effectiveness of various corrective feedback methods,
including clarification requests, repetition, implicit feedback, explicit feedback,
elicitation, metalinguistic feedback, recasts, and no corrective feedback. Ratings
were given on a 5-point scale from "Very ineffective" to "Very effective".

e Implicit feedback was rated as the most effective method in male classes
(54.2% found it effective). This suggests a preference for less direct
correction, allowing students to self-correct and learn from their errors
subtly.

e Elicitation was rated as the most effective method in female classes (56.7%
found it effective). Elicitation involves prompting students to self-correct,
which might be seen as more supportive and encouraging, especially for
female students.

These preferences indicate that male teachers adapt their feedback methods
based on the perceived effectiveness and possibly the responsiveness of their
students. Implicit feedback's popularity in male classes may reflect a strategy to
foster independence and self-correction among male students, while elicitation's
effectiveness in female classes may aim to engage students more actively in their
learning process.

Delivering Agents of Error Correction (Questions 20-22)

Participants were asked who should correct students' errors, with options
including classmates, teachers, and students themselves. Responses were rated on a
scale from "Strongly disagree” to "Strongly agree".

e Teacher correction was favored in both male (62.1%) and female (58.3%)
classes. This strong preference indicates a belief in the authority and
expertise of the teacher in providing accurate and effective corrections.

e  Peer correction and self-correction were considered very ineffective in both
male and female classes, with the lowest percentages of agreement (3.4%
for both).

The preference for teacher correction suggests that male teachers believe their
role is crucial in guiding students and providing accurate feedback. The low rating
for peer and self-correction could imply concerns about the accuracy and reliability
of corrections made by peers or by students themselves.
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Table 1. Responses on the Errors that Need to be Treated in Male Teachers (%)
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Female 0.0% 13.3% 10.0% 30.0% 46.7% 3.65 1.246

Question7

Male 3.3% 23.3% 10.0% 31.7% 31.7% 4.10 1.053
Question8 Female 1.7% 23.3% 45.0% 20.0% 10.0% 327 .880
uestion

Male 0.0% 13.3% 61.7% 10.0% 15.0% 3.17 913
Question? Female 1.7% 33% 333% 31.7% 30.0% 3.66 .902
uestion

Male 0.0% 6.8% 42.4% 28.8% 22.0% 3.85 954
Question10 Female 6.7% 31.7% 33.3% 183% 10.0% 2.86 1.058
uestion

Male 3.4% 40.7% 33.9% 102% 11.9% 293 1.087
Question 1 Female 5.1% 15.3% 322% 254% 22.0% 3.13 1.186
uestion

Male 1.7% 38.3% 25.0% 15.0% 20.0% 344 1.149

Table 2. Comparing Male Teachers’ Error Correction Techniques for Male and

Female Students
Error Groups N Mean SD T-value P-value
Male 60 4 0.743
EC Female 60 407 0868 0014 0342
Male 60 3.66 1.044
Frequency of EC Female 60 363  0.963 0.286 0.776
. Male 60 3.16  0.595 o
Timing of EC Female 60 337 0577 -2.727  0.008

Male 60 3.50 0.729
Errors that need to be treated Female 60 332 0.794 2.168 0.034*
Male 60 3.56 0.514
Female 60 3.36 0.676
Male 60 390 0.529
Female 60 3.66 0.662

Method of corrective feedback 2.826 0.006**

Delivering agents of EC 3.315 0.002%*
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Figure 1. Mean of the Male Teachers’ Error Correction Techniques for Male
and Female Students

450 1 4.084 g0

o 3.653.69 3.50 3.56 56
3.50 - .37 e 5y 336y
3.00 -
2.50 -
2.00 - B Female
1.50 - = Male
1.00 -
0.50 -
0.00 - r . . : .
EC

Frequency of Timingof EC Errorsthat Method of Delivering
EC needtobe corrective agents of EC
treated feedback

DISCUSSION

The study highlights several key findings regarding male EFL teachers' attitudes
towards error correction in male and female classes. While male teachers generally
maintain consistent beliefs about the necessity and frequency of error correction
across genders, they exhibit nuanced differences in their practices. Specifically, male
teachers tend to correct female students' errors more promptly and prefer certain
methods of feedback, such as elicitation for female students and implicit feedback
for male students. Additionally, teacher correction is overwhelmingly favored over
peer or self-correction.

These findings suggest that male teachers adapt their error correction strategies
based on the gender of their students, possibly to create a more supportive and
effective learning environment. The nuanced approaches observed in this study can
inform future training and development programs for EFL teachers, emphasizing the
importance of tailored correction strategies that consider student needs and
classroom dynamics.

CONCLUSION

The purpose of this study was to investigate the differences between male
teachers’ attitudes toward error correction in male and female classes. According to
the results of the research, there is not any significant difference between male
teachers in male and female classes in the necessity of error correction and
frequency of error correction, and this shows that male teachers do not differentiate
between these two factors in the male and female classes and act the same in both
cases. But some differences in the timing of EC mean point of female classes is
higher than male classes, it shows that male teachers give women classes more time
to correct their mistakes than men classes. Regarding errors that need to be treated,
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methods of corrective feedback, and delivering agents of EC, the mean points of
male students are higher than the mean points of female students.

Gender analysis is useful to ensure that every stage of planning, implementation,
and evaluation of education policies and plans takes into account gender disparities.
It creates a chance for users to address gender needs during the life cycle of the
intervention. By illuminating differences in gender, it allows users to evaluate how
interventions will impact gender roles and responsibilities.

The findings have many implications for research and practice in teacher
education and would be useful for institutes' supervisors, teacher evaluators, and
administrators. Being aware of the success of English teachers will also be useful for
material developers, teachers, and supervisors.

To sum up, a replication of this study in public schools seems to be important,
since there are some differences between teachers of private language institutes and
those of the public schools in Iran. The findings of this study and studies like this
can be useful for researchers and for students to make them meticulous about their
teachers’ sex according to their learning style. Students are recommended to identify
the best ways through which they can have feedback on their errors more fruitfully.
It also can facilitate the language learning process.

The limitations of the present study are that the number of participants was
small, so it is difficult to make generalizations. Another one is that a teacher reacts
to learners’ errors both verbally and nonverbally, and the latter may not be easily
measured through a survey. Also, the criterion measures of preferences for error
correction involved only questionnaires and interviews because it would have been
time-consuming to observe with all the teachers.

Considering the research limitations and findings of the current investigation,
some suggestions for further research are introduced. In the present study the range
of participants was not wide enough for the investigator to get a full idea of all
Iranian teachers. This study focused on gender based analysis of teachers’
differences in error correction, it can investigate the other areas of English teaching
or can investigate students’ differences in making error correction.
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Ambiguity is a rhetorical device closely tied to the culture of the source text (ST). It
plays a primordial role in the literary text as it adds profundity, suspense as well as
harmony and unity. Poets employ it to communicate both language and culture;
however, translating the literary text’s ambiguity is not of that ease. Ambiguity
creates many difficulties due to linguistic and cultural differences of the source text
(ST) and target text(TT), what causes a big loss in meaning during transfer. In order
to preserve both the aesthetic form and the suspense ambiguity creates, this paper
follows a qualitative method and relies on Lawrence Venuti’s approaches in
translating literary texts. By comparing selected passages from Jabra Ibrahim Jabra
(2008) with Amin Hussein Ahmed (1994) Arabic translations of Shakespeare’s
Macbeth, the study explores the main strategies translators adopt to avoid loss in
meaning and culture. The analysis reveals that in order to avoid loss in translation,
translators have to rely on specific strategies such as: literal translation,
domestication and neutralization to preserve the text’s communicative purpose to the
target reader, and make their translations faithful to the source text. Moreover, it
demonstrates the wvalidity of translating culturally specific terms through
domestication, adaptation and neutralization. The study also offers readers two main
strategies based on Venuti model: Domestication and foreignization.

Keywords: Ambiguity, Culture, Literary Translation, Loss and Gain, Macbeth.
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Introduction
The language of literature is, in fact, affluent with rhetorical devices as well as
cultural expressions that open the text to a multiplicity of meanings. As a rhetorical
device, Ambiguity plays a primordial role in the text; it attempts on the one hand, at
accumulating significance to the text by creating a sort of suspense to call the
reader’s attention. On the other hand, it enhances harmony and unity among the
text’s words and their limitless meanings. Although it is a purely linguistic
phenomenon, ambiguity is heavily attached to the culture of the source text. Thus,
Pocts employ ambiguity in their texts to communicate both language and culture. In
this regard, it becomes obvious that translation is used as a mechanism of cross-
cultural or transcultural communication. Yet literary texts’ translation is not of that
casiness for translators; rather, it poses many problems and difficulties. One of the
problems a translator might fall in is translating the text’s ambiguities, because,
certain literary words and expressions denote specific objects which are inherent in
the source text’s culture and they have no correspondent meaning in the target
language’s culture.
Statement of the Problem

Due to difference between language and culture of the source Text (ST) and
target Text (TT), the transfer might encounter a big loss. Even though, loss is pretty
acceptable in translating the content of the text, the translator should pay careful
attention in preserving both the aesthetic form and the suspense ambiguity creates.
In this regard, this paper will shed light on the possible strategies translators follow
in translating a literary text, particularly a dramatic poetic one; in order to preserve
its ambiguities and avoid a big loss in meaning,
Research Questions

The current study attempts through comparative analysis to answer the following
questions:

What should translators do to avoid the big loss in meaning of the literary piece?

What are the main strategies translators should deploy to preserve both
ambiguity and meaning, and the overall aesthetic form of the text?
Research Hypothesis

This study hypothesizes that translators tend to rely on adaptation and literal
translation strategies to communicate meaning to the reader, but loss in meaning
may take place because such strategies do not explore the true meanings that lie
behind the culturally rooted terms. Translating culture and ambiguity of a literary
work is in most cases a tricky matter, for this reason domestication, foreignization
and necutralization as strategies are of a great importance in literary translation as
they help translators to preserve the aesthetic value of the text and to keep
faithfulness to the source text in order to avoid loss in meaning.
Research Methodology

Using a qualitative approach, this paper analyzes some passages extracted from
Jabra Ibrahim Jabra (2008) and Amin Hussein Ahmed (1994) Arabic translations of
Shakespeare’s masterpiece Macheth (1606). In using Lawrence Venuti model on
translating literary texts, the article explores the main strategies translators should
adopt in order to preserve the aesthetic form ambiguity creates in the literary text as
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well as the profundity of meaning and the cultural value. Yet, before exposing the
problems of translating literature, one should first set grounds of the relationship
between literature and translation.

A Brief Overview of Literary Translation

The word translation “derives from the Latin translatio (which itself comes
from trans- and fero, the supine form of which is /atum, together meaning ‘to carry
across’ or ‘to bring across’)” (Kasparek 1983, 83). It is the transfer of the meaning
of a source-language text through an analogous target-language text. the function of
literary translation surpasses simple transfer the simple transfer function into
reproducing literary features; it also aims at reconstructing both the value of the
literary text as well as the aesthetic experience that the untranslatability of some
literary terms could hinder it. Thus, “Literary translation serves as a network and
nexus to make connections between languages and cultures by introducing the
foreign to the target reader. Literary translation is often motivated and designed to
serve one or more purposes” (Sun 2022, 1)

Although literary translation is a type of literary creativity in which the aesthetic
work of one language, whether prose or verse, is recreated in another language,
translation experts and researchers frequently define literary translation as “merely a
mechanical task inferior to artistic endeavor” (Abukhudairi 2019, 1). It is considered
as a secondary activity to literature due to its lack of creativity. In his article, “The
possibilities and limitations of literary translation: A review of J. Payne’s and Henri
Clarke’s Translations of Ghazalyat of Hafez”, Behnam Ganjalikhani Hakemi (2013)
argues that “Literary translation is still seen as a secondary occupation, as this form
of translation is thought to be (and is in many circumstances) inferior to the original.
One explanation for this is the absence of imagination in many literary translations,
when the process is mechanical and artificial, merely aiming at communicating the
message” (p. 375). Besides, the existence of the literary translation depends in its
essence on the existence of the literary text (subject of translation). This means that
there is no originality and creativity in translation, because it is a mere automated
way of transferring meaning from one language (STL) to another language (TTL). In
due, several Literary translations fall short of the original's caliber and fame. As a
result, it is classified lower than literature.

Discriminating between translation and literature has in fact no solid basis,
simply because translation is neither mechanical nor a process that lacks creativity.
In spite of the fact that the existence of artistic translation depends on the existence
of the source text; it is a creation just like the literary work. In this regard, one
assumes that the task of a translator is the same as that of a writer and in many cases
harder than it. The only difference between the translator and the writer lies in: the
first writes the ideas that belong to another writer, whereas the latter writes his own
thoughts. This difference, however, does not make a translator’s work less than the
work of the writer, because conveying others’ views is more difficult than conveying
our own ideas. The writer who writes his own ideas is free to use the words that suit
his ideas and he even makes his ideas feasible to his words (Enani 1992, 6).

Because literary translation is not mechanical or neutral, the translator often
becomes a cross-cultural communicator, mediator, and negotiator.
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Should Literature be translated or not?

In his article, Ozbek, D. Bal writes “no problem is as consubstantial to literature
and its modest mystery as the one posed by translation” (2019, 6). Translation and
Literature are two intersected arts, even though it is regarded in many cases as its
main problem. Actually, the problems translation poses in literature are somewhat
related to the ambiguous and mysterious nature of its language. This close
connection between the two arts persuades us to investigate the mystery of literature
and translation to answer the question: why translation resembles a problem to
literature? Answering this question requires to dig within the possible strategies
translators follow for translating literary texts.

A considerable number of recent researches in literary translation have focused
on the translation of literature. Many scholars center their researches on issues
including the nature of literary translation and the different problems encountered by
translators in translating literature, whether prose or poetry, as well as its closeness
or aloofness from the source text. Literary language has been considered from
antiquity a sublime and distinctive from everyday language due to the special use of
words which are deviated or defamiliarized from the norms. Such features or
rhetorical devices give literature not only its depth in meaning, but also its aesthetic
value and literariness.

Literary translation becomes much more problematic, when the literary text
subject of translation is written in a poetic language rather than prose. Poetry is rich
with hidden meanings and ideas that can only be noticed via a careful attentive
reading. For this reason, the form of a poem is considered as essential as its content;
it plays a primordial role in communicating different issues and conveying different
meanings in a precise and concise manner, through the employment of rhetorical
devices such as tensions, paradoxes and ambiguity. The latter turns into a
distinguishing feature between poetry and everyday language. In a word, ambiguity
emerges as a vitalizing rhetorical device in interpreting the language of poetry and
literature as a whole; it also becomes an architype of its objectivity. Despite the fact
that ambiguity is a linguistic hallmark, it was avoided in many linguistic contexts.
Nonetheless, it has been well appreciated in literature, particularly in poetry,
wherein it has become its emblem. It takes the form of rhetorical devices such as
metaphors, ironies, puns and wordplay, for communicating a plenty of meanings in a
more precise manner. Nevertheless, it has a profound and long lasting influence.

By injecting ambiguity into their works, poets allow their readers to get the
chance to utilize their imaginations, while exploring the meanings that the poem
intends to convey. This method also fosters a constructive relationship between the
reader and the diverse ambiguities the text exposes, stimulating by that the reader’s
attention and integrating him in the poem he is reading. In so doing, poets inspire
their readers to interpret their works in numerous ways. Hence, it is a device that
preserves the harmony and unity between the words of the text and its meanings. In
addition to the beauty and the suspense it creates in the text, ambiguity has a strong
relationship with the source text’s culture. Accordingly, Susan Basnnett contends
that, “just as the writer is a product of a specific moment of time and context, a
translator is a product of another time and another context” (Basnnett 2007, 27).
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This means that the language of the text is inseparable of its culture, what renders
their translations problematic due to the lack of equivalence, especially when STL
and TTL are both linguistically and culturally distant. Both the cultural dimensions
and the unique flavor created by the rhetorical devices such as ambiguity, puns and
wordplay elevate literary works to the uppermost forms of rendition, as their
translation is viewed as more than a simple form of text’s translation. Yet, the
cultural difference between two languages will render the transfer difficult and
sometimes impossible.

The mere shift in meaning from the source text to the target text is frequently
seen as subversive act counter to the culture it represents. In this context, the
translator should be cautious enough when translating words, that have a typical
fabric, such as puns and wordplay, or associated with a specific culture. This implies
that translators who rely only on their linguistic understanding of the text will
inevitably fail to inject the needed suspense, creativity, as well as multitude of
meanings in their translations as that encountered while reading the confusing words
of the original text. Hence, they are unable to afford their readers a work as
compelling as the original one. Even though flawless translation of two culturally
different texts is farfetched, the translation that is centered up on conveying the
meaning and the message of the SL text is, however, always possible, chiefly, when
a translator borrows or coins words from the SLT or familiarizes it to suit the TT
culture.

Loss and Gain in Translating Literature

Literary translation is always regarded as a debatable issue among translation
scholars. Some theorists regard that the only way to read literary works should be in
the source language in which it has been written. Translation scholars, however,
advocate that this very specific kind of translation could be achieved — even though
a sort of loss of the original meaning that the author intended to convey may occur,
as well as of the beauty and the suspense of the original text (Hakemi 2013, 377).
This means that the translator must be skilled to translate the delicate elements in the
literary work. In spite of the fact that there is loss in translating the meaning of the
literary text, there is also another aspect of gain that should be taken into
consideration. To translate the original text into more than one language means to
allow the text to cross boundaries to penetrate other cultures. In this sense,
translation and literary translation in particular participates in creating what is called
world literature, a literature that surpasses the notion of nationalistic chauvinism of
literature.

With translation, a literary work travels the world penetrating different cultures,
hence, this will automatically give an after- life to the original text. If this means a
thing, it means that translation is the afterlife of the original work and its continuity
throughout time. Moreover, literary translation is a creation, because once we
compare the translated text with the original work, it appears as a new work that is
distinguished with its own characteristics, spirit and style. In fact, the lack of
equivalence between text SL and TL in finding the accurate meaning as in the
original text drive translators to adopt different strategies and procedures to translate
the difficult words and expressions.
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Strategies of Literary translation

In considering translation as a challenging task that requires from the translator
to render the untranslatability of numerous linguistic and culturally rooted terms
possible, scholars have come up with a range of strategies that will help the
translator to overcome such problems and finding balance between ST and TT both
in form and structure. According to Lawrence Venuti in his book The Translator’s
Invisibility: A History of Translation, “Every translation is influenced by cultural
values and norms present in the target language, including both dominant and
marginalized perspectives. While translators may submit to existing ideologies, they
can also resist them, aiming for a more culturally diverse representation through
their work” (Venuti 1995, 33). In this regard, every translator should view the
translation process through the lens of culture, which refracts the cultural norms of
the source language. It is the translator's responsibility to transfer these cultural
norms to the target-language text while maintaining their meaning and their
foreignness” This means that translating the various cultural values from STL to
TTL is compulsory in every phase in the process of translation. In his 1998 book
The Scandals of Translation: Towards an Ethics of Difference, Venuti states that
"Domestication and foreignization deal with 'the question of how much a translation
assimilates a foreign text to the translating language and culture, and how much it
rather signals the differences of that text' (Benkrima & Lilia 2023, 37).

Domestication alters the source text (ST) in order to conform to the linguistic
and cultural norms of the target Text (TT). In contrast, foreignization preserves at
preserving the elements of the text, when it maintains the linguistic and cultural
variations that the target reader might not be familiar with. Yet selecting one of the
strategies over the other affects the cultural and ideological values of the translated
text. Furthermore, the term adaptation according to Hutcheon and O'Flynn (20006),
refers to the entity resulted out of implementing a particular source; it is also
regarded as the process through which the entity is produced or created, including
reinterpretation and recreation of the source. This process of adaptation is a
palimpsest through the memory of other works and resonating through repetition
and change (2006, 179). In the traditional Arabic milicu of translation, these
strategies were not explicitly used. In order to allow the Arab reader to live similar
experiences as that lived by the English reader, Arab translators used to modify the
translated text on both linguistic and cultural levels to keep authentic to the source
text. Such modification is somewhat closer to domestication strategy and tend to
conform with the Arabic language and culture.

With the advancement of translation in the Arab world in postmodern time as
well as the advancement in comparative studies and translation field, domestication,
foreignization and adaptation strategies come forth. Arab translators began to center
attention in their research studies on such concepts, using the different tactics in
translation to convert text from one culture to another. The issue related to how the
procedures of translation take part in altering the linguistic and cultural turns out
debatable in the current time, especially when a number of translators from the Arab
world employ a strategy that is somewhat similar to domestication, what help them
in adapting translated texts to the Arabic language, culture, and ideas becomes
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obvious. Yet, concepts as domestication and foreignization were not explicitly
discussed by Arab translators to avoid loss in meaning and maintain the cultural
value of the target text. The advocators of domestication claim that employing this
strategy would preserve the original text’s norms and protect them from any foreign
addition or alteration, because "domesticating translation is easier for the readers to
understand and accept." (Yang 2010, 79). Yet this strategy deals with simple and
well known texts and would not help translator who struggle to translate foreign
texts. Unlike foreignization that deals with diverse cultural components, this strategy
contradicts Venuti’s perspective, because domestication may lead to the loss of
cultural subtleties and unique elements of the source text, what renders the translated
text inauthentic. It becomes obvious that the two strategies share the ultimate goal of
the translator. Besides, the two strategies are the only global strategies which are
oriented for translating the whole source text instead of sentences; they encourage
readers of the target language to get interested in other cultures.

However, literary translation is a highly complicated task as it is not solely
concerned with transferring words from one language to another one; rather, it
encompasses the transmission of cultural values while maintaining meaning. In
doing so translators have to determine the most suitable strategy to keep faithfulness
and fidelity to the source text. In order to discover which strategies better help Arab
translators in avoiding loss in meaning and being faithful to ST, while struggling to
preserve the cultural value, the analysis and discussion section compares some
extracted passages from Jabra Ibrahim Jabra translation of Shakespeare’s Macheth
with Amin Hussein Ahmed translation.

Jabra and Amin’s Procedures of Translating Shakespeare’s Macbheth

The uniqueness of the literary text makes literary translation is particularly
significant as it is dealing with a unique sort of text. The translator of literary text is
not concerned to translate the language of the text only, but its culture also. The
main objective of translation theories is providing translators with the soundest
strategies that will enable them to find the equivalence between the ST and TT
languages, otherwise the loss will take place, what renders their translation
unfaithful to the source. A simple example that makes us believe that translation is a
creation and not a mere mechanical task is the fact that when we compare the
original masterpiece Macbeth of the world poet and playwright William
Shakespeare with its Arabic translations of Jabra Ibrahim Jabra and Amin Hussein
Ahmed.

Macbeth (1600) is one of Shakespeare’s best-known and most potent tragedies
during his lifetime and of the most potent and significant tragedies in all of English
literature. The play’s popularity as well as the big number of translations it has
received are the true reasons behind its selection. Actually, Macbeth grabbed the
world wide attention of translators, whom translated into more than 80 languages.
Arab translators such as Mohamed Enani, Amin Ramzi, and Salah Niazi have also
interested in translating the play into Arabic. Each one of them used different
strategies in his translation.

This study examines passages of the play that are extracted from the ST
Shakespeare’s Macheth written in English to be compared with its two different
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translations of the same Target Language Arabic. The first being Jabra Ibrahim Jabra
Arabic book Fl- Maassi El Koubra “s,SJl &4” (2000), that includes all the

translated versions of shakespeare’s big tragedies, whereas, the second is taken from
“CSe do e, translation of Amin Hussein Ahmed (1994). It should be stated that
the two translations were not arbitrarily chosen, rather, the two translations belong to
two famous translators and publishing houses. Unlike other translators such as
Mutran Khalil, who based his translation on reading of the French version of the
play instead of the source text, the two translators relied on the original text written
in 1606 and translated it differently to Arabic.

Both Jabra and Amin employ different strategies to create a beautiful translation
close in its structure as much as possible to the source text. Linguistically speaking,
both of them adhere to sentence structure of the target text and depend, in their
strategies, on culture —specific item. Concerning their strategies, both of them adopt
common strategies such as functional equivalence, literal translation, and
domestication, or neutralization. Rather than retaining the cultural uniqueness/
identity of the original text, these strategies aim to attain to linguistic/formal
equivalence, while retaining the source text’s communicative function.

After closely reading the play in English as well as its two translated versions in
Arabic, the researchers perceive how the play’s translation could be altered
depending on how the two translators comprehend the original text’s words. That's
why, many of the figurative expressions of a dialectic nature are translated into non-
figurative language, deploying literal translation, domestication and neutralization as
main strategies. Therefore, many of the culturally relevant elements of the source
text turn out emptied of their aesthetic appealing and cultural significance. The
opening scene from Shakespeare’s Macheth appears the following:

First Witch: When shall we three meet again?

In thunder, lightning, or in rain?

Second Witch: When the hurly-burly’s done,

When the battle’s lost, and won

Third Witch: There to meet with Macbeth.

First Witch: I come, Graymalkin. (Shakespeare 1999, 102)

In his book The Big Tragedies (2008), Jabra Ibrahim Jabra translated the first
scene of Macbeth as follows:
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Jolo juaddl ke die els ¥8,0la

CuSg At Cam ¥8,5L

Sél.:f.‘ (GMI (?‘Lb:% N 3yolw

GO (agele ¥ 8yole

Aot el ¥ 8ol

ploall e Jeazdlsm muatll 5 ol g2 Juazd ils M

56



&Y Macbeth from English to Arabic st 4 ol 5l S

8 5 Gld (o B> § s Lo
A1V YA G‘.‘.‘“I)-.’l IJ}-’?) Oyt
Where as Amin translates the same scene as follows:
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Discussion and Analysis

The opening scene in the two translations shows that both Jabra and Amin’s TT
language retains the poetic and the aesthetic qualities of the ST. This means that
both of the translators have relied on literal translation as a strategy. The language of
the TT comes in standard Arabic and in a very expressive and instructive form with
intention of being read by target readers. The translation of Jabra deliberately reveals
his experience as a poet, since he was very interested in producing the same poetic
impression on the Arabic reader as it has been done by the original text. For this
reason, his translation follows short rhymed lines as much as possible to stick to
Shakespeare’s poetic lines. He also used the simile “&lls” and the adjective “Le,”
to keep, on the one hand the lines rhymed. On the other hand, it seems that these two
words are ambiguous, what adds profundity to the meaning of the text and persuades
the reader to carry on reading to learn what next scenes hold in their folds.

In the ST, Shakespeare employed three natural phenomena “thunder, lightning,
or rain” to intensify the opening scene’s dramatic effect. Although these three words
denote three natural phenomena, they connote danger and catastrophe in English
culture. Shakespeare employed them in the opening scene to entice the reader’s
mind to anticipate into King Duncan’s calamitous crime that takes place in scene
Five. In spite of the fact that the three expressions have common denotation in ST
and TT cultures, their connotations are quite different. In English culture of ST,
they resemble danger and catastrophe, however, in the Arabic culture of the TT, the
three are merely natural phenomena. For this reason, Jabra smartly adds the simile
“&lels™ to create the same depth, effect and ambiguity in his text.

Similarly, The pun “hurly-burly” and the oxymoron “lost and won” in the third
line hold more than one meaning. In the surface level, they refer to the battlefield,
yet the underlying meanings refer to the awful crime of the king as well as the
change in Macbeth’s near future life. Accordingly, Jabra adds an extra word “Ls,”,
but he relied on literal translation of the oxymoron and put it in a rhymed form
“lLewSs UL s to more or less create the same effect. Although Jabra modified the

original text by adding extra words to bestow more depth to the dramatic effect of
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the first scene, such expressions did not destroy the meaning of the text, rather, they
preserve both its meaning and its aesthetic value, as well as the unity between the
first scene and the next coming scene of the crime. Hence, this modification reveals
Jabra’s true identity as a poct as well as his mastery of the process of translation as
an artistic creation.

Jabra’s talent as a translator appears clearly when he translated the ambiguous
expression “Graymalkin” the name of one of the witches’ cat. Exclusively, in
English culture, this cat’s name is heavily attached to witchcraft and demonology.
Cats, rats, and toads arc animals that represent disguised demon creatures and
witches. Obviously, this name refers to the elder sister of the weird sisters or their
master.

Contrasting to the English culture of the ST, such cultural feature has no sense in
the Arabic culture of the TT, since it does not exist in Arabic culture as a whole. For
this reason, Jabra reinforced the noun “Graymalkin” with the adjectival phrase
“elgdd! 287 to give her a deceptive nature between a cat and a frog / a toad. In fact
the color gray is not heavily attached to incarnation as the black color; but, when he
added the adjective “clg-ad”, he deceived the reader’s mind. In spite of this extra
modification in the source text, Jabra translation did not destroy the text since there
is no loss in the meaning. Instead, there is gain, because the words Jabra added
contributed additional dramatic effect as well as lyrical flavor to the scene, while
preserving both of the aesthetic value and the semantic implication of the original
text.

Unlike Jabra, Amin’s translation seems too conservative to the ST. Although he
tried to follow rhymed lines to preserve the same dramatic and poetic effect as much
as possible, as in the original text , he did not make any modification in the text. The
word “dsextl” is the best translation to shakespeare’s ambiguous expression “hurly-
burly” as it gives the same effect, and the same meaning. Unlike Jabra’s expression
“zb s z~/"” that did not add strong effect until the adjective “Le,” was added, the
word “4d=e=ll” per se holds multiple meanings. In the surface level, it denotes the
battlefield with two armies in clash, but in its underlying meaning, it connotes both
Macbeth’s self that swings between honesty and dishonesty, a loyal general in king
Duncan’s army who swiftly turns into a butcher or a criminal; a soldier who fought
for the name of his king who turns into a traitor who kills his king to steal the
throne, as it also refers to the night of the awful crime. In short, Amin was successful
in his choice, because the word “d=.=<Ll” is such an ambiguous word with multiple
strong meanings: it refers to dirty, dark deeds, and unstable things. Hence, it adds
more to the effect of the scene, and teases the readers mind.

In this regard, Amin’s translation demonstrates devotion and authenticity to the
source at aesthetic, structural, and cultural dimensions. As it was carlier mentioned
in this paper, some linguistic expression that are heavily connected to source text’s
culture are hard to translate, because when dealing with two different cultures such
as English and Arabic cultures, the cultural loss is inevitably will take place.
Therefore, the best strategies the translator should follow to avoid loss in meaning
and preserve the cultural effect are literal and domestication strategies.
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As it is previously stated, the tactics used in the two translations are
communicative in function, and aim at upholding meaning to target language’s
reader instead of preserving the cultural identity of the source text. Thus, the Arab
reader when reads the two target texts will not feel foreignized, rather, he will go on
smoothly his reading. In spite of the fact that the two translators have adopted the
communicative function to preserve the meaning of the orginal text, numerous
expressions differed between the two translations. This deliberately appears in the
following example extracted from Scene three of Act One:

First Witch: A sailor’s wife had chestnuts in her lap

And munched, and munched, and munched. ‘Give me’, quoth 1.

[...]
I’'ll do, I’ll do, and I’ll do.
[...]
ALL: The weird sisters, hand in hand,
Posters of the sea and land,
Thus do go, about, about,
[...]
Peace, the charm’s wound up. (Shakespeare 1999, 108 -112)
Jabra translates the same scene as follows:
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Where as, Amin translates it as follows :
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In their translation of the repeated line “And munched, and munched, and
munched”, Jabra translated this verb with the verb “za¢” to refer to the sailor’s
wife, pointing out to human nature in eating nuts, whereas, Amin used the verb
“oad3” to indicate rats way of grinding things. He connotes by that the nature of the
witch that intends to disguise in a rat without tail to sail with the sailor to Allepo.
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Although it is obvious that no loss in the meaning has taken place in the two
translations of the line, but the loss had impact on the cultural component of the
source text owing to the cultural difference between ST and TT. In this regard, it
seems that the communicative function of the translation has neutralized the target
text to suit the overall taste of the reader.

Accordingly, “the ultimate aim of communicative translation lies in producing an
effect as close as feasible on the reader as that acquired by source text’s readers”
(Newmark, 1988, 39). To make it clear, the translator should give much attention to
the target audience as well as the target culture. He should respect the reader’s taste,
put what should be accepted in the target text and reject what should be denied or
prohibited by the reader and the target culture. Even though this alteration made the
text acceptable and the meaning transparent to the target reader, the loss affects the
culture of the ST, especially when the change touches the words that are deeply
attached to the culture of the source text.

The translation of Shakespeare’s ambiguous expression “Weird Sisters” into
“yadll wigsT” clarely demonstrates this cultural loss. Firstly, Shakespeare has
employed this ambiguous expression to denote the strange or supernatural nature of
the three sisters and their unfamiliar deceptive appearance, in which they have
beards like men but faces of women. Yet it connotes the mysterious case of Macbeth
and his lady. Both Jabra and Amin translated this expression as “;uafl &g, but this
expression did not give its intended effect as in the source text.

In spite of the fact that both of them interested in designating the three witches,
for preserving only the allegorical and the mythological aspect of the source text,
their deployed term “,. il does neither connote the strange nature of weird sisters,
by considering them imperfect speakers of prophecies, nor the deceptive nature of
Macbeth . Moreover, the difference in meaning between the word “Weird” and
“,44)” 1s very obvious. The former word means strange and when translated into
Arabic it gives another sense “wly 27, whereas the latter refers in English to “fate or
“destiny”. It seems that the word “&ly 27 suits much more the appearance of the
witches than “,ua)”.

Yet, both Jabra and Amin preferred to adapt the word “,u41” to domesticate and
neutralize the text to the target reader and preserves the aesthetic form of the text . In
this case the two translators employed adaptation and neutralization as strategies for
adapting to source text’s original context.

Although the reader of the target text will find no problem to access to the
meaning of text and could even imagine the strange nature of the sisters, the loss in
the cultural dimension is visible, when the ambiguous word “Weird” of the source
text is substituted with the word *,4i” that connotes something else in Arabic or TT
culture . Similarly, the cultural loss and contradiction in meaning has taken place in
Jabra translation of the last word in the ending line “the charm™. Jabra used the
expression “d3,1” as a synonym the word “charm”, however, his translation made a
big loss both in meaning and culture, because the term “43,J/”in target text’s culture
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does not have similar meaning in the source text’s culture, instead, the two terms
have contradicted meanings.

In Arabic culture (TTC), “4.3,)1” refers to the religious way of treating/healing a
charmed person, whereas the word “charm™ in English culture (STC) refers to the
supernatural curse that may affect someone. Hence, Jabra was not successful in
translating the last line, because he tried to adapt an idiomatic expression to the
cultural context of TT, yet, this adaptation has created contradiction in the meaning
of the TTL. This slight modification caused a big loss on the target text’s cultural
dimension. Due to the big difference between the two cultures, the loss affected the
overall meaning of the line, the cultural aspect of the target text, and has also
affected the entire aesthetic form, because the last word is not persuasive enough to
tease the reader’s mind.

Unlike Jabra, Amin was very successful, when he kept loyal to the original text,
as he learns that translating a difficult idiomatic expression that has a strong effect
on both the meaning and the aesthetic value of the text is in fact a risky road.
Instead, Amin has relied on the literal translation of the line. In this regard, he used
the word “34 g=ff” the very direct equivalent term to the word “ charm™ . As a result,
Amin’s authenticity and loyalty to the original text boosted him up both to create a
beautiful  equivalent  ending line  “the charm’s  wound  up”
“wexdl ClaS) 138 40”, and to achieve success in avoiding loss both in meaning and
the cultural aspect of the target Text.

Conclusion

After having Compared Jabra Ibrahim Jabra and Amin Hussein Ahmed’s Arabic
translations of Shakespeare’s masterpiece Macbheth, the discussion and the analysis
section has demonstrated that:

literary translation is not a mere mechanical task as it is affirmed above in one of
its definitions. Rather, it is a literary creation, a true artistic work similar to that of a
writer or a poet.

Translating literary texts is a truly challenging and rigorous task, wherein the
translator's duty is to transmit an entire civilization, encompassing cultural,
religious, and social norms.

The choice between the concepts of domestication and foreignization is
dependent on the translator's intention.

Domestication and foreignization run in parallel and complement each other.

translating a literary text such as Macbeth is not an easy task for a translator to
do; it poses different problems and difficulties. Ambiguity and culture are among
these difficulties, in which some words and idiomatic expressions, resembled in
metaphors, wordplay, paradoxes, are deeply rooted in the culture of the ST.

Translating culture and ambiguity of a literary work is in most cases a tricky
matter. The difference between STC and TTC, as in the case of English and Arabic,
generates loss whether in meaning or the cultural aspect of the text, and, therefore,
affects the process of translation.

In order to avoid loss in translation, the two translators have followed specific
strategies as: literal translation, domestication, neutralization to preserve the text’s
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communicative purpose to the target reader, and make their translations faithful to
the source text. However, loss has affected Jabra’s translation, when the latter
employed adaptation strategy to render specific cultural terms in a creative way.

Unlike Jabra, Amin’s faithfulness to the source text helped him to take both the
target reader taste and the target text culture into consideration, what created such a
beautiful transfer, preserving the ST meaning, unity, culture and the source text’s
aesthetic form in general. In doing so; Housseyn attained an ultimate success in
translating Shakespeare’s tragic masterpiece Macbheth.

In spite of the fact that there is loss in translating the literary text, there is also
another aspect of gain that should be considered since translation will allow readers
of different cultures to read and interpret literature, what gives an afterlife to the
original text.
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The present study focused on the effect of textual input and aural input enhancement
on Iranian intermediate English learners’ vocabulary learning and retention. This
study adopted a quasi-experimental design. 60 intermediate English learners from
high school were sclected as the participants. To ascertain the homogeneity of the
students, a placement test was administrated to establish the participants'
homogeneity prior to the study. Next they were randomly divided into two
experimental groups and one control group. A pretest of vocabulary was
administered to all groups. After that the experimental groups received textual
enhancement and aural input. While, the control group received no treatment. After
sixteen sessions, immediate posttest of vocabulary, similar to pretest was
administered to all participants. Delayed posttest of vocabulary was given two
weeks later. The results of ANOVA analysis and paired sample t-tests revealed that
using textual input enhancement and aural input led to better performance of the
participants in the vocabulary learning and retention (p<0.05). However, the extent
of improvement that occurred was not the same for the two experimental groups;
that is, textual enhancement input would help learners, more in learning and
retention of vocabulary than aural input.

Keywords: Vocabulary Learning, Vocabulary Retention, Input Enhancement,
Textual Input Enhancement, Aural Input.
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Introduction
The acquisition of vocabulary is considered a crucial component of learning a
foreign language. Vocabulary is vital for developing fluency and sufficient lexical
knowledge. According to Coady and Huckin (1997), learners need to acquire a
substantial vocabulary to attain competency in language skills such as listening,
speaking, reading, and writing. English language learners (ELLs) who experience
slow vocabulary development struggle to comprehend texts at grade level compared
to their English-speaking peers. Such students are likely to perform poorly on
assessments and may be at risk of being diagnosed with learning disabilities
(August, Carlo et al., 2005). Moreover, second language (L2) and foreign language
(FL) learners often face challenges such as learning and retaining new vocabulary
items or recalling words. To teach as effectively as possible, it is important to
understand how words are remembered, stored in students' minds, and organized
within long-term memory. Therefore, being able to remember and recall new,
unfamiliar words is a significant step toward success. Learners often struggle to
retain vocabulary learned in the past and face difficulties in expanding their
vocabulary. In fact, the issue of how to teach vocabulary has attracted much
attention, with many books and articles published on various techniques designed to
help learners acquire words more easily and effectively (Farrokh & Sharifi, 2019).
Since learning occurs when learners are exposed to comprehensible, message-
oriented input, input enhancement is an effective technique for teaching different
aspects of a target language, including vocabulary, to second language learners.
According to Sharwood Smith (1993), input enhancement involves attempts to
direct the learner's attention to specific linguistic forms in the target language. Input
enhancement manipulates the input to attract learners' attention to the target feature.
Textual enhancement refers to the use of different typographical features, such as
changes in color, font style, italics, boldface, or underlining, to highlight certain
forms (Wong, 2005). On the other hand, aural input enhancement involves
manipulating listening materials, for example, by increasing the volume of target
items or including pauses before and after the target items. Gascoigne (2006)
suggests that an "aural equivalent of textual enhancement" can be achieved through
stress, intonation, or gestures. Many second language researchers have proposed
textual and aural input enhancement as effective strategies for promoting language
learning in areas such as speaking, reading, listening, and writing (Sharwood Smith,
1993; Shook, 1994; Kim, 1995; Ellis, 1997; Jensen & Vinther, 2003; Izumi, 2002;
Wong, 2005; Gascoigne, 2006; Petchko, 2011; Sauer, 2017; Baleghizadeh,
Yazdanjoo, et al., 2018).
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The aim of this study is to investigate the impact of textual input enhancement
versus aural input enhancement on vocabulary learning and retention. Specifically,
this study secks to answer the following research questions:

Q1: Do textual input and aural input enhancement significantly affect Iranian
intermediate EFL (English as a Foreign Language) learners’ vocabulary learning?

Q2: Do textual and aural input enhancement significantly affect Iranian EFL
learners’ retention of vocabulary over time?

The hypotheses of the current study are as follows:

HO1: Textual input enhancement and aural input enhancement do not have a
statistically significant effect on Iranian intermediate EFL learners’ vocabulary
learning.

HO02: Textual input enhancement and aural input enhancement do not have a
statistically significant effect on Iranian EFL learners’ retention of vocabulary over
time.

LITERATURE REVIEW

Vocabulary is a central component of language proficiency, significantly
influencing how well learners interact with one another. This makes the acquisition
of a large body of vocabulary critical for effective communication. Vocabulary
teaching has been the subject of substantial debate throughout its history, with
traditional methods, such as the decontextualized memorization of vocabulary lists,
now largely discredited. While there is consensus on how vocabulary should not be
learned, there remains considerable controversy regarding the most effective
teaching methods. Recent advances in linguistic theory, computer-based language
corpora, and strategy-based instruction have sparked the development of new
approaches to vocabulary teaching, further fueling discussions on optimal
techniques (Zimmerman, 1997; Nunan, 1999). Laufer (2003) argues that prioritizing
more effective methods and strategies is essential for enhancing vocabulary learning
outcomes. One strategy that has gained significant attention is textual input
enhancement (TIE), which involves visually modifying text to make linguistic forms
more salient. Shook (1994) investigated the effects of TIE on Spanish grammar
learning, finding that students exposed to enhanced text performed better on
production and recognition tasks than those in the control group. Similarly,
Baleghizadeh et al. (2018) examined the effects of TIE on academic vocabulary
learning among Iranian EFL learners. Their results showed that participants exposed
to enhanced text significantly outperformed their peers in both immediate and
delayed vocabulary tests, indicating the effectiveness of TIE in promoting
vocabulary retention.

Other studies have explored specific techniques within TIE. For instance, Izumi
(2002) investigated the impact of bold, shadowed, and enlarged fonts on noticing
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relative clauses among adult ESL learners. While participants demonstrated
increased attention to the target forms, no measurable learning gains were observed.
Similarly, Petchko (2011) examined incidental vocabulary learning using enhanced
non-words in English texts and found no significant differences in recall or
recognition between enhanced and unenhanced conditions. Sauer (2017) compared
three types of TIE—bold-printing, L2 glossing, and their combination—on
vocabulary learning. The combination of bold-printing and glossing yielded the
highest gains in form recognition, though results for meaning recall were mixed.
Peters (2012) demonstrated that typographic salience, such as bold typeface and
underlining, improved learners’ recall of both single words and formulaic sequences.
However, Lee (2007) noted that while TIE benefits vocabulary acquisition, it may
negatively impact comprehension.

Aural input enhancement, involving auditory modifications such as increased
volume, repetition, or speech stress patterns, has also been investigated for its impact
on vocabulary learning. Cho and Reinders (2013) found that enhanced auditory
input improved learners’ knowledge of passive structures in English, regardless of
the specific type of enhancement employed. Similarly, Kim (1995) examined the
effects of slower speech and increased pauses on Korean learners’ comprehension of
connected speech. Although learners showed improved perception of tonic syllables,
no significant differences were observed in overall comprehension between
enhanced and normal-speed conditions. Martinez et al. (2022) underscored the role
of stress patterns and repetition in learning phrasal verbs, demonstrating that these
auditory enhancements significantly improved vocabulary retention.

Recent studies have highlighted the potential of combining textual and aural
input enhancements to enhance vocabulary learning. Vu and Peters (2020) compared
three modalities—reading-only, reading-while-listening, and reading with textual
input enhancement (TIE)—and found that incorporating TIE significantly boosted
vocabulary acquisition, especially when presented in engaging contexts. Digital
tools have further expanded the scope of TIE. For example, Hosseini and Bagheri
(2021) demonstrated that bold and colored fonts in online texts enhanced vocabulary
retention, supporting the effectiveness of digital textual enhancements. Studies by
Johnson and Kim (2021) and Zhang and Chen (2023) further highlight the benefits
of multimodal approaches, integrating textual and aural enhancements to improve
retention and comprehension among learners. These findings suggest that
multimodal strategies are promising for fostering vocabulary acquisition and
comprehension in second language learners.

METHOD

The current study employed a quasi-experimental design, where participants

were non-randomly selected, homogenized, and then their intact classes were
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randomly assigned to one control group and two experimental groups. This design
aimed to address the resecarch questions effectively. The steps of the study are
illustrated in the following diagram:

<

Dividing the participants into two experimental groups and one control group

<—

Pretest of vocabulary

<—

Treatments for experimental groups

<—

| Posttest of vocabulary |

L

| Delaved posttest of vocabulary |

Figure 1. The Design of the Study

Participants

The study involved 60 Iranian intermediate male students, aged 15 to 18, from
three intact classes at Aboureihan High School in Lahijan, Iran. Forty students were
randomly assigned to the experimental groups, while the remaining 20, with similar
characteristics, formed the control group. To ensure homogeneity among
participants, a modified version of the Oxford Placement Test (OPT) was
administered prior to the study. The writing section was excluded from the test,
which consisted of 50 multiple-choice questions assessing grammar and vocabulary,
as well as a reading passage with 10 graded comprehension questions. Students
scoring within one standard deviation above and below the mean were selected for
the study. The experimental groups participated in 16 sessions of treatment, which
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included textual enhancement and aural input. The control group received no
treatment and acted as a placebo group.
Instruments

To address the research questions, the following instruments were utilized:

Oxford Placement Test (OPT)

To ensure homogeneity between the groups, a modified version of the Oxford
Placement Test (OPT) was administered to assess participants’ language
proficiency. The test included 50 multiple-choice questions evaluating grammar and
vocabulary, as well as a reading passage with 10 graded comprehension questions.
This instrument provided a clear understanding of the students’ proficiency levels
and ensured comparability between groups.

Pretest, Immediate Posttest, and Delayed Posttest

To gather quantitative data, a vocabulary pretest, an immediate posttest, and a
delayed posttest were administered:

The pretest was conducted before the treatment to identify any initial differences
in vocabulary knowledge between the experimental and control groups. It consisted
of 20 multiple-choice questions taken from FEnglish Vocabulary in Use -
Intermediate, with a total score of 20 points. A pilot study involving 15 learners was
conducted prior to its administration. The reliability of the pretest, calculated using
the KR-20 method, was 0.84, indicating an acceptable reliability index. The test
duration was 50 minutes. Following the treatment, an immediate posttest and, two
weeks later, a delayed posttest were administered to all groups to evaluate the effects
of the intervention. The posttests used the same items as the pretest but with a
rearranged order to mitigate pretesting effects. The reliability of the posttests was
also estimated at 0.84, indicating acceptable reliability. The content validity of the
tests was confirmed by three instructors who evaluated the test instructions, the
relevance and arrangement of the questions, alignment with research goals, and the
appropriateness of the allotted time.

Procedure

This study was conducted during June and July 2022. Sixty male high school
students from three intact classes were randomly assigned to two experimental
groups and one control group. To ensure homogeneity, all participants took the
Oxford Placement Test (OPT). Following this, a vocabulary pretest was
administered to all groups to measure their baseline vocabulary knowledge. The first
experimental group received textual input enhancement. In this method, target
vocabulary words were visually highlighted by using boldface, underlining,
capitalization, or italics to draw attention to the words within the text. The second
experimental group was exposed to aural input enhancement. In this condition, the
target vocabulary was presented through audio recordings that were manipulated to
emphasize the new words. Techniques included inserting pauses and slowing down
the pronunciation of the target words, ensuring learners had sufficient time to
process and understand the items. The control group, on the other hand, received no
specific treatment and served as a comparison group. A placebo strategy was
employed, where the teacher introduced new vocabulary by reading the text aloud,
pronouncing the target words, translating them into Persian, and completing the
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associated exercises without any additional input enhancement techniques. After 16
instructional sessions, an immediate posttest identical to the pretest was
administered to all groups to assess the short-term effects of the treatments. Two
weeks later, a delayed posttest was conducted to evaluate vocabulary retention.
FINDINGS

To ensure the selection of homogenous participants regarding their general
language proficiency, the standardized Oxford Placement Test (OPT) was
administered to 60 male high school students. Based on the OPT criteria, 60
intermediate EFL learners who scored 22 or higher in the grammar and vocabulary
section and 8 or higher in the reading section were selected as the main sample for
the study. The results of the OPT for these 60 learners are summarized in the

following table:
Table 1
OPT Statistics

N Valid 60
Missing 0
Mean 31.7364
Std. Error of Mean 58167
Std. Deviation 6.21547
Variance 38.518
Minimum 20.00
Maximum 45.00

Table 1 presents the results of the group statistics for the OPT scores, which
were used to select intermediate participants. Measures of central tendency (mean)
and dispersion (variance and standard deviation) were calculated for the general
English proficiency test. The descriptive statistics reported in the table pertain to the
60 male EFL learners.

Table 2

Descriptive Statistics of Vocabulary Pre Test by Group
95% Confidence Interval

for Mean
Std. Std. Lower Upper
N Mean Deviation Error Bound Bound
Aural input 20 25.60 2.583 578 24.39 26.81
Control 20  20.00 4.013 .897 18.12 21.88
Textual 20 2545 5.414 1211 22.92 27.98
enhancement
input
Total 60 23.68 4.866 .628 22.43 24.94

Table 2 presents the frequency distribution of students in each group. According
to the table, there are 20 participants in the textual enhancement group, 20 in the
control group, and 20 in the aural input group. Table 3 provides the descriptive
statistics for the vocabulary scores of the three groups, including the mean and
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standard deviation. Additionally, the test of homogeneity of variances is introduced
in the subsequent table.

Table 3
Test of Homogeneity of Variances
Vocabulary
evene Statistic df1 df2 Sig,
4.898 2 57 312

The homogeneity of variance was assessed using Levene’s test, which examines
whether the variance in scores is equal across the three groups. The significance
value (Sig.) of the test must be greater than .05 (e.g., .08, .28) to confirm that the
assumption of homogeneity of variance has not been violated. In this study, the Sig.
value was .312, which is greater than .05. Therefore, the assumption of homogeneity
of variance was satisfied.

Inferential analysis of the data

A one-way between-groups ANOVA is employed when there is one independent
variable with three or more levels and one continuous dependent variable. The term
"one-way" indicates the presence of a single independent variable, while "between-
groups" signifies that different participants are assigned to each group. In this study,
a one-way ANOVA was conducted to test the research hypothesis: Using textual
enhancement and aural input does not have any significant effect on Iranian EFL
learners’ vocabulary development.

Table 4
ANOVA
Sum of Mean
Squares Df Square F Sig,
Between Groups 407.233 2 203.617 11.726  .000
Within Groups  989.750 57 17.364
Total 1396.983 59

The table provides the between-groups and within-groups sums of squares,
degrees of freedom, and other related statistics. The key column is labeled "Sig."
(representing the p-value). If the Sig. value is less than or equal to .05 (e.g., .03,
.001), this indicates a statistically significant difference in the mean scores on the
dependent variable among the three groups. However, this result does not specify
which groups differ from each other.To identify the specific group differences, the
results of the post-hoc tests are presented in the table labeled Multiple Comparisons.
These tests provide pairwise comparisons between the groups. In this study, the
overall Sig. value was .00, which is less than .05, indicating a statistically significant
difference among the groups. Having established this significance, we can now
examine the post-hoc test results conducted using SPSS (Version 22) software.
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Table 5
Multiple comparisons Tukey HSD
Mean Std
(I) three groups (J) three groups Difference \ Sig,
(1-J) Error
Aural input Control . 5.500 1.328 .306
Textual enhancement input 140 1.319 .993
Control Aural input -5.700I 1.319 .000
Textual enhancement input -5.550 1.319 .000
Textual Aural input -.150 1.319 .993
enhancement Control 5450 1319 230
nput

*_ The mean difference is significant at the 0.05 level.

This table is used only if a significant difference is found in the overall ANOVA,
meaning if the Sig. value is equal to or less than .05. The post-hoc tests in this table
indicate exactly where the differences among the groups lic. The column labeled
Mean Difference should be examined, and if an asterisk (*) appears next to the
values, this indicates that the two groups being compared are significantly different
from one another at the p < .05 level. The exact significance value is provided in the
column labeled Sig.

In the results presented, only the textual enhancement and aural input groups
show a statistically significant difference from one another. Additionally, two
paired-sample t-tests were conducted to compare pretest and posttest scores, in order
to assess the effectiveness of the treatment. The results of these tests are presented in

the following tables.
Table 6
First Paired Samples Statistics
. L. Std. Error
Mean N Std. Deviation
Mean
Pair 1 pretest aural input 17.9000 20 2.16673 .49450
posttest aural input  26.4500 20 2.52305 57417

This table illustrates the mean and standard deviation for the first pair in the
present study, aural input group.

Table 7
Second Paired Samples Statistics
Std. Std. Error
Mean N Deviation Mean
Pretesttextual
18.2500 20 2.37577 .53453

enhancement input

Pair 2 Posttest
Textual 28.5500 20 3.46552 77597
enhancement input

73



Language Art, 10(1): pp.65-80 o 1 ) o jlais Vo090 15l 2 deliliad ve

This table presents the mean and standard deviation for the second group in the
study, the textual enhancement input group. Two weeks later, a delayed vocabulary
test was administered to assess whether the participants performed similarly or
differently in the delayed vocabulary test. Table 8 displays the descriptive statistics
for the delayed vocabulary test.

Table 8
Descriptive Statistics for Delayed Vocabulary Test
Group N  Mean SD Min Max
Al 20 17.75 5677 8 29
TEI 20 22.63 7772 14 38
Con 20 12.70 4552 14.6 22

As shown in Table 8, the means of the three groups differ: the Al group has a
mean of 17.75, the TEI group has a mean of 22.63, and the control group has a mean
of 12.70. To determine if these differences are statistically significant, another one-
way ANOVA was conducted. The results of this ANOVA are presented in Table 9.
Table 9

ANOVA
Sum of
Squares Df Mean Square F Sig,
Between Groups 1020.243 2 511.117 13.660 .000
Within Groups 2144.360 57 37.820
Total 3164.573 59
Table 10
The Results of Scheffe Post hoc Test for AL, TEI and Con Groups
Groups Mean Difference Sig
Control 10.10 .000
Textual enhancement 4.95 046
input
Aural input -5.15 036
Textual enhancement -10.10" .000
input
Aural input 4.95 046
Control 10.10 .000

* The mean difference is significant at the 0.05 level.
Table 10 presents the results of the post-hoc test, which shows that the

differences in performance among the three groups on the delayed vocabulary test
were statistically significant. Specifically, the textual enhancement input group
outperformed both the aural input and control groups, and the aural input group
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performed better than the control group. Based on the findings from the ANOVA
analysis and paired-sample t-tests, it was revealed that the use of the aforementioned
input methods led to improved vocabulary test performance. Participants who
received textual enhancement and aural inputs performed better on the posttest,
leading to the rejection of the first null hypothesis. Furthermore, the second
hypothesis concerning the delayed vocabulary test was also rejected. These results
suggest that presenting vocabulary in different formats can enhance retention.
DISSCUSSION

This study investigated the effects of textual input enhancement (TIE) and aural
input enhancement on vocabulary learning and retention, with results showing that
both techniques significantly improved outcomes (p < 0.05). However, TIE
demonstrated a stronger impact on both vocabulary acquisition and retention
compared to aural input enhancement. These findings are consistent with previous
research and further support the effectiveness of input enhancement techniques in
second language learning.

The literature highlights the crucial role of attention and noticing in vocabulary
learning, with Laufer (2003) emphasizing the importance of effective strategies to
facilitate these processes. Textual input enhancement, which involves typographic
modifications such as bolding, underlining, and font changes, has consistently been
shown to help learners focus on target linguistic forms. Studies by Shook (1994),
Baleghizadeh et al. (2018), and Sauer (2017) confirm that TIE enhances learners’
ability to recognize and retain vocabulary items. Similarly, Peters (2012) noted that
typographic salience aids in the recall of both individual words and formulaic
sequences—findings that align with this study, which shows superior performance
in the TIE group.

A possible explanation for TIE’s stronger impact lies in its ability to provide a
stable and visually distinct reference for learners. As supported by dual-coding
theory (Paivio, 1986), the integration of visual and verbal stimuli strengthens
memory encoding, thereby enhancing vocabulary retention. Additionally, TIE
encourages learners to revisit and process target items more deeply, which further
promotes long-term retention. Sauer (2017) also observed that textual modifications,
such as bolding and glossing, led to higher gains in vocabulary form recognition,
supporting the potential for further optimization of TIE techniques.

In contrast, while aural input enhancement is effective, it primarily relies on
auditory modifications such as increased volume, stress pattern emphasis, and
repetition. Studies by Cho and Reinders (2013) and Martinez et al. (2022) found that
these techniques improve learners' knowledge of specific linguistic structures and
enhance vocabulary retention by drawing attention to phonological and prosodic
features. However, the transient nature of auditory input may limit its effectiveness
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in long-term retention compared to the more permanent visual cues provided by TIE.
For example, Kim (1995) observed that while aural enhancements like slower
speech and pauses helped learners perceive key speech elements, they did not result
in significant improvements in comprehension.

The differential effectiveness of TIE and aural input enhancement highlights the
modality-specific cognitive processes involved in language learning. Textual input
enhancements may be more effective for promoting noticing and retention of
vocabulary forms, while aural enhancements are better suited for enhancing
contextual understanding and pronunciation. This distinction suggests that
combining both modalities could offer complementary benefits. Vu and Peters
(2020) found that integrating reading with TIE! and listening significantly improved
vocabulary learning. Additionally, recent studies (e.g., Johnson & Kim, 2021; Zhang
& Chen, 2023) advocate for multimodal approaches that harness the strengths of
both textual and auditory inputs in digital learning environments.

The practical implications of these findings are substantial. Language instructors
and curriculum designers can integrate TIE techniques, such as bolding and
underlining, to enhance vocabulary learning in reading tasks. At the same time, aural
enhancements like stress pattern emphasis and repetition can be used to support
listening tasks, particularly in communicative contexts. The increasing accessibility
of digital tools facilitates the scamless integration of these techniques, as
demonstrated by studies like Hosseini and Bagheri (2021), which highlight the
effectiveness of digitally enhanced texts in improving vocabulary retention.

For effective retention of the received input, it is essential to transfer information
accurately from working memory to long-term memory. Therefore, foreign language
(FL) and second language (L2) learners must engage with the information actively,
interacting with it in meaningful ways (Schmitt, 1990). One effective method to
capture learners' attention is input enhancement, which involves making selected
elements of a language salient. These techniques draw attention to aspects of the
language that learners aim to acquire.

However, this study has some limitations. First, the sample size was small,
which means the generalizability of the findings should be approached with caution.
Additionally, the study was limited to intermediate-level learners, and the results
may not apply to learners at other proficiency levels. Another limitation is the age
range of the participants, which was between 15 and 18 years; hence, the findings
may not be applicable to learners outside this age range. Furthermore, the study
focused exclusively on male learners, and future research could include both genders
to enhance the generalizability of the results.

! Textual Input Enhancement
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Conclusion

Textual input enhancement and aural input enhancement are effective tools in
English language classrooms, improving students' vocabulary learning and retention.
These findings may encourage teachers, especially those relying on traditional
methods, to adopt more practical techniques. By applying textual and aural input
enhancements, teachers can motivate students to engage more consciously with
vocabulary, leading to better memorization and learning.

Additionally, these results may be useful for curriculum developers and syllabus
designers. By integrating input enhancement techniques into teaching materials, they
can better address learners’ needs, providing more opportunities for intentional and
incidental vocabulary acquisition. This approach can enhance learners’ ability to
retain and quickly recall vocabulary, resulting in significant improvements in
vocabulary learning and retention.
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This study investigated the teaching and learning of English passive structures using
tool-oriented concepts, specifically examining the impact of Systemic-Theoretical
Instruction (STI) on Iranian EFL learners. The Oxford Placement Test (OPT) was
administered to 120 EFL learners in Isfahan, Iran, and, based on the scores, the
participants were allocated to control and experimental groups, each comprising 60
learners. Concept-Based Instruction (CBI) principles were taught to the
experimental group twice a week for 12 weeks, after which a posttest on English
passive structure was administered. The posttest had the same 40-item content as the
pretest, and an independent-samples t test revealed a significant difference between
the experimental and control groups, with the experimental group performing
significantly better, t(118) = -3.412, p = .001. Theoretical and pedagogical
implications are presented. The study is limited by convenience sampling from
selected institutes in one city, the use of the same test form at pretest and posttest,
and the absence of an adjusted pretest-posttest analysis. Practically, using orientation
tools in a top-down manner helps learners reinforce theoretical recognition, access
experiential knowledge, and extend its use to new contexts, while focusing on
conceptual categories broadens their understanding of related concepts in passive
structures. Pedagogically, the orienting stage allows learners to direct their learning
based on conceptual categories, and the same categories provide a consistent
teaching-learning sequence, clevating theorctical awareness, understanding, and
control of English passive structures.

Keywords: Concept based Instruction (CBI), Systemic-theoretical Instruction (STI),
English Passive Structure.
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Introduction

Since the introduction of conceptual metaphor theory by Johnson & Lakoff (1980),
numerous studies in the realm of psycholinguistics and cognitive linguistics have
addressed a variety of aspects, including discourse expressions, comparable
conceptual formations across languages, the structure of conceptual formation, and
specific patterns of language (e.g., Kovecses, 2006; Johnson, 1999). The application
of concept-based formation serves as an important development in L2 instruction, as
it provides a robust framework for explaining linguistic and cultural variations to
second language learners. This is the point at which linguistic and cultural variations
can be explained and elaborated to second language learners; therefore, they may be
capable of comprehending and acquiring varied linguistic manifestations. Littlemore
and Low (2006) indicated that figurative language promotes language skills as well
as communicative competence. In the same vein, some researchers believe that
teaching L2 metaphors may lead to a deeper acquisition of a language and its
governing culture (Holme, 2004; Thorne, 2000).

However, very few studies have considered teaching L2 conceptual metaphors.
The lack of empirical studies concerning the instruction of metaphorical expressions
in a second language may be due to three reasons. First, choosing the proper
conceptual formation as a teaching unit relies on cultural awareness and linguistic
knowledge in the target language as well as in the learner's first language. Indeed,
language educators and researchers should recognize and analyze similarities and
differences between cultures and languages. Then, they must decide on the extent of
teaching concept formation. Second, traditional teaching procedures, with heavy
reliance on exercises, rote memorization, and inconsistent explanation of
grammatical patterns, fail to make learners aware of the complexity of each
conceptual category. Third, explaining appropriate criteria for assessing and
evaluating learners' general competence as well as conceptual formation in a second
language may be difficult.

Piotr Gal'perin (1969) proposed concept-based instruction (CBI) in educational
settings. The core principle of CBI suggests that properly organized instruction can
promote conceptual development, but only if it provides high-quality cognitive tools
and organized guidance. CBI holds that theoretical concepts should be introduced
early in instruction so that learners can develop conceptual knowledge (Davydov,
1988; Gal'perin, 1989, 1992). In CBI, teaching related theoretical concepts aims to
promote conceptual understanding and to use that understanding as a framework for
guided practice. According to Gal'perin (1992),

this process includes the introduction and explanation of a concept, its
materialization in a visual schema, learners' verbal articulation of their
understanding, and guided practice in communicative tasks.

Gal'perin (1992) stated that instructors' guidance is more influential when it is
combined with symbolic representations. Figure 1 presents the process used for the
passive structure.
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PASSIVE-STRUCTURE CONCEPT FORMATION
External/materialized orientation: concept definition and visual schema
!

Guided verbalization and practice: explanation and sentence construction

Internalized control: independent comprehension and production

Figure 1
1)  Passive-Structure Concept Formation.

Learning the English passive structure is one of the main problems faced by
language learners. Since the passive construction involves grammatical form,
semantic roles, and discourse function, a coherent method should be used to reduce
possible misunderstandings. Acquiring the passive structure contributes to the
formation of a coherent concept among English language learners. In fact, beginning
learners are usually reluctant to use passive forms in their daily interactions.
Therefore, efficient methods such as CBI should be used to teach and consolidate
passive-structure formation for EFL learners.

The teaching method in this research was chosen because the passive
construction requires learners to understand the relationship among the agent,
patient, process, auxiliary, and past participle. Current curricula and teaching
methods often depend heavily on grammatical rules and translation. Although the
passive structure occurs in many languages, neither isolated grammatical rules nor
word-for-word translation can fully explain its common features and cross-linguistic
distinctions.

This research uses STI and CBI to teach the English passive structure as an
integrated form-meaning system. In traditional methods, the passive structure is
primarily taught through grammatical rules, whereas in CBI the possibilities of
concept formation are applied in educational settings. This approach helps learners
develop a more complete orientation toward passive-structure formation.

Therefore, this study was designed to examine the teaching and learning of the
English passive structure for internalization through tool-oriented, concept-based
instruction. It was hoped that presenting the passive structure to Persian-speaking
learners in a well-organized and coherent manner would lead to more effective
learning. For this purpose, the passive construction was analyzed from a linguistic
perspective and presented in an accessible format through CBI. In this article, STI
refers to the overarching instructional framework, while CBI refers to its classroom
implementation; conceptual metaphor is treated only as a supporting representational
resource. The following research questions were raised:

QL. Does teaching the passive structure through Systemic-Theoretical Instruction
result in a significant difference between the experimental and control groups'
posttest performance?

Q2. What is the relationship between pretest and posttest scores within the
elementary and intermediate proficiency groups?

83




Language Art, 10(1): pp.81-92 o 51 ) o)leis cV 0,90 o)b5 yip aslilad AY

Q3. Do male and female EFL learners differ in their overall posttest performance
on the English passive structure?

Review of the Related Literature

The development of cultural-historical theory by Vygotsky (1978) resulted in the
emergence of sociocultural educational programs in Russia (e.g., Gal'perin, 1969,
1992; Talyzina, 1981) and elsewhere (Kozulin et al., 2003). Resecarch on foreign-
language learning based on Vygotsky's theory has been developed by Lantolf and
other researchers (Frawley & Lantolf, 1985; Thorne, 2000; De Costa, 2007, Lantolf
& Pochner, 2008), including studies of STI and CBI (Ferreira & Lantolf, 2008;
Negueruela, 2003).

Negueruela was one of the first researchers to apply Vygotsky's ideas in L2
education. In Negueruela's project (2003), Gal'perin's step-by-step method was also
used in six stages. Negueruela (2003) developed instructional procedures following
three main principles of CBI: identifying a coherent learning unit, materializing the
learning unit using specific assistance tools, and using verbalization to internalize
fundamental issues. These procedures connected CBI to L2 learning. He believed
that this addresses gaps in educational procedures and research methodology in the
realm of second language learning.

Some researchers have used CBI in their studies. One of the researchers in this
field is Negueruela (2003). By analyzing discourse data, he observed improvement
in all students after CBI, particularly in writing. Even if learners can define a
particular point in grammar, this does not necessarily indicate control of
performance. Based on Negueruela's findings, participants' conceptual definitions
did not always show the functional use of syntactic characteristics.

In another study, Lapkin, Swain, and Knouzi (2008) investigated the
development of the grammatical concept of voice in French through CBI and learner
verbalization. Six university students from an intermediate French class participated
in the pilot study. Data were collected through a pretest, instructional activities, self-
explanation, a posttest, and a delayed posttest. The results showed that even a
relatively short period of CBI was beneficial for some learners, particularly when
they were able to verbalize the grammatical concept and use language as a tool for
self-regulation.

Serrano-Lopez (2003) concentrated on Gal'perin's materialization phase, which
involved building theoretical models of teaching and learning. Following Talyzina
(1981), the study noted differences between material and materialized objects. In the
first case, physical manipulation of the given object is possible. In the second,
graphs, charts, and other tools are applied to materialize the given object. Three-
dimensional clay models were used to highlight learners' theoretical knowledge
objectively. The primary purpose of the models was to conceptualize Spanish spatial
meanings that differed from those in the learners' first language. The pretest,
posttest, and delayed-posttest results showed that CBI and three-dimensional clay
models supported understanding of these meanings and retention of the learned
concepts.

Ferreira and Lantolf (2008) used CBI and modeling to investigate meaning
making, writing improvement, and theoretical thinking. To do this, they applied a
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genre-based approach to a composition class. Spanish, Chinese, Vietnamese, and
Korean participants studied English. A CBI approach was applied to conceptual
processes using Davydov's (1988) method and systemic functional linguistics (SFL).
Davydov's approach, movement from the abstract to the concrete, is used for
teaching cognitive concepts. Based on it, learners grasp a subject using systematic
conceptual knowledge and then try to internalize and process the given knowledge
in specific contexts.

The comparison of the two texts written before and after the course and their
evaluation by different readers indicated the development of theory-based thinking.
Ferrcira and Lantolf (2008), however, did not find uniformly positive results.
Karpov (2003) showed that second- to fourth-grade students receiving systemic-
theoretical instruction outperformed students relying on traditional methods.
Students using CBI not only performed better in problem solving but also found
principled solutions to specific problems.

Methodology

Participants

The OPT was administered to 120 Iranian EFL learners, aged 22 to 26, who were
studying in five language institutes in Isfahan, Iran. The participants were recruited
from intact classes through convenience sampling. On the basis of the OPT results,
they were allocated to a control group and an experimental group, with 60 learners
in each group.

Each instructional group included 30 male and 30 female learners and 30
elementary and 30 intermediate learners. Thus, the overall sample comprised 60
male and 60 female learners, as well as 60 elementary and 60 intermediate learners.
Recruitment was convenience-based, whereas allocation was organized after
stratification by OPT level and gender.

Instruments

Three instruments were used in the study: the Oxford Placement Test (OPT), an
English passive-structure pretest, and an English passive-structure posttest. To
assess participants' language proficiency, the grammar section of the OPT, including
60 fill-in-the-blank and multiple-choice items, was administered. A researcher-made
40-item test was then used to assess learners' comprehension, production, and error
recognition concerning passive structures. The test consisted of 16 multiple-choice
comprehension items, 12 fill-in-the-blank production items, and 12 error-recognition
items. The posttest used the same three-part, 40-item structure and the same scoring
procedure as the pretest. Each correct answer received one point; therefore, total
scores ranged from O to 40.

Data Collection Procedure

The present study was conducted in five English language institutes in Isfahan.
An informed-consent form was presented to participants to ensure voluntary
participation. The experimental treatment, based on the principles of CBI, was
administered twice a week for 12 consecutive weeks during the institutes' regular
class sessions. The experimental group received concept-based explanations, visual
orienting models, guided verbalization, and practice in producing and recognizing
passive structures. The control group received conventional instruction based on rule
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explanation, textbook examples, and exercises. Before the main study, the
rescarcher-made test was piloted with 30 language learners who had characteristics
similar to those of the main participants. Three instructors with five years of
experience taught the classes. Briefing sessions were held before, during, and after
the treatment, and the researcher reviewed the instructional process and provided
guidance to the instructors. At the end of the treatment, the English passive-structure
posttest, with the same content as the pretest, was administered, and the results were
compared and analyzed.
Data Analysis

Descriptive statistics were calculated for all reported comparisons. Independent-
samples t tests were used for the experimental-control and gender comparisons, and
Pearson's correlation coefficient was used to examine the association between
pretest and posttest scores within each proficiency level.

Table 1

2) Independent-Samples t Test Results

GROUP N Mean Std. Deviation Std. Error
Mean

Control Groups 60 19.4667 4.11062 .53068

Experimental Groups 60 22.0833 4.28751 .55352

Analysis Test result Additional statistics

Levene's test F=.095,p=.759 Equal variances assumed

Independent-samples t(118) = -3.412, p = Mean difference = -2.61667, SE =

t test .001 .76681; 95% CI [-4.13516, -1.09817]

Table 1 shows that the mean score of the CBI-based experimental group was
22.08 (SD = 4.29), whereas the mean score of the control group was 19.47 (SD =
4.11). The independent-samples t test revealed a significant difference between the
two groups, t(118) = -3.412, p = .001, indicating that the experimental group
performed better on the posttest. Pearson's correlation coefficient was then used to
explore the relationship between the pretest and posttest scores of the elementary
learners. The results are presented in Table 2.

Table 2
3) Pearson Correlation Coefficient for the Elementary Group
Pretest Posttest
Pearson Correlation 1 11
Pretest Sig. (2-tailed) .398
N 60 60
Pearson Correlation 11 1
Posttest Sig. (2-tailed) .398
N 60 60

No significant correlation was found between the pretest and posttest scores of
elementary learners, r = .111, p = .398. Thus, higher pretest scores were not
systematically associated with higher posttest scores in this subgroup. The
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correlation between the pretest and posttest scores of intermediate learners is
presented in Table 3.

Table 3
4) Pearson Correlation Coefficient for the Intermediate Group
Pretest Posttest
Pearson Correlation 1 .294%
Pretest Sig. (2-tailed) .023
N 60 60
Pearson Correlation .294% 1
Posttest Sig. (2-tailed) .023
N 60 60

* Correlation is significant at the 0.05 level (2-tailed).

Table 3 shows a weak positive and statistically significant correlation between
the intermediate learners' pretest and posttest scores, r = .294, p = .023. This
coefficient should not be described as highly positive. These within-level
correlations do not establish that intermediate learners improved more than
elementary learners; such a conclusion would require a direct comparison of gain
scores or an interaction analysis. The overall posttest scores of male and female
learners are presented in Table 4.

Table 4
5) Male and Female Posttest Results
Group N Mean SD SE
Male 60 22.1167 2.97499 0.38407
Female 60 19.4333 5.12345 0.66143

Welch t test: t(94.72) = 3.508; p = .001; mean difference = 2.68

The male group obtained a higher posttest mean (M = 22.12, SD = 2.97) than the
female group (M = 19.43, SD = 5.12). Because the group variances differed
substantially, Welch's independent-samples t test was used, t(94.72) = 3.508,
p = .001. This unadjusted comparison should be interpreted cautiously because
instructional group, proficiency level, instructor, and institute were not controlled
simultaneously.

Discussion

The first question in this study investigated the impact of teaching the passive
structure through conceptual education (Systemic-Theoretical Instruction). Results
from the independent-samples t test suggested that the control and experimental
groups exhibited a significant difference in posttest performance, supporting the
usefulness of CBI-based teaching for learning English passive structures in this
sample. In this regard, Negueruela (2003) stated that this can occur when learners
understand English passives in terms of their conceptual meaning rather than
restricting their knowledge to structural points in a textbook. He also argued that,
because CBI is a regular and structured instructional method, it can support the
development of learners' theoretical conceptual knowledge.
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In addition, as Vygotsky (1987) stated, scientific concepts develop in relation to
everyday concepts. Familiarity with everyday concepts through spontancous use
does not necessarily mean that learners are consciously aware of their meanings.

The current results are consistent with the studies of Negueruela (2003) and
Lapkin, Swain, and Knouzi (2008). Negueruela found that, after the implementation
of CBI, learners' definitions became more closely related to semantic rules and
conceptual understanding. This finding supports the role of CBI in developing
learners' control of grammatical knowledge.

Lapkin, Swain, and Knouzi (2008) also showed that CBI combined with learner
verbalization can be effective for some learners. They noted that not all learners can
express grammatical concepts verbally or reach the same level of conceptual
understanding. The present findings are also broadly consistent with Serrano-Lépez
(2003) and Pochner (2008), who reported benefits of mediated and concept-oriented
instruction.

In relation to the second research question, the elementary group showed no
significant association between pretest and posttest scores, whereas the intermediate
group showed a weak positive association. These correlations describe the
relationship between scores within each proficiency group; they do not test whether
proficiency level caused different amounts of improvement.

Accordingly, the available analysis does not support the original claim that
intermediate learners performed significantly better than elementary learners. A
direct test of gain scores or a condition-by-proficiency interaction would be required
to make that conclusion. Nevertheless, the positive association observed in the
intermediate group may indicate greater continuity between prior knowledge and
later performance, a possibility that should be examined in future research.

The third research question focused on the overall difference in posttest scores
by gender. The unadjusted comparison showed a higher mean for male learners.
Gal'perin's (1989) and Vygotsky's (1978) accounts of mediation, material practice,
and verbalization explain how conceptual learning may develop, but they do not
predict male superiority. Because instructional condition, proficiency level,
instructor, institute, and possible cultural or social factors were not controlled
simultaneously, the observed difference cannot be attributed to gender alone. This
finding should therefore be treated as exploratory and requires replication in a
design that tests the interaction between gender and instructional condition.

Conclusion

The findings of the study indicate that teaching English passive structures
through a concept-based orientation can support learning in several ways. First,
pedagogically, in the orienting stage, learners can direct their learning by relying on
the basic characteristics expressed by the conceptual categories. The same categories
used for teaching provide a consistent teaching-learning sequence, thereby elevating
theoretical awareness, understanding, and control of English passive structures. By
applying orientation tools in a top-down manner, learners can reinforce theoretical
recognition in practice, access experiential knowledge, and extend its use to new
contexts. By focusing on conceptual categories, learners can broaden their
knowledge of important related concepts in passive structures.
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These conclusions should be interpreted within the limits of the study.
Participants were recruited through convenience sampling from five institutes in one
city; the same 40-item test form was used at pretest and posttest; and group-level
pretest information required for ANCOVA or a mixed pretest-posttest analysis was
not available in the retained output. Numerical evidence for the content validity and
internal consistency of the researcher-made test, exact coursebook titles, session
duration, and a formal implementation-fidelity index were also not available in the
archived manuscript. Future studies should document these elements, use parallel
test forms, and test condition-by-proficiency and condition-by-gender interactions.
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