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ABSTRACT 

The research on both receptive and productive vocabulary knowledge has attracted the attention of researchers, however, there 

is paucity of studies in these strategies on productive skills’ enhancement. Hence, this study aimed at finding the effects of 

receptive and productive types of vocabulary testing on overall and lexical writing performance of Iranian EFL learners. 

Multiple-choice format of cloze tests and C-tests were selected as receptive and productive forms of vocabulary testing, 

respectively. For this purpose, 60 Iranian EFL learners with the age range of 20 to 27 at the intermediate level took part in this 

study. The data gathering tools were Oxford placement test, a writing pretest, a writing post-test, and a rubric. The students were 

randomly assigned to one control group and two experimental groups whose vocabulary knowledge was assessed using Cloze 

tests and C-tests. The results of one-way ANOVA showed that using both C-tests and multiple-choice format of Cloze tests was 

effective in enhancing learners’ overall and lexical aspect of writing performance. The quantitative results approved by the semi-

structured interviews from the C-test group that represented more positive attitudes towards the strategy. Analysis of the students’ 

responses revealed that they found C-tests more effective in improving their active vocabulary knowledge that assisted them in 

writing better essays. The findings of this study might provide new insights for language teachers and curriculum designers to 

apply receptive and productive measure of vocabulary to improve different aspects of the writing ability. 

Keywords: C-test; Cloze test; Receptive testing; Productive testing; Writing performance 

 

  یرانی آموزان ازبان یو واژگان یکل یو سازنده واژگان بر عملکرد نوشتار یافتی در یهاانواع آزمون ریتأث

 نیرو، ا  نیوجود دارد. از ا  یدیتول  یمهارت ها شیراهبردها در مورد افزا  نیدر ا یحال مطالعات کم  نیرا به خود جلب کرده است، با ا  نیو مولد توجه محقق  یافتیدر مورد دانش واژگان در قیتحق

عنوان  به   بیترتبه   یکلوز و آزمون س   یانه ی چندگز   یهاانجام شد. قالب  یران یآموزان ازبان   یو واژگان  یکل   یو سازنده واژگان بر عملکرد نوشتار  یافت یدر  یهاانواع آزمون   ریتأث  افتنیپژوهش با هدف  

ها، داده   یآورجمع   بزارپژوهش شرکت کردند. ا  نیدر اسال در سطح متوسط    27تا    20  نیب  یس ی زبان انگل   یران یآموز ازبان    60منظور    نیا  یو سازنده آزمون واژگان انتخاب شدند. برا  یافتیدر  یهافرم

قرار گرفتند که دانش واژگان آنها با   یش یگروه کنترل و دو گروه آزما  کیدر    یطور تصادفآموزان بهبود. دانش   کیو روبر  یآزمون نوشتارپس  ،ینوشتار   آزمونش یآکسفورد، پ  گاهیجا  نییآزمون تع

و   یجنبه کل   تیکلوز در تقو  یهاآزمون   یانهی و قالب چندگز C یهاطرفه نشان داد که استفاده از آزمون   کی   انسی وار  لیتحل   جیامورد سنجش قرار گرفت. نت C کلوز و آزمون  یهااستفاده از آزمون 

و   هی بود. تجز  یبه استراتژ  سبتن  یشد که نشان دهنده نگرش مثبت تر  دییتا C-test از گروه  افتهیساختار   مهین  یتوسط مصاحبه ها  یکم  جیآموزان مؤثر است. نتازبان   یعملکرد نوشتار  یواژگان 

مطالعه ممکن   نیا  یهاافته ی.  کردی بهتر کمک م  یهاکه به آنها در نوشتن مقاله   دانستندیرتر مها مؤثرا در بهبود دانش واژگان فعال آن  C یهاها تستآموزان نشان داد که آن دانش   یهاپاسخ  لیتحل 

 .رندینوشتن به کار گ ییمختلف توانا یهابهبود جنبه  یو سازنده واژگان را برا  یافتیدر  یارهایفراهم کند تا مع یبرنامه درس نمعلمان زبان و طراحا یرا برا یدیجد یهانش یاست ب

 ی عملکرد نوشتار ،یدی تست تول ،یافت ی، تست کلوز، تست درCتست :  کلمات کلیدی
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INTRODUCTION 

With more international interactions, transactions, and study abroad chances, the value of writing abilities 

is rising. The increased focus on writing skills in English as a Foreign Language courses and the present 

tendency for standardized exams like TOEFL and IELTS to include this skill in mandatory sections of 

tests (Karakoç & Köse, 2017) are proof of the increasing importance paid to this skill (Ebadijalal & 

Moradkhani, 2023). Some academics have distributed a variety of writing skill viewpoints, such as the 

idea of "Free composition" (Silva, 1993), which places a greater value on writing quality than on quantity 

or fluency. According to Yi (2009), this perspective is a descendant of structuralism and the bottom-up 

theory of processing. Writing thus appears as a secondary issue that serves to strengthen oral habits based 

on the fundamental tenet that the main channel of language is oral: speech is language... speech has an 

upper hand in language teaching (Richards & Rodgers, 1986). The method has behaviorist characteristics 

psychologically because it educates students to mimic, duplicate, and modify examples found in literature 

and taught by instructors (Hyland, 2019). Writing ability is described as the capacity to react to a 

stimulus in accordance with what an authority deems to be the appropriate reaction for instructors and 

scholars who hold the "Texts-as autonomous objects" viewpoint (Nunan, 1999). Discourse analysts, who 

have a quite different perspective, have since questioned this viewpoint. They contend that the placement 

of information in a sentence and the choice of grammatical forms depend on the discourse context or the 

setting in which the phrase is formed. There was a consciousness that there was more to the act of writing 

than constructing grammatical statements (Silva, 1993), which led to the introduction of the idea of texts-

as-discourse (Hyland, 2002). In light of this, the purpose of this method is to impart the knowledge that 

writing is not merely a collection of unrelated sentences but rather includes linking them to create an 

integrated discourse. Consequently, the logical structure of writing is the main focus of this viewpoint. 

Students are instructed to look to uncover how authors employ structures of language choices to produce 

logical, meaningful writing (Hyland, 2002). The majority of current writing textbooks and programs still 

use this methodology. 

In addition to methods to writing competence, studies acknowledged that teaching and evaluation 

methodologies play important roles in writing classrooms (Fathi & Rahimi, 2022; Lam, 2017). 

Employing various test formats, such as receptive and productive vocabulary testing kinds, appears to be 

one strategy that helps EFL learners improve their language proficiency. In reality, the majority of 

eminent academics concurred that vocabulary knowledge should be segmented according to how it is 

used in writing, reading, listening, and speaking. In order to measure the amount of knowledge of 

comprehension and production of lexis (Read, 2000), they separate the understanding of vocabulary into 

productive and receptive vocabulary (Schmitt, 2014). In contrast to productive knowledge, which is the 

linguistic proficiency needed to produce words while speaking and writing, receptive understanding is 

sometimes characterized as the capacity to receive words while listening and reading (Schmitt, 2010) . 

Receptive and productive forms for test items are another option. For instance, while C-test and open-

ended items are productive, matching and multiple-choice items are receptive (productive article). 

Receptive forms may support passive teaching and learning while productive formats promote more 

active instruction, which may result in a more engaged learning process (Read & Chapelle, 2001). These 

testing methodologies may have various washback effects.  
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Additionally, according to Ebadi and Rahimi (2019), aligning learning activities and evaluation 

procedures is a crucial aspect of language instruction that must change. Additional study can surely shed 

light on this alignment's murky areas. There is a dearth of research examining the impact of receptive 

and productive vocabulary testing on writing performance of EFL learners, despite the fact that a majority 

of research has been carried out on receptive and productive types of vocabulary testing in numerous 

settings and on different abilities and sub-skills (Gogolin et al., 2021; Hartono & Prima, 2021; Zhong, 

2018). In order to address this, this study set out to compare the effects of receptive (multiple-choice 

items) and productive vocabulary testing (C-test questions) on writing performance in an EFL context 

similar to the one being studied. Moreover, the study was an attempt to explore the attitudes of EFL 

learners in a group that outperformed the other groups on the pros and cons of the strategy under the 

study to validate the results.  So, based on the objectives of the study, the following research questions 

were formulated: 

RQ1: Do receptive and productive forms of vocabulary testing have different effects on Iranian EFL 

students’ overall writing performance? 

RQ2: Do receptive and productive forms of vocabulary testing have different effects on Iranian EFL 

students’ lexical aspect of writing performance? 

RQ3: What are the students’ perceptions about the use of cloze tests and C-tests as receptive and 

productive forms of vocabulary testing to improve their writing performance? 

 

LITERATURE REVIEW 

Receptive versus Productive Knowledge 

Different facets of vocabulary knowledge are involved in recognizing a word (Nation, 2001). The 

receptive-productive scale, which can aid in estimating the degree of mastery of understanding and 

production of lexis, is one method of differentiating different forms of vocabulary knowledge (Schmitt, 

2014). In contrast to productive knowledge, which is the linguistic proficiency needed to produce words 

while speaking and writing, receptive knowledge is sometimes characterized as the capacity to 

comprehend words when listening and reading (Fitzpatrick & Clenton, 2017). The degree of 

comprehension and lexis production proficiency can be assessed using the receptive-productive 

dimension, another subtype of vocabulary knowledge (Garnier & Schmitt, 2016; Schmitt, 2014). Three 

perspectives are suggested by Henriksen (1999, p. 304) to analyze vocabulary learning: a "partial-precise 

knowledge" perspective, a "depth of knowledge" perspective, and a "receptive-productive" perspective. 

He adds that the majority of academics concur that receptive and productive vocabulary are distinct. 

Receptive knowledge is sometimes defined as the ability to perceive words when listening to and reading, 

whereas productive knowledge is the linguistic competency required while producing words in speaking 

and writing (Schmitt, 2014). According to Melks Teichrow (1982, as cited in Pignot-Shahov, 2012), 

students pick up more vocabulary once receptive knowledge evolves into productive knowledge. A 

number of scholars agree on the existence of a receptive-productive spectrum, which typically suggests 

that vocabulary knowledge is organized in a hierarchy from passive detection to active recall. 
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Cloze Test versus C-test 

Both in our daily life and the process of learning a language, testing is a common occurrence (Shirzadi 

& Amerian, 2020). Language examinations are given for a variety of reasons and have a big impact on 

people's social and professional lives, as McNamara (2000) demonstrates. Since they must assess their 

students, language teachers participate with language testing, which is also done for research objectives 

(Jin, 2023). The cloze procedure is one of the most widely used methods for evaluating test takers' 

proficiency in reading side of language. Its popularity has grown due to its reliability, substantial validity, 

and exceptional usability. Cloze tests may come in a variety of styles, but they all essentially consist of 

a reading passage with every nth word (often the seventh) blank, leaving the learner to either fill in the 

precise word or any suitable replacement in order to finish the passage (Sattar, 2022). Afterwards, cloze 

test is sometimes described as a text or paragraph with every nth word eliminated, which is of acceptable 

length and complexity. The definition appears to be pretty simple. Yet, specific security precautions 

should be implemented in relation to the ideas of suitable length, complexity, value, and so forth. The C-

test method and cloze tests are theoretically connected. It makes use of several deletion procedures as 

well as additional criteria, in opposition to cloze test approaches. A universal language competence test 

with less repetition is called the C-test (Zhong, 2011). It is made up of five to six clear, accurate, and 

concise texts. The first and last sentences in these compositions are preserved unaltered. The "rule-of-

two," which states that every other word beginning with the second word in the second sentence should 

be cut in half, causes damage to some parts of the text when used with the "C-test." This exam format is 

productive and context-dependent, requiring an understanding of the context and lexical signals, such as 

word relationships (Wang-Taylor & Milton, 2019). 

The two primary cloze test types are the C-test and the Cloze-Elide test. These tests come in many 

different variations. The former consists of four to six brief texts that students may be familiar with, but 

in which the first and last sentences have been preserved while every second word—starting with the 

second word of the second sentence—has its second half deleted in place of a whole word (Jensen & 

Elbro, 2022). It is asserted that the C-test has some advantages over the cloze test since the range of texts 

allows for a better representation of subject matter, literary genres, and vocabularies. Additionally, since 

every other word is eliminated, there is a more representative sample of all linguistic components; scoring 

is simple and objective because there is typically just one right answer. Contrary to cloze tests, learners 

appear to enjoy doing C-tests, whether as a classroom assignment or as a more formal evaluation exercise. 

This positive feedback loop benefits students (Drackert & Timukova, 2020). 

The cloze-elide test is the name of the later kind. This type adds a specific number of words to the text 

rather than eliminating a particular group of words from the passage (Esfandiari, 2019). The exam takers 

must read the text and mark any excess or unnecessary words by crossing them out. In reality, the 

processing of the text differs slightly in the cloze-elide test from the traditional cloze test (Chae & Shin, 

2015). Despite the cloze procedure's popularity as a test, many language educators are unaware of its 

benefits and drawbacks across a wide range of subjects. The influence of various test kinds is one area 

where cloze process has, at least in part, been disregarded. Therefore, this paper is an attempt to provide 

its readers, especially language teachers, with some useful information about the same issue. 
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Empirical Studies  

As it is clear crystal, in educational settings, tests are used for the aim of assessment, however, sometimes 

they are used as a tool for research. In the current study, receptive and productive types of vocabulary 

testing (cloze test and C-test) were employed as assessment strategy tools to investigate whether using 

different test types resulted in writing performance of EFL learners. The C-test is one of the most 

effective language tests for assessing vocabulary knowledge. The impact of C-tests on L2 achievement 

has been the subject of numerous research. For instance, Harsch and Hartig (2016) compared the 

embedded contextualized C-test format and the discrete decontextualized Yes/No vocabulary exam in 

order to establish whether format can account for the majority of variation in measures of reading and 

listening comprehension. The results showed that in both methodological methods, the C-test performed 

better than the Yes/No format. The contextualized aspect of the C-test, according to the researchers, 

appears to be able to clarify a significant percentage of the discrepancy in indicators of receptive language 

skills. Gogolin et al., (2021) recently concentrated on the growth of language proficiency in the foreign 

languages of French and English in Germany as determined by a C-Test. The use of both scores in their 

study allowed them to discriminate between the receptive and productive components of students' literacy 

development as adolescents and revealed that secondary school pupils are still working on mastering 

spelling in both of their foreign languages. The findings also suggest that at multiple phases of learning 

a foreign language, the receptive and productive elements of language ability exhibit different patterns 

of development. 

The cloze test is regarded as an integrative test since candidates are required to utilize their total 

language skills to reconstruct the passage by looking at the relationships between phrases or within a 

sentence and then filling in the blanks with the correct responses. It is widely utilized by professionals 

and scholars equally as an indicator of overall proficiency for second language (L2) learners and has 

been shown in multiple studies to be an accurate and trustworthy instrument (Brown, 1983). According 

to the findings, learners who scored higher on the cloze test were more likely to compose lengthy 

sentences, t-units, and clauses, as well as an increased number of complicated nominalizations and verb 

phrases, a broader range of vocabulary, and a higher percentage of function words than those who scored 

lower on the test. The study's findings showed that, contrary to the commonly held opinion that the c-

test is more effective than the cloze test, participants did better on the cloze test as a gauge of their reading 

comprehension. 

Considering the significance of the problem, there are few empirical research that explore how various 

exam kinds affect learning. Additionally, there are inconsistencies in the findings of the earlier studies 

that spur further investigation. The current study, which attempted to investigate how multiple-choice 

cloze tests and C-tests, two types of vocabulary assessments, could enhance EFL learners' active 

understanding of vocabulary and, in turn, might impact their writing efficiency, sought to shed some light 

on the present problem. Because productive testing may improve the use of vocabulary in writing, which 

impacts the general level of the writing, this research made the assumption that receptive and productive 

forms of testing, determined via multiple-choice formats of cloze test and C-tests, accordingly, could be 

associated with the productive skill of writing. This also relates to the concept of washback, which was 

discussed above in relation to how testing might affect the standard of instruction. In order for learners 
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to create words that others can comprehend to express their thoughts and emotions; productive 

vocabulary should be viewed as an active word system (Webb, 2005). 

 

METHOD 

Participants 

The purpose of this study was to investigate the effects of receptive and productive forms of testing 

measured through multiple-choice format of cloze test and C-tests on overall and lexical aspect of writing 

performance of EFL learners. Besides, the study explored the attitudes of the participants towards the 

treatment. To this end quasi-experimental research with the pretest-posttest control group was used. "A 

typical experimental study usually uses comparisons or control groups to investigate research questions" 

(Mackey & Gass, 2011, p.146). Moreover, this study used a sequential mixed method since it gathered 

the data both quantitatively (via pre-test, treatment, and post-test) and qualitatively (via interview). The 

study population consisted of all of the intermediate EFL students at one of the private language institutes 

of Maragheh, Iran. The sample of this study was a total of 75 intermediate-level Iranian EFL students 

(male and female) in the age range of 20-27. An Oxford placement Test and a writing test in the form of 

writing a 250-word essay were used to test and homogenize the participants' general English language 

proficiency and writing proficiency at the beginning of the course. Finally, 60 students were chosen based 

on their scores from the Oxford placement test and writing test and they were randomly divided into 

three groups of the receptive vocabulary group, productive vocabulary group, and traditional or control 

group. Each class had an equal number of students (N=20). The participants are homogeneous in age and 

language proficiency at the time of data collection. In addition, they share the same mother tongue, 

Turkish, but they are also fluent in Persian. The treatments were performed on these three groups to see 

whether multiple-choice cloze test or C-tests were more effective in the development of EFL learners’ 

written performance by recalling their active vocabulary knowledge. In the control group, no use of 

testing as a learning form of instruction was used. 

 

Instruments 

Oxford Placement Test 

A standardized test called the Oxford Placement Test (OPT) was selected to gauge language proficiency. 

The average administration duration for this 60-item test is 70 minutes. Those scores falling between X 

and 1 SD were chosen since the acquired scores did not significantly deviate from the normal distribution. 

The test's reliability was estimated and reported to be.81, showing the test items' high level of internal 

consistency. 

 

Pretest and Posttest in Writing 

Two descriptive writing tests were administered as pretest and posttest for all the three groups before and 

after the treatment. Both tests had similar topics (a favorite place in your city) which asked the students 

to describe something or someone. The students had to write at least 250 words for each test. The students 

were supposed to write a 250-words essay about the topic and to support their points of view by the 

reasons. The allotted time was 45 minutes. Upon completion of the treatment, a writing topic (a favorite 

place in your home) that was different from the pre-test was administered to all students in the groups.  
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Writing Rubric 

The analytic writing scale developed by Jacobs et al. (1981) and revised by Polio (2013) was used to 

evaluate the students’ writings on both pretest and posttest. It is worth noticing that five aspects of writing 

that are focused on in the rubric are content, organization, grammar, language use, and mechanics. 

Content section focuses on the logical development of ideas as well as categories for evaluating the main 

ideas, the supporting ideas, and examples. The organization section of the analytic scoring rubric 

evaluates the sequence of introduction, body and conclusion as well as the use of cohesive devices. The 

language section evaluates the choice of vocabulary, register, and grammar that is mainly at the sentential 

level. The mechanics including spelling, capitalization, indentation, and punctuation are also evaluated 

based on the mentioned rubric. Each component in this scale has separate scores. This scale was used in 

the study because it separated scores which provide the researcher with more useful diagnostic 

information and a more accurate picture of the individuals’ writing skill. The essays were rated by two 

expert examiners who had been trained to use the rubrics and gave scores out of 100 for the five 

dimensions. The scores given by the two raters were compared to obtain inter-rater reliability. The 

coefficients are provided in Table 1 which indicates that reliability values were high. 

 

Table 1 

Inter-rater Reliability Coefficients for the Writing Test 

 N Cont.2 Org.2 Voc.2 L.U.2 Mech.2 O.W.2 

Content1 60 .802**      

Organization1 60  .784**     

Vocabulary1 60   .786**    

Language use1 60    .583**   

Mechanics1 60     .911**  

Overall writing1 60      .941** 

Note: 1 = rater one; 2 = rater two; **p ˂ .001. 

 

Cloze Test 

Based on the words unfamiliar to the participants, a series of 6 multiple-choice cloze tests consisting of 

20 items were designed to see EFL learners' active vocabulary development. The test was designed to 

see if the multiple-choice cloze test affects the first experimental group and how receptive testing could 

affect active vocabulary knowledge over time.  

 

C-test 

Based on the words unfamiliar to the participants, a series of 6 C-tests consisting of 20 items was 

designed for each productive vocabulary learning group session. To make the C-test, the rule-of-two was 

applied to construct items using passages based on the target words taught to both groups. The test was 

used to measure the development of EFL learners' active vocabulary knowledge in the second 

experimental group. The C-test has completion items formed by mutilating half of every other word 
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beginning from the second word of the second sentence. The first and last sentences are kept intact. The 

tests consisted of passages with five gaps that required active vocabulary knowledge of the students. 

 

Semi-structured Interview 

A semi-structured interview was the last tool utilized in the present study to examine the participants' 

perspectives toward the employment of the test type that outperformed the other groups in writing 

performance. Hence, to gain insights, the researcher encouraged students in the group to reflect on their 

overall perception of the instruction. This encompassed their preferences for the class and whether they 

would recommend it to others. Additionally, they were expected to provide rationales for their responses. 

Furthermore, participants were tasked with sharing their thoughts on the strengths and weaknesses of the 

instruction and offering suggestions for enhancements. Each student was interviewed individually, with 

their voices recorded for subsequent analysis and presentation. Notably, the students provided their 

responses in Farsi, which were then translated into English and included as part of the study's qualitative 

data. To estimate the credibility of the interview questions, the researcher presented the information 

gathered from the interviewees and asked them to pay attention to each question, and the answers were 

given themselves to see whether there was any problem with or differences in the answers. The 

participants confirmed the accuracy of the data, so the interview's credibility was approved. For 

dependability, 30% of the interview results were re-checked by two of the researcher's colleagues who 

were familiar with the data analysis section. The inter-rater reliability results were reported to be .83. 

 

Procedures 

At the initiation of the study and in adherence to a general research ethics code, the research received 

approval from the Academic Affairs department of the university's language department. This ensured 

that students were well-informed about the research's objectives and the confidentiality of their personal 

information. It was crucial to ensure that both the research institution and the participants were aware of 

their right to remain anonymous. In the initial phase, two weeks before commencing the treatment, an 

Oxford Placement Test (OPT) was administered to 75 EFL students to ascertain their homogeneity in 

terms of language proficiency. This test was used to determine whether the participants exhibited uniform 

language proficiency. Following the analysis of the proficiency test results, 15 students were excluded 

from the study due to their exceptionally high or low scores, leaving a total of 60 learners who were then 

divided into three groups: receptive vocabulary (N=20), productive vocabulary (N=20), and a control 

group (N=20). Subsequently, in this phase, the learners in the groups completed a descriptive writing 

pretest one week before the study began, with a designated time limit of 45 minutes. Following this 

pretest, the treatment phase commenced. 

The treatment lasted for three months. This course was completed within 6 weeks, including two 

weekly sessions. This instructor as the researcher of the study instructed three classes. The instruction of 

writing in three groups was the same, however, the key distinction between the control and experimental 

groups was that the control group received no testing treatment and only followed the conventional 

teaching methodology of their textbook, whereas in the first experimental group, multiple-choice cloze 

tests were used throughout the treatment. In the second experimental group, C-tests were used as 

productive measure of vocabulary that could activate new words. In addition to a weekly vocabulary 
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exam, students were also required to compose a brief essay as a writing assignment. In the groups, the 

learners receive writing instruction in such a way that the students were required to write descriptively 

after that the teacher gave some information on the manner of writing including the main idea, supporting 

sentences, and concluding remarks. They received explicit written corrective feedback in their writing 

samples delivered to the instructor. In the groups, the instructor underlined the learners’ writing errors 

and provided the correct form for them; and then, the corrected writings were given back to the learners 

in order to make them aware of their errors and the corrected form and to improve them in the following 

writing sessions. It is worth noting that in the groups, the teacher attracted the attention of the learners to 

the writing phases that are pre-writing, while writing, and post-writing phase using different strategies 

that are specific to these phases. For example, brainstorming technique was used for pre writing, and 

during-writing activities, the teacher tried to engage learners in recursive writing, self-editing and 

revisions. As the students were guided through writing and re-writing, post-writing activities helped 

learners reflect on and revise their writing based on feedback from an audience, such as peers and/or an 

instructor. 

After completion of the treatment, both groups were given a 45-minute essay writing exam. The topic 

of the task was similar to writing pretest and the students had to write at least 250 words for that. The 

writing performances of both pretest and posttest were rated by two professors who used the analytic 

writing scale developed by Jacobs et al. (1981) and revised by Polio (2013). The framework is based on 

five components: content, organization, vocabulary, language use and mechanics. The essays were rated 

by two expert examiners who had been trained to use the rubrics and give scores out of 100 for each of 

the five dimensions. The scores given by the two raters were compared to obtain inter-rater reliability. 

The data were statistically analyzed by SPPS software (Version 22) to compare the scores obtained from 

the experimental and control groups to assess the progress in EFL learners' active vocabulary knowledge. 

To this end, independent samples ANOVA was run to probe the differences among the groups and check 

how receptive and productive testing types could affect the writing performance of the students. 

To give more credit to the findings of this study, a semi-structured interview was also administered to 

know how students evaluate the effectiveness of the most effective method in improving their writing 

performance compared with the other groups. The researcher individually interviewed each student, 

capturing their voices for subsequent analysis and inclusion in the presentation. These interviews were 

conducted in Farsi, and the responses were translated into English and incorporated into the study's 

qualitative data. The central constructs were subjected to thematic analysis, and the findings were 

presented as selected excerpts. 

 

RESULTS 

Answer to the First Research Question 

The descriptive statistics for the scores of the participants on OPT, writing pretest, overall writing score 

of posttests and its vocabulary component are provided in Table 2 which includes the maximum possible 

score, mean, standard deviation and range of their scores. 
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Table 2 

Descriptive statistics for students’ scores on each test and sub-test 

Test MPS Range Mean SD N 

OPT 60 11 31.55 2.84 60 

Writing Pretest 100 16 55.28 3.17 60 

Overall Writing 100 39 69.01 10.50 60 

Vocabulary 20 8.5 13.92 2.00 60 

Note: MPS = Maximum possible score; SD = Standard deviation 

    To answer the first research question, a one-way ANOVA was run to compare the means of the three 

groups (See Table 3).  

 

Table 3 

Results of One-way ANOVA for the Overall Writing Performance 

(I) groups (J) groups Mean Difference (I-J) Std. Error Sig. 

Control Cloze -14.300 1.116 .000*** 

C-test -23.925 1.116 .000*** 

Cloze test (receptive) Control 14.300 1.116 .000*** 

C-test -9.625 1.116 .000*** 

C-test (productive) Control 23.925 1.116 .000*** 

Cloze 9.625 1.116 .000*** 

*** p ˂ .001 

 

The results, as shown in Table 3, revealed that there were significant differences between the three 

groups. More specifically, the difference between the descriptive writing of the students in the control 

group and the receptive group using multiple-choice cloze tests was statistically significant (p ˂ .001). 

Similarly, the differences between the descriptive writing of the students instructed with productive 

vocabulary testing and the students in the control group was statistically significant (p ˂ .001). It is also 

evident that the effects of productive vocabulary testing were higher than receptive vocabulary testing (p 

˂ .001). The overall results, therefore, showed that using cloze tests and C-tests could positively affect 

the descriptive writing of Iranian EFL students. However, the effect of productive testing was more than 

the receptive type (p ˂ .001).  The means of the three groups and their differences are also illustrated in 

Figure 1. 

 

Figure 1 

Mean differences among the three groups in the overall writing score 

 



                                   Mediating EFL Learners’ Overall and Lexical Writing Skills in English Classrooms …      

 

43 

Answer to the Second Research Question 

To answer the second research question, another one-way ANOVA was run to compare the means of the 

three groups to see the difference among the groups on the lexical aspect of writing test (see Table 4).  

 

Table 4 

Results of One-way ANOVA for the Lexical Aspect of Writing Performance  

(I) groups (J) groups Mean Difference 

(I-J) 

Std. Error Sig. 

Control Cloze test -1.900 .4464 .000*** 

C-test -3.500 .4464 .000*** 

Cloze test (receptive) Control 1.900 .4464 .000*** 

C-test -1.600 .4464 .003*** 

C-test (productive) Control 3.500 .4464 .000*** 

Cloze test 1.600 .4464 .003*** 

*** p ˂ .001 

 

     In particular, the difference between the vocabulary aspect of descriptive writing of the students in 

the control group and the receptive group was statistically significant (p ˂ .001). Additionally, the 

differences between the lexical component of descriptive writing of the students in the productive 

vocabulary testing group and the students in the control group was statistically significant (p ˂ .001). It 

is also evident that the effects of productive vocabulary testing were higher than the receptive vocabulary 

testing (p ˂ .001). The overall results revealed that using cloze tests and C-tests could positively affect 

the vocabulary use in descriptive writing of Iranian EFL students, but the effect of productive testing was 

more than the receptive type (p ˂ .001. The means of the three groups and their differences are also 

illustrated in Figure 2. 

 

Figure 2 

Mean differences among the three groups in the vocabulary aspect of writing score 
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Answer to the Third Research Question 

Based on the quantitative data analysis, the learners in productive vocabulary knowledge group 

outperformed the other groups in both lexical and overall writing performance. Hence, the learners in the 

C-test group interviewed to explore the merits and demerits of the strategy under study. For this reason, 

the researcher decided to conduct one by one interview from the participants in C-test group to investigate 

the themes and sub-themes of the used strategy in terms of both positive and negative points. The first 

question of the semi-structured interview was on the positive attitudes of the C-tests as productive 

vocabulary knowledge. The answers of the respondents along with the themes in the form of extracts 

were presented. Furthermore, the same themes (without extracts) are shown in Tables 5. 

(Triggered background knowledge) Respondents 1, 2, 3, 4, 5,6,7, 8, 9, 10, 11, 13, 14, 16, 17 and 20, 

respectively. 

 

Extract 1: The use of C-tests was influential in my writing as while writing, the vocabularies that I 

already learned came to my mind and increased the level of lexicon as well as the level of writing. 

 

Extract 2: The use of C-tests triggered my past knowledge of learned vocabularies, so it increased my 

speed and consciousness in writing by removing my stress.   

 

Extract 3: I was not afraid of my shortcomings or misunderstanding since the group ignored my 

problems.  

(High inspiration) Respondents 2, 4, 5, 6, 7, 10, 13, 14, 15, 16, 18, and 19, respectively. 

 

Extract 4: The instructor created a welcoming environment for learning via C-test that inspired the 

learners to discover the answers. 

 

Extract 5: The teacher was very collaborative, although I depended on the strategy used in the classroom 

and it promoted high inspiration to write the text with high awareness.  

(Class context) Respondents 2, 4, 7, 9, 11, 12, 13, 14, 17, and 20, respectively. 

 

Extract 6: Active participation and happiness in the class context increased my motivation and decreased 

my anxiety level. 

 

Extract 7: The fun nature of the class with novel strategy that was the use of C-test, which increased my 

vocabulary knowledge, all and all, were attractive for us.  

(Self-assessment) Respondents 1, 2, 4, 7, 8, 9, 10, 11, 14, 15, 17, and 18. 

 

Extract 8: Most of the reading strategies were practiced. Also, self-assessment and feedback should not 

be ignored while writing descriptive essays. 

 

Extract 9: Self-evaluation approach was much more effective in this class may be due to the role of C-

tests that repeatedly practiced. I had enough time to write carefully as it already had lots of new words 
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that I could retain them during writing.   

 

It is worth noting that the mentioned positive points on the strategy was repeated by most of the 

students until the saturation happened. Table 5 shows summary of the positive attitudes on the strategy 

under the study that is productive vocabulary knowledge via C-tests. 

 

Table 5 

 Summary of the Positive Attitudes on the Strategy 

Items  Frequency    Percent  

Background knowledge  16    80% 

High inspiration 12    60% 

Class context 10    50% 

Self-assessment 12   60% 

 

As the data of the Table 5 shows, 80% pointed out to the role of background knowledge that triggered 

via C-tests while writing essays. Furthermore, around half of the students mentioned to the other positive 

point that is class context that created fun atmosphere. Two plus points of high inspiration and self-

assessment devoted 60% of the answers. 

The learners moreover criticized some of the teaching processes and the strategy under the study, and 

they thought they had to be altered for better. These criticisms fall within the following categories.  

(Time wasting on small points) Respondents 5, 6, 7, 8, 9, 11, 13, 14, 15, and 20. 

 

Extract 10: Prior to taking this course, I had some familiarity with C-tests and essay writing. However, 

one drawback of this form of instruction was that there were occasions when excessive time was devoted 

to addressing minor details. 

 

Extract 11: We acquired novel and insightful strategies during the course. Nevertheless, the 

methodology and procedures used seemed inefficient and consumed more of my time. 

(High fatigue) Respondents 1, 2, 3, 4, 5, 6, 10, 12, 16, 17, 18, and 19. 

 

Extract 12: Sometimes the class was boring for me as taking C-tests most of the times annoyed me.   

 

Extract 13: The class context and repeated practice of C-tests bothered me as they resulted in high 

fatigue.  

 

     The mentioned negative points (similar to the positive ones) on the strategy were repeated by most of 

the students until the saturation happened. Table 6 shows summary of the negative attitudes on the 

productive vocabulary knowledge via C-tests.   
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Table 6 

 Summary of the Negative Attitudes on the Strategy 

Items  Frequency    Percent  

 Time wasting on small points 10    50% 

High fatigue  12    60% 

 

As the above table shows, 60% of the participants mentioned high fatigue that rooted in repeated 

practice of C-tests. Also, half of the interviewees pointed out to the time wasting on method when they 

were exposed to productive vocabulary knowledge strategy.  

As evident from the tables above, the interviewees shared their thoughts on the advantages and 

disadvantages of the course, including concerns about time being inefficiently utilized and a dull class 

environment. Nonetheless, the course served as a source of motivation due to its appealing nature. The 

strategy had novelty to the learners as C-tests were helpful in improving their active vocabulary 

knowledge and writing skills in terms of recalling vocabulary knowledge. They said that after performing 

C-tests throughout the treatment phase, memorizing words for writing was easier. The students also said 

that although answering the C-test was more difficult than the typical tests they take in classes, 

challenging, and time-consuming, they liked to be tested by C-tests because it is more dynamic, they feel 

more active while doing the C-tests, and the quality of their vocabulary knowledge was higher.  

 

DISCUSSION 

The present study aimed at investigating the effects of cloze tests and C-tests as receptive and productive 

forms of vocabulary assessment on Iranian EFL learners’ descriptive writing ability as well as its lexical 

component. The results of quantitative data analysis showed significant differences among the three 

groups, indicating in particular that both receptive and productive testing of vocabulary could 

significantly affect the overall writing ability as well as its lexical component, but the effects of C-tests 

as productive measure of vocabulary was more significant. The results were confirmed by the learners 

who experienced productive vocabulary knowledge in writing courses as they have extra positive 

attitudes and less negative point of views towards the employment of C-tests in writing performance.  

The findings are consistent with Harsch and Hartig's (2016) study, which revealed that the C-test is 

an excellent choice for placement and screening because it is a dependable, affordable, and rigorous 

assessment. They are capable of providing account for guessing and can be seen as measurements of 

vocabulary breadth and guessing variables, accordingly. Babaii and Jalali Moghadam's (2006) findings 

that the C-test necessitates macro-level processing and requires test takers to search for contextual 

indicators like lexical chains have been previously proven. As a result, the C-test's beneficial benefits 

might be explained by this kind of processing, which results in a greater degree of processing, active 

recall of vocabulary knowledge, and improved overall understanding (Chae & Shin 2015). To put it 

another way, productive testing could result in improved active recall of vocabulary knowledge. This 

was supported by Janebi Enayat and Derakhshan (2021), who demonstrated that productive rather than 

receptive vocabulary knowledge measures were more strongly correlated with L2 speaking ability. 

The findings of this study are consistent with earlier research, which indicates that the development 

of productive skills is more influenced by productive vocabulary measurements. Janebi Enayat and 



                                   Mediating EFL Learners’ Overall and Lexical Writing Skills in English Classrooms …      

 

47 

Derakhshan (2021), for instance, looked at the relationship between L2 speaking proficiency and 

receptive and productive measures of vocabulary size. They discovered that both the lexical and general 

speaking abilities were improved by the productive evaluations of vocabulary knowledge. Additionally, 

semantic sets, which are found in C-tests (Janebi Enayat & Babaii, 2018), according to Atai and Dabbagh 

(2010), may aid EFL students in producing higher-quality compositions. In other words, the more fruitful 

and contextual nature of C-tests (Read & Chapelle, 2001) may aid EFL students in producing essays that 

are richer in vocabulary and more cohesive and coherent.   

The findings of this study demonstrated that C-tests were successful in improving students' writing 

abilities on both an overall and lexical level. The findings differ from those of Chai et al.'s study from 

2020, which found that cloze-based passages aid in measuring and extending the vocabulary growth of 

EFL learners. Their findings may suggest that providing some passages from cloze exams can be helpful 

in boosting EFL learners' active vocabulary knowledge. This result is consistent with Klçkaya's (2019) 

study, which found that participants used more receptive expertise than productive knowledge when 

answering multiple-choice questions. 

In order to support the findings, Coxhead (2018) contends that participants' receptive vocabulary 

extent is greater than their productive vocabulary extent and that this explains why learners do better on 

the multiple-choice exam than on the c-test. The current study's findings are somewhat similar to those 

of Ajideh and Mozaffarzadeh (2012), who came to the conclusion that the multiple-choice cloze test is 

less effective than the C-test in measuring reading comprehension. However, the general finding was that 

the participants did more effectively on the cloze test. Additionally, the data analysis findings showed 

that, when compared to the other two experimental groups, the mean writing posttest scores for EFL 

learners in the control group were the lowest. One explanation for the control group's poor performance 

is rote learning, which involves memorizing a list of unfamiliar words. Rote learning makes it possible 

for students to memorize new words rather than learning them to understand them (Tayebi & Marefat, 

2019). Because repetition without understanding led to short-term rather than long-term learning, this 

memory technique might not be appropriate for all students. Therefore, it is the role of the teachers to 

encourage, support, and direct the students to apply various vocabulary acquisition methodologies in 

order to acquire greater improvement and precise outcomes in the broad arena of vocabulary acquisition 

(Li & Cutting, 2011). 

 

CONCLUSION 

This study was an attempt to trigger EFL learners’ receptive and productive vocabulary knowledge using 

C-tests and cloze tests on writing overall and lexical performance. Although the results of some studies 

mentioned above showed that C-tests are not effective in L2 achievement, actually the results of semi-

structured interviews from the learners in C-test group approved the results of ANOVAs since the 

students in the C-test group expressed more positive perceptions towards the strategy and found 

productive testing as very effective in the development of their L2 writing ability due to the reasons such 

as enhancing background knowledge and fun nature of the class. In addition, the negative attitudes of the 

students can be a guide for those teachers who try to activate EFL learners’ productive vocabulary 

awareness and help them to remove the barriers existed in using C-tests in writing courses. In sum, it can 
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be concluded that the using C-tests as a vocabulary improvement tool can have positive effects on the 

English writing development of EFL learners compared to the multiple-choice cloze tests.  

The results of this study have repercussions for educators, students, test producers, and content 

creators. It is recommended that teachers employ a variety of vocabulary assessment procedures, such as 

the C-test and multiple-choice cloze tests, to assist students improve their active vocabulary and writing 

ability. However, C-tests are more strongly advised because they are more effective vocabulary exams. 

The results of this study can be used by teachers to decide which of these two strategies is more 

advantageous. Such exams might also be taken by students as a way to gradually advance their writing 

skills. The potential of such tests as alternate forms of assessment as well as useful resources and 

exercises to be utilized in textbooks and supplemental materials should be taken into consideration by 

test producers and materials writers. 

This study had several limitations, like all the others, which may be fixed by additional research. First 

off, since just one level of language proficiency was examined in this study, it's likely that this research 

may be repeated with students who are more or less proficient in English as a foreign language. The 

second restriction is the sampling size, and results from bigger samples may be more broadly applicable. 

Thirdly, while this study only looked at descriptive writing, future research might examine other writing 

genres, such as argumentative or letter writing, as well as the productive skill of speaking, to see how 

different types of testing, such as receptive and productive forms of testing, might impact learning over 

time. Lastly, the duration of the treatment can be replicated by longitudinal studies that might reveal 

more reliable results.   
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