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Abstract: This study investigates criteria that influence the 

development of students’ mobility at the University College of 

Teacher Education in Lower Austria over the last 12 years. 

Generally, there is an increase on the number of incoming students 

while there is a decrease on the number of outgoing students. To 

identify reasons for this development, a total of 223 learning 

agreements have been analysed. In order to help interpret results, 

interviews with students engaging in an Erasmus programme aiming 

at spending a term studying abroad and a person in charge of 

coordinating Erasmus programmes have been held. In accordance 

with other studies on student mobility, this research identifies 

aspects that are generally conducive and others which are 

unfavourable for study abroad. The analyses of the outcomes show 

that the prospect of gaining intercultural experience, the interest in 

further developing soft skills, the language of instruction at the 

university and country of destination on the one hand, and the 

conditions at the home university including the amount of credits 

recognised by the sending institution on students’ return, as well as 

the probability of time loss on the other hand are the main criteria 

that are influential on a teacher trainee’s decision whether to spend 

a semester studying in a foreign country. Moreover, strategies for 

encouraging student mobility such as the organisation of 

information events, the provision of language courses, and a more 

extensive credit transfer system for outgoing students are identified. 
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abroad, intercultural 
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development, teacher 
education. 
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1. INTRODUCTION 
  
Signed in 1999 by ministers for higher education of 29 European countries, the 
Bologna Cooperation Process has influenced higher education not only in 
European but also in non-European countries. The currently 48 participating 
countries commonly aim at developing and fostering aspects such as the mobility 
of students and staff, a common degree system, social inclusion, lifelong learning, 
a European system of credits, quality assurance in higher education, and at 
establishing Europe as an attractive knowledge region for learning and teaching. 
The three key commitments of the European Higher Education Area (EHEA) 
include the implementation of a three-cycle degree structure, the recognition of 
qualifications, and the realisation of quality-assurance measures. Within the 
three-cycle degree structure, undergraduate studies lead to graduate and 
doctoral studies. The application of the European Credits Transfer System 
(ECTS) includes the issuance of diploma supplements which show admission 
requirements, objectives, and course contents. For recognition of qualifications 
obtained in other countries or study fields, academic studies need to be 
comparable and equivalent. In this context and to assure the quality of 
qualifications, higher education institutions need to develop and publish quality 
assurance strategies and evaluation reports (European Commission / EACEA / 
Eurydice, 2018). 

 
Austria has been a full member of the Bologna Process and EHEA since 

1999. With reference to teacher education at University Colleges of Teacher 
Education, the European Credits Transfer System was introduced in 2007, the 
year in which the Austrian „Pädagogische Akademien” which may translate as 
“Pedagogical Academies” or as “Teacher Training Colleges” turned into 
„Pädagogische Hochschulen” (University Colleges of Teacher Education). 
 
 
Table 1. Overall numbers of students at universities participating in an Erasmus+ 
programme in Austria between 2014 and 2017 

Austrian 
Province/Year  

2014 2015 2016 2017 

Burgenland  87 99 76 107 

Carinthia 293 299 288 376 

Lower Austria 568 628 579 703 

Upper Austria 591 668 657 778 

Salzburg 473 507 557 595 

Styria 1321 1694 1315 1760 

Tyrol 976 1074 944 1153 
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Vorarlberg 140 147 149 189 

Vienna 3656 3819 3503 4193 

Sum 8105 8935 8068 9854 

 
Source: OEAD Annual Report 2017 
 

Figures of the overall development of student mobility in Austria over the 
last few years show a general decrease in the numbers of students participating 
in an Erasmus programme between the years 2015 and 2016. This decline is true 
for all Austrian provinces except for two, Salzburg and Vorarlberg, which are 
popular skiing regions. 

 
In the academic years 2015/16, a new teacher education system was 

implemented. It ended the era of the three teacher education programmes for 
primary schools, special needs schools and lower secondary schools that each 
were completed with a bachelor’s degree (Bachelor of Education, BEd) after a six-
semester study of 180 ECTS. Since then it is no longer possible to study lower 
secondary education for students aged between 10 and 14 at a University College 
of Teacher Education as all secondary education has been transferred to 
university. There, the programme comprises a study of at least six years 
including a bachelor’s programme of 240 ECTS and a master’s programme of 120 
ECTS. The former six-terms and 180 ECTS bachelor’s programme for primary 
school teachers has turned into a programme including an eight-semester and 
240 ECTS bachelor’s study which is completed with the academic degree BEd 
and a compulsory two or three semesters, 60 or 90 ECTS master’s programme 
which is awarded with a Master’s of Education (MEd). 

 
Although the special needs education programme has been discontinued 

entailing that it is no longer possible to qualify as a special-needs teacher in 
Austria, there is the opportunity for primary school teacher trainees to 
intensively study special-needs education. 
 
 

2. THEORETICAL BACKGROUND 
 
Teaching and learning in a new environment are recognised as two of the main 
objectives of the Bologna Process. In 2009, European Ministers stipulated that by 
2020, 20 % of graduating students should have had experience in study abroad 
(European Commission/EACEA/Eurydice, 2018). This notion is in line with 
research conducted by Clarke (2004) who suggests making study abroad 
mandatory for every student. She reasons, as well as Bećirović and Brdarević 
Čeljo (2018) and Bećirović and Podojak (2018), that global awareness is essential 
in a society of cultural diversity which is why educational systems would have 
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to create curriculums that focus on developing and promoting foreign language 
skills as well as international and intercultural knowledge. 

 
Following the European Commission’s stipulation, most participating 

countries in the Bologna Process have developed strategies for fostering student 
mobility. In this context it appears essential to identify criteria that influence 
students’ decision on spending a semester abroad. Mazzarol and Soutar (2002) 
distinguish “push-pull” factors that affect a student’s decision for a study abroad. 
They determine “push factors” to be mostly related to the socioeconomic 
situation of students that would induce individuals to seek higher education in 
destinations considered to be more privileged than their home country. Although 
these “push factors” appear relevant for developing countries, they do not seem 
to play an important role in other countries where certain “pull factors” are more 
important. “Pull factors”, as described by Mazzarol and Soutar (2002), are 
students’ knowledge about the destination country and the university of choice, 
personal recommendations of relatives and peers, the environment, the host 
country’s distance to home, the institution’s reputation for quality, and expenses. 
Eder, Smith and Pitts (2010) define “push factors” which are related to students’ 
personal and professional advancement. According to their research, students’ 
desire for personal development through a once-in-a-lifetime experience, 
becoming more self-dependent, the ambition to improve a foreign language, and 
the importance of study abroad for a future career are the most crucial factors in 
the decision process. Referring to “pull factors”, Eder et al. (2002) recognise the 
educational institution and related issues, climate and location, and the culture 
of destination as the most influential. A research conducted by Walters (2018) 
distinguishes pros and cons that are decisive for study abroad. According to his 
study, financial factors and specific requirements of the curriculum at the home 
university are the two main hindrances to students’ mobility. In many cases, 
potentially interested students would refrain from studying abroad because they 
do not want to risk a delay in their studies caused by additional financial burdens 
that would induce them to take on a job. Further barriers to student mobility are 
the risk of missing mandatory courses at the home university and difficulty in 
finding equivalent courses at the university abroad. On the other hand, the 
opportunity of travelling and studying at the same time is attractive and 
motivates students to apply for an Erasmus programme. With reference to credit 
transfer, Walters’ (2018) outcomes illustrate students’ appreciation of either 
finding a programme abroad which suits their specific home-curriculum 
requirements, or an approach applied by their home university that allows credit 
transfer regardless of the content of courses attended abroad. Both options are 
welcome as they avoid a delay in graduation. Worldwide, various approaches to 
increasing student mobility and internationalisation can be observed. With 
reference to the Report by the European Commission/EACEA/Eurydice (2018), 
these strategies include the implementation of online programmes, foreign 
language courses, funding, legal measures, as well as international cooperation 
projects. 
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3. CURRENT STUDY 
 

As a result of the above described changes in teacher education in Austria, the 
possibilities for students’ mobility at University Colleges of Teacher Education 
have been reduced to the field of primary education. It was, therefore, aimed at 
investigating in what way the recent developments may have influenced teacher 
trainees’ mobility. Moreover, and more importantly, this study is directed at 
providing an overview of the development of students’ mobility at the University 
College of Teacher Education in Lower Austria over the last 12 years, at 
identifying factors that influence students’ mobility and at contributing to 
research on students’ mobility within the Bologna Process. Therefore, the main 
research question was devised as follows: Which motivational aspects influence 
students’ mobility at the University College of Teacher Education in Lower 
Austria? 
 

 
4.  RESEARCH SAMPLE 

 
The research sample comprises a total of 223 learning agreements from 76 
incoming and 147 outgoing students over the last 12 years at the University 
College of Teacher Education in Lower Austria. Furthermore, 12 interviews have 
been held. The participants are four males and eight females including three 
incoming students, five former and three future outgoings, as well as one person 
responsible for the coordination of Erasmus studies. The interviewees were 
selected by applying convenience sampling which is a nonprobability sampling 
method that involves the selection of participants due to their availability for the 
investigation (McMillan, 2012). 

 
 

5. METHOD 
 
The data for this qualitative study was obtained through reviewing 223 learning 
agreements, registration forms and reports on the one hand and by conducting 
12 semi-structured guided interviews on the other hand. Regarding the data 
retrieved from the learning agreements, an analysis of frequencies was 
performed. The data obtained from the interviews was analysed using topical 
coding (Kuckartz, 2010). This method includes the following steps. In the 
beginning, all cases are interpreted separately. Secondly, single cases are 
compared and analysed. In a next step, categories are developed with reference 
to the topics that have occurred in the cases and text segments are matched to the 
codes. Lastly, topics are examined in contrast and the relationships of codes are 
analysed. 
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6. RESULTS AND DISCUSSION 
 
Table 2. Overview of the number of incoming students and their countries of origin at 

the University College of Teacher Education in Lower Austria 

Academic year Total Number of Incomings and Countries of Origin 

2007/08 2 2 Hungary 

2008/09  4 2 Czech Republic, 1 Greece, 1 Spain 

2009/10  6 1 Greece, 2 Spain, 3 UK 

2010/11  8 1 Belgium, 1 Greece, 2 Hungary, 1 Netherlands, 3 
Spain 

2011/12  4 1 Greece, 2 Spain, 1 UK 

2012/13  4 4 Hungary  

2013/14  5 2 Greece, 3 Hungary 

2014/15  3 1 Ireland, 1 Hungary, 1 Spain 

2015/16  9 2 Belgium, 1 Germany, 1 Greece, 2 Italy, 3 Spain,  

2016/17  6 1 Greece, 1 Italy, 3 Spain, 1 Switzerland 

2017/18 12 1 Germany, 2 Greece, 3 Italy, 6 Spain 

2018/19 13 2 Greece, 1 Hungary, 3 Italy, 7 Spain 

 
 

Table 2 presents the number of students who came to study in Austria at 
the University College of Teacher Education per country of origin and academic 
year. Since 2007, the University College of Teacher Education in Lower Austria 
has been cooperating with a total of 45 partner universities from 21 countries. 
Referring to the number of incoming students and their countries of origin, out 
of the 76 incomings, most originate from Spain (36,8 %), followed by Hungary 
(17,1 %), Greece (15,8 %), Italy (11,8 %) and the UK (5,2 %). Those students who 
come to Austria usually take German classes in their home country and often 
study to become teachers of German as a second language. 
 

Table 3. Overview of the number of outgoing students at the university college of 
teacher education in Lower Austria and their countries of destination 

Academic 
year 

Total Number of Outgoings and Countries of Destination 

2007/08 5 1 Italy, 1 Portugal, 2 Spain, 1 UK 
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2008/09 8 1 Germany, 2 Ireland, 1 Netherlands, 2 Spain, 1 UK, 1 USA 

2009/10 9 2 Ghana, 1 Ireland, 1 Netherlands, 2 Sweden, 3 UK 

2010/11 13 1 Ghana, 2 Ireland, 2 Luxembourg, 1 Netherlands, 1 Spain, 2 
Sweden, 3 UK, 1 USA 

2011/12 15 1 Finland, 1 Germany, 1 Ireland, 1 Netherlands, 3 Spain, 2 
Sweden, 4 UK, 2 USA 

2012/13 15 1 Belgium, 1 Finland, 1 Germany, 3 Ireland, 1 Netherlands, 3 
Spain, 2 Sweden, 2 UK, 1 USA 

2013/14 19 1 Germany, 7 Ireland, 4 Norway, 3 Spain, 3 Sweden, 1 USA 

2014/15 21 2 Belgium, 1 Finland, 1 Germany, 5 Ireland, 2 Italy, 2 
Netherlands, 2 Norway, 1 Portugal, 3 Spain, 2 Sweden 

2015/16 15 1 Germany, 3 Ireland, 1 Norway, 6 Spain, 4 Sweden 

2016/17 15 2 Finland, 1 Germany, 1 Italy, 5 Norway, 5 Sweden, 1 USA 

2017/18 7 1 Czech Republic, 1 Italy, 1 Norway, 1 Spain, 3 Sweden 

2018/19 3 1 Netherlands, 1 Portugal, 1 Sweden 

 

 

Table 3 displays the number of students at the University College of 
Teacher Education who decided to spend a semester abroad. Along with the 
academic year, the entire number of outgoing students in the respective year is 
shown and next to that, the country of destination together with the number of 
students who decided for the particular country are presented. Regarding the 
total of 147 outgoing students from the University College of Teacher Education 
in Lower Austria over the last 12 years most went to Spain (18,4 %), followed by 
Ireland (16,3 %), Sweden (14,2 %), the UK (9,5 %), Norway (8,8 %), the 
Netherlands (5,4 %), Finland (4,7 %), and the USA (4,7 %). According to the 
interviewees, the language spoken in the country of destination and used as a 
medium of instruction plays a major role in the decision process. Those students 
opting for a semester abroad at a Spanish university usually learned Spanish at 
school and want to practice and increase their linguistic skills. The majority of 
teacher trainees, however, want to intensify their English competency and, 
therefore, apply for countries such as Ireland, Great Britain, and the USA but also 
decide for Nordic states such as Norway, Sweden, and Finland, or the 
Netherlands as those countries use English as language of instruction. In this 
connection, Bećirović (2017), who conducted a study on motivational factors that 
induce students to learn English, emphasises the numerous advantages of 
knowing English which may be regarded as a prerequisite for a successful 
modern life. Similarly, Ogric-Kevric and Dubravac (2017) and Kovačević, 
Brdarević-Čeljo and Bećirović (2018) underline the importance and presence of 
the English language as a lingua franca in numerous disciplines and aspects of 
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everyday life, which is an actuality that may not only be observed in Bosnia and 
Herzegovina but is also true for the situation in Austria. Contrary to the findings 
of Mazzarol and Soutar (2002), the proximity of the destination country to 
Austria does not seem to play an important role in the sample at hand.  

 
While there is an increase in incoming students from the academic year 

2017/18 on, there is a decrease in the number of outgoing students. This tendency 
is in opposition to a request of the EHEA ministers for a more balanced mobility 
(European Commission/EACEA/Eurydice, 2018). Hence and in order to explain 
the recent developments, this study aimed at identifying advantages and 
challenges associated with spending a semester abroad in the new study 
programme.  

 
The analyses of the interviews reveal the four main criteria that influence 

a student’s decision whether to spend a semester abroad to be the pursuit of 
intercultural experience, the development of soft skills, the conditions at the 
university and country of destination, and the conditions at the home university. 
All interviewees agree that the desire for intercultural experience is the main 
motivation for studying abroad. In this context, many explained that they would 
not only like to study abroad but also want to live in a foreign country, not merely 
as a tourist, but long to experience “total immersion” in their culture of choice. 
They aspire to learn and practice a foreign language, meet people from a diverse 
cultural background with various customs, attitudes and believes, and would 
like to discover local arts and crafts. Another incentive is the experience of 
studying and working in a different educational system, both in their role as a 
student at university and in their function as a teacher trainee practicing teaching 
at a local school. They are particularly interested in learning and applying 
different teaching methods and approaches, not only abroad but also when they 
return home. Moreover, they appreciate having an insight into different teacher 
behaviour and classroom management strategies as they are convinced that their 
international experience would prepare them for working with pupils from 
divers multicultural and multilingual backgrounds. In this context, interviewees 
confirm that their newly gained knowledge would induce them to reflect their 
own attitudes and approaches.   

 
The second aspect that motivates students to spend a semester abroad are 

the benefits associated with the development of soft skills. These findings 
correspond with those of Eder et al (2010, p. 238) who have identified “personal 
growth” as one of the greatest “push factors”. For most applicants of an Erasmus 
programme at the University College of Teacher Education in Lower Austria, 
studying in a foreign country is their outset for becoming more self-dependent 
as it is often the first time they spend apart from their family and friends. 
Consequently, they become more flexible and adaptable and develop 
organisational skills as well as problem-solving strategies. These competencies 
are highly desired characteristics in education and essential for any teacher. In 
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this connection, the interviewees affirm that their experience abroad has not only 
fostered their communication skills and their ability to work in teams and groups 
with members of diverse cultural backgrounds but has also increased their 
reflective thinking and intercultural sensitivity. These findings are in line with 
Rizvić and Bećirović (2017) who conducted a quantitative study on the 
willingness to communicate in English as a foreign language. 

 
Further criteria for spending a semester abroad are the country of 

destination, the local language, and the individual university. Most interviewees 
express the desire to experience something “completely new”, a response that is 
again in line with findings by Eder et al. (2010) who determine the eagerness for 
a unique experience as highly motivating factor for students to study abroad. 
Nevertheless, a good command of the target language is recognised by the 
current sample as well as that of Eder et al. (2010) to be imperative. As mentioned 
above, the language of instruction at university, which most frequently but not 
invariably is also the language in which school practise lessons have to be taught 
in, plays a central role in studying abroad because it is a fundamental element for 
communication and a lack of fluency in this language is identified to be 
problematic (Yaman & Bećirović, 2016). The notion of studying on an 
international level is associated with both, benefits and challenges. Although the 
experience of interculturality and internationality are sought and greatly 
appreciated amongst the interviewees, some explain that these elements may 
lead to shortcomings in interaction with locals, inside as well as outside 
university.  

 
The conditions at the home university are the fourth criterion that is 

relevant for a student’s decision on applying for an Erasmus programme. The 
choice of courses offered at the university of destination in relation to the 
requirements of the home institution are of high importance for students at the 
University College of Teacher Education in Lower Austria. In that regard, the 
analysis of the responses suggests the greatest challenge to be the probability of 
time loss on return to the home university. Similarly, Walters’ (2018) study 
reveals this aspect as one that would prevent potentially interested students from 
studying abroad. With reference to the current sample, a loss of time may result 
from incomplete credit transfer, problems with obtaining the target 30 ECTS per 
semester due to the lack of teaching practise possibilities, or the deficiency in 
specific subjects that are required to guarantee complete credit transfer. Slowness 
in the administration process, may it be caused by difficulties in the 
communication with partner universities or changes in the curriculum may also 
discourage potential outgoings. According to the Erasmus coordinator, lecturers 
at the University College of Teacher Education in Lower Austria report to 
observe that students returning from their semester abroad would not only profit 
personally but would also provide benefits for the university community. 
Referring to these reports, students usually come back with improved language 
competencies and enhanced social skills, they have experienced new teaching 
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methods and approaches as well as different classroom management strategies 
and are motivated to share their newly gained knowledge. 
 

 

7. CONCLUSION  
 
According to data analysis, the interest in intercultural experiences, the benefits 
of developing soft skills, the situation at the university and country of 
destination, and the requirements at the home university are the most important 
aspects that influence a student’s decision whether to spend a semester abroad. 
The outcomes have also revealed that the possibility of time loss is one of the 
main obstacles to student mobility. In this context, various reasons for the 
increase in incoming students in the last few years can be identified. Firstly, a 
number of new courses are offered at university colleges of teacher education 
due to the change in the degree programme structure from a 180 ECTS bachelor’s 
study to a 240 ECTS bachelor’s programme with a mandatory 60 to 90 ECTS 
master’s programme. This structure and the new curriculum seem to be more 
compatible with the study-programmes of partner institutes and therefore, more 
attractive as the risk of losing time is minimised. Secondly, there are in-service 
training courses for lecturers at the University College of Teacher Education in 
Lower Austria which prepare them in didactics of multiculturalism and 
multilingualism. In addition, incoming students are accommodated in a 
culturally more attractive city, namely in Vienna, the capital city of Austria, 
versus Baden, which is more a residential area. 

 
Although the new study structure has procured an increase in incoming 

students, it has also effectuated a decrease in outgoing students. This decrease 
may result from changes within the target group of outgoing students as two 
study fields of teacher education, namely secondary school and special needs 
education, have been discontinued. Consequently, only primary school teacher 
trainees may currently opt for a semester abroad. But not only the target group 
has undergone alterations, new student administration regulations which came 
into effect in 2017 do not allow for an “all-inclusive” credit transfer of 30 ECTS 
per semester. As changes in the curriculum have led to the development of more 
complex courses which often combine subject matter deriving from various 
domains, it has become more difficult to find equivalent lectures and seminars to 
compensate those that are missed at the home university.  

 
Although the University College of Teacher Education is attracting more and 

more students from abroad, local students have become reluctant to spend a 
semester abroad. To promote study abroad amongst teacher trainees in Lower 
Austria, Erasmus coordinators have mapped out a few strategies that are 
currently carried out. First of all, students are provided with more 
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comprehensive information on partner institutes, their study programmes, and 
accommodation facilities. In this context, special Erasmus days have been 
implemented where overviews of the study abroad possibilities are presented, 
and former outgoings are invited to talk about their experience. At the same time, 
staff mobility is promoted as it is expected that lecturers who have formed ties 
with universities abroad will encourage students to do likewise. This strategy is 
in line with the findings of Mazzarol and Soutar (2002) who emphasise the 
importance of personal recommendations for a student’s decision on study 
abroad. In order to help students to improve their linguistic skills in the target 
language, language preparation courses for outgoings are offered by the national 
Erasmus agency. At last and as suggested by Walters (2018), a more 
comprehensive ECTS-credits transfer of outgoings is supposed to contribute to 
making study abroad more attractive. 
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Abstract: The study aims to investigate how gender and 

achievement affect foreign language anxiety (FLA) scores among 

379 Austrian students in upper secondary education. The analysis 

revealed that the majority of students display moderate levels of 

overall foreign language anxiety, a compound variable of general 

foreign language anxiety, foreign language reading, writing and 

listening anxiety. A two-way ANOVA showed a significant main 

effect of both gender and achievement on the participants’ overall 

foreign language anxiety scores, but no significant interaction 

effect. Moreover, a two-way MANOVA proved that both gender and 

achievement had a significant main effect on the combined 

variables with large effect sizes. The interaction effect of gender X 

achievement on the combined variables was significant, albeit with 

a much smaller effect size. Gender and achievement thus emerged 

as influencing factors in the creation of FLA in Austrian upper 

secondary education, in particular with regard to the productive 

language skills. 
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1. INTRODUCTION 

 
Foreign language anxiety (FLA) was conceptualized by Horwitz, Horwitz and 
Cope (1986) as a distinct phenomenon specific to the language learning context. 
It refers to a situation-specific type of state-anxiety, to feelings of nervousness or 
unease, which many foreign language learners experience when studying and 
using the foreign language, especially in test situations. FLA as originally defined 
by Horwitz, Horwitz and Cope (1986) is unanimously considered a general type 
of anxiety about learning a second or foreign language with a strong emphasis 
on the speaking skill (Cheng, Horwitz & Schallert, 1999). This particular construct 
will be referred to as “general foreign language anxiety” in the remainder of this 
article in order to distinguish it from related types of foreign language anxiety 
associated with listening, reading and writing (Aida, 1994; Chang, 2008; Cheng, 
Horwitz & Schallert, 1999; Kim, 2000; MacInytre & Gardner, 1994; MacIntyre, 
Noels & Celement, 1997; Saito, Gaza & Horwitz, 1999; Young, 1990).  
 

Generally speaking, FLA has been extensively researched over the last few 
decades, albeit with a clear focus on tertiary education (Horwitz, Horwitz & 
Cope, 1986; MacIntyre, 1999; Young, 1991, 1999). As concerns FLA and 
achievement, their potential interplay has been suggested to be much more 
appropriately explored by investigating FLA and the four language skills 
separately (Young, 1990). Accordingly, the overall aim of the present paper is to 
examine whether the four distinct foreign language anxieties, namely general 
foreign language anxiety (Horwitz, Horwitz & Cope, 1986), foreign language 
reading anxiety (Saito, Garza & Horwitz, 1999), foreign language writing anxiety 
(Cheng, Horwitz & Schallert, 1999; Daly & Miller, 1975) and foreign language 
listening anxiety (Kim, 2000) are significantly affected by achievement and 
gender as well as their interaction. 

 
 

2. LITERATURE REVIEW 
 

There is a considerable number of correlational studies that found high levels of 
FLA negatively correlating with low levels of academic performance, 
predominately measured in terms of the language learners’ final average grades 
in the respective language (Aida, 1994; Al-Shboul & Nordin, 2013; Awan, Anwar 
& Naz, 2010; Coulombe, 2001; Ghorbandordinejad & Ahmadabad, 2016; 
Horwitz, 1986, 2001; MacIntyre & Gardner, 1989, 1991, 1994; Saito & Samimy, 
1996; Young, 1986). With regard to specific language skills, studies by Phillips 
(1992), Stephenson (2006) as well as Hewitt and Stephenson (2012) all found oral 
performance to be negatively correlated with general foreign language anxiety. 
As concerns writing, Cheng et al. (1999) found a negative correlation between 
writing anxiety and achievement, whereby their participants’ self-reported 
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abilities in English correlated more with their anxiety levels than their actual 
grades. With regard to the receptive skills, Saito et al. (1999) found preliminary 
evidence in their study that reading anxiety is negatively related to performance 
measured in terms of final grades. Likewise, Elkhafaili (2005) reported on a 
negative relationship between listening anxiety and listening comprehension 
grades with university students of Arabic. Notwithstanding these findings, high-
levels of anxiety are not always necessarily related to poor performance, as 
anxiety has also been shown to have a strong relationship with perfectionism 
(Gregersen & Horwitz, 2002). Moreover, there is also evidence that anxiety of a 
facilitative nature can have a positive influence on language achievement 
(Brown, Robson & Rosenkjar, 2001; MacIntyre & Gardner, 1994).  
 

Above all, the question still remains whether poor performance in a 
foreign language causes anxiety or vice versa. In other words, according to 
Horwitz, the “challenge is to determine the extent to which anxiety is a cause 
rather than a result of poor language learning” (Horwitz, 2001, p. 118). In 
response to this apparent dilemma, Yan and Horwitz (2008) explored the 
potential causal relationship between anxiety and achievement in a qualitative 
study with a focus on speaking. Their findings indicated a negative impact of 
anxiety on achievement and supported the claim of FLA being “one of the best 
predictors of success” (MacIntyre & Gardner, 1991, p. 96) in learning a foreign 
language. Likewise, investigating the possible causal relationship between 
foreign language listening anxiety and English listening, Zhang’s (2013) study 
concluded that listening anxiety can influence listening performance, but foreign 
language listening performance does not appear to affect foreign language 
listening anxiety systematically. Similarly, in Wu and Lee’s study (2017), anxiety 
turned out to be the most powerful and negative predictor of performance. 
 

Interestingly, FLA has also been shown to strongly correlate with self-
perceived rather than actual performance. For example, Sultan (2012) found FLA 
to be negatively correlated with self-perceptions, i.e. perceived competence. 
Likewise, MacIntyre and Noels (1994) as well as Cheng et al. (1999) discovered 
that the students’ self-reported language competence had a higher correlation 
with anxiety than their actual performance measured in terms of course grades. 
These findings were confirmed by Onwuegbuzie and Daley (1999), who supplied 
further evidence of high anxiety being related to expectations of poorer course 
grades. Maturanec (2015) validated this strong relationship between FLA and 
self-perceptions of competence and also provided evidence of anxious students 
underestimating their competence. Above all, in Cheng’s (2002) study with 
university students, the participants’ self-perceptions concerning their writing 
performance predicted anxiety better than actual performance.  
 

As regards the link between gender and FLA, there are conflicting results. 
Female students were found to display higher levels of general language learner 
anxiety in some studies (Abu-Rabia, 2004; Cheng, 2002; Elkhafaifi, 2005). Such 
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results are aligned with other research suggesting that girls are generally more 
anxious, irrespective of their language proficiency levels (Koul, Kaewkuekool, & 
Ploisawaschai, 2009; Piechurska-Kuciel, 2008; Mahmood & Iqpal, 2010). 
However, other studies found no significant differences based on gender (Aida, 
1994; Chang, 1996; Onwuegbuzie & Daley, 1999; Yan, 1998). As concerns anxiety 
related to specific skills, no significant relationship was found between gender 
and foreign language reading (Shariati & Bordbar, 2009) and listening anxiety 
(Elkhafaifi, 2005; Kimura, 2008). Likewise, Matsuda and Gobel (2004) found no 
gender differences in scores on the foreign language reading anxiety scale (Saito, 
Garza & Horwitz, 1999) and the foreign language classroom anxiety scale 
(Horwitz et al., 1986) with Japanese university students. Kitano (2001) looked at 
American learners of Japanese and reported that their self-perceptions of 
language skills affected anxiety of male students but not of female students. 
Kimura (2008) thus calls for caution and argues that “gender is one of the 
mediating factors” (Kimura, 2008, p. 177), but a variety of variables is at work 
when it comes to determining anxiety levels.  
 

In conclusion, despite the fact that FLA has been investigated in different 
contexts, it seems to have remained a largely unexplored topic in Austria, with 
only few empirical studies concerning university students (Kostić-Bobanović, 
2009). As concerns secondary education in particular, the exploration of FLA 
appears to have been restricted to Austrian language instructors’ personal 
observations of their students’ apparent feelings of unease or distress when using 
the foreign language, which have yet to be scientifically proven. At any rate, 
further investigation of FLA in an Austrian context seems worthwhile, as there is 
clear empirical evidence of a negative relationship between FLA and 
achievement, which might potentially decrease students’ success rate, especially 
in exam situations. This seems of particular interest in Austrian students’ final 
year of secondary education, at the end of which they are required to take a 
standardized written or oral final English exam (Bundesministerium für Bildung, 
Wissenschaft und Kultur, 2019).  
 

What is more, the majority of studies on FLA and achievement quoted above 
are either of correlational nature or use achievement, mostly defined as the 
learners’ final English grades, as a dependent variable rather than a factor. One 
of the few exceptions is Wu and Lee’s study (2017) with Taiwanese university 
students, which found that participants with lower levels of English proficiency 
were more sensitive to the pressure of tests and more likely to experience anxiety 
than others. Such results indicate that proficiency or rather the grades that 
students have received may impact the learners’ FLA scores and should thus be 
taken into account. On the other hand, in an Austrian context, there is anecdotal 
evidence of some students, in particular males, “unexpectedly” excelling in their 
final English oral exams, irrespective of their previous overall English grades. 
While this phenomenon might be explained by the situation-specific nature of 
FLA, it raises other questions about a possible interaction effect of gender and 
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achievement, measured in terms of the students’ final English average grades, on 
FLA. The examination of this potential interaction effect may offer some new 
insights into the complex construct of FLA and help language instructors to better 
understand their students as well as to cater to their individual needs.  
 

 
3. METHOD 

 
The design employed in the current study is what differentiates it from previous 
discussions of the same issue in predominately correlational studies. In contrast, 
this paper investigates how the factors gender and achievement act and interact 
simultaneously to affect the development of foreign language anxiety. In an 
attempt to gain a more holistic picture of this construct, the present study 
investigates a common influence of gender and achievement on diverse FLA 
types: general foreign language anxiety (FLCA), foreign language reading 
anxiety (FLRA), second language writing anxiety (SLWA), foreign language 
listening anxiety (FLLA) as well as their compound variable overall foreign 
language anxiety (OFLA). Thus, the study aims to answer the following question: 
do gender and achievement (final English grades 2017/18) significantly interact 
to affect the students’ foreign language anxiety scores at the end of Austrian 
upper secondary education? The following hypotheses are tested:  
 

Hypothesis 1: There is a significant main effect of gender and achievement 
on the students’ OFLA at the end of Austrian upper secondary education. 
 
Hypothesis 2: Gender and achievement (final English grades 2017/18) do 
not significantly interact in the effect on the students’ OFLA at the end of 
Austrian upper secondary education.  
 
Hypothesis 3: There is a significant main effect of gender and achievement 
on the students’ FLCA, FLRA, SLWAT and FLLA at the end of Austrian 
upper secondary education. 
 
Hypothesis 4: Gender and achievement (final English grades 2017/18) do 
not significantly interact in the effect on the students’ FLCA, FLRA, 
SLWAT and FLLA at the end of Austrian upper secondary education.  

 

 
3.1. INSTRUMENTS 

 

To measure the participants’ anxiety levels, four different instruments were used: 
the Foreign Language Classroom Anxiety Scale (FLCAS) (Horwitz, Horwitz & 
Cope, 1986); the Foreign Language Reading Anxiety Scale (FLRAS), inspired by 
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the FLCAS and developed by Saito, Garza and Horwitz (1999), the Second 
Language Writing Apprehension Test (SLWAT) (Cheng, Horwitz & Schallert, 
1999; Daly & Miller, 1975) and the Foreign Language Listening Anxiety Scale 
(FLLAS) (Kim, 2000). All instruments employ 5-point Likert-type scales from 
“strongly agree” (5) to “strongly disagree” (1). Negative statements are reverse-
scored; the higher the score obtained means a higher level of foreign language 
anxiety. As concerns scoring, Bollinger’s (2017) method was used: the number of 
standard deviations above or below the mean for each individual FLA score was 
considered to determine the respective anxiety level. Low anxiety means that the 
scores were one or more standard deviations below the mean. Students in the 
high anxiety group displayed scores one or more standard deviations above the 
mean. The remaining students were placed in the moderate level of anxiety 
group. 
 

All instruments were translated into German and back-translated into 
English. Apart from the translation, the instruments were slightly adapted in 
order to tailor the questionnaire to the specific target group and its context. 
However, this adaptation only concerns minor lexical changes such as 
transforming “language class” in all items to “English class”. The questionnaire 
also included a background questionnaire to gather socio-demographic data 
such as gender. Furthermore, the students’ overall final English grades of the 
previous academic year (2017/18) were collected.  
 

3.2. PARTICIPANTS 
 

The study discussed in this paper was carried out at the beginning of the 
academic year 2018/19. The research sample comprised 379 students from 22 
classes in 10 different schools. The students had just started their final year at two 
types of secondary business colleges (Handelsakademie HAK and Höhere 
Lehranstalt für wirtschaftliche Berufe HLW) in the Austrian province 
Burgenland. The business colleges concerned offer higher vocational education, 
cover five grades and are designed to acquire higher economic education and 
training for all economic sectors. The great majority of students (n = 301) were 18 
years old, there were 128 (33.8%) male and 251 (66.2%) female participants. 
According to the curriculum requirements, the participants were supposed to 
have a level of proficiency of approximately B2 according to the Common 
European Framework of Reference for Languages. 
 

Figure 1 shows the general distribution of the participants’ final English 
grades; Figure 2 offers a comparison of the grades of the male (n = 128) and 
female (n = 251) participants. The marks are in line with the Austrian grading 
system, ranging from “Sehr gut – very good – 1”, “Gut – good – 2”, “Befriedigend 
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– satisfactory – 3”, “Genügend – adequate – 4”, to “Nicht genügend – 
unsatisfactory – 5”.  

 

 

 

 

Figure 1. Final English grades 2017/18 of participants in % 
 

 

 
 

Figure 2. Final English grades 2017/18 of male and female participants in % 
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In addition, the students were asked to self-assess their competence in 
their receptive and productive language skills. They were required to describe 
their reading, writing, listening and speaking skills by selecting an ability level 
in line with the Austrian grading system (“Sehr gut”/very good 1, “Gut”/good 
2, “Befriedigend”/satisfactory 3, “Genügend”/adequate 4, “Nicht 
Genügend”/unsatisfactory 5) for each skill. Generally speaking, female students 
displayed a tendency of assessing all language skills worse than their male 
counterparts (Table 1).  

 
Table 1. Self-assessment of skills of male (n = 128) and female (n = 251) participants 

 Female  
M 

 
SD 

Male  
M 

 
SD 

reading 2.63 1.06 2.32 0.99 

speaking 2.63          1.07           2.40 0.08 

writing 2.70 1.00 2.61  0.08 

listening 3.10 1.15 2.70  0.10 

 
As concerns the participants’ exposure to English outside the classroom, the 
background questionnaire revealed that the female participants are far less 
exposed to English than their male peers on a scale from 1 - 5 (“5 - every day or 
almost every day” – “4 - once or twice a week” – “3 - once or twice a month” – “2 
- rarely” – “1 - never or hardly ever”) (Table 2).  

 

Table 2. Exposure to English outside the classroom (N = 379)  

  Total      SD Male M Female 
M 

watching English films, series, etc.  3.85  1.265  4.05      3.75 

reading texts in English 3.39 1.343 3.78 3.19 

communication on social networks 3.09 1.489 3.49 2.89 

speaking English with friends or relatives 2.08 1.223 2.27 1.98 

communicating in online games   1.94 1.363 1.42 2.97 

overall exposure to English  2.87 0.980 3.31 2.65 
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3.3. DATA COLLECTION  
 
Based on the principle of stratified random sampling, in the academic year 
2017/18, the twelve HAKs and HLWs in the Austrian province Burgenland 
(secondary business colleges) were contacted and invited to participate in the 
research project. Ten of possible twelve schools and their respective teachers 
agreed to take part. The project was then officially authorized by the local school 
authorities and all of the 379 students, or their legal guardians for those under 18 
years of age, gave their written consent, which clarified anonymity, 
confidentiality, and the volunteer nature of participation in the data collection. 
The participants completed the questionnaire in the period from 19 September to 
2 October 2018 online in a computer room at their schools under the supervision 
of their respective teachers and the author herself. The average time spent on the 
questionnaires was 17 minutes. All of the data was collected online using the 
software Lime Survey. 
 

3.4. DATA ANALYSIS 
 

The Statistical Package for the Social Sciences Software (SPSS), version 25, was 
used to perform the statistical analysis. In order to investigate whether gender 
and achievement significantly interact in the effect on foreign language anxiety 
scores at the end of Austrian upper secondary education, a factorial MANOVA 
was performed. To be more precise, a two-way ANOVA was conducted to 
determine the effect of gender and achievement on the students’ overall foreign 
language anxiety (OFLA), computed as a compound of the variables general 
foreign language anxiety (FLCA), measured by the FLCAS; foreign language 
reading anxiety (FLRA), measured by the FLRAS; second (or foreign) language 
writing apprehension (SLWA), measured by the SLWAT; and foreign language 
listening anxiety (FLLA), measured by the FLLAS. Furthermore, a two-way 
MANOVA was conducted to determine the influence of the two independent 
variables gender and achievement on the students’ scores on a linear 
combination of these dependent variables and on each of them separately.  
 

All 379 students in this study received four anxiety scores, that is an FLCA, 
an FLRA, an SLWA and an FLLA score (Table 3). Additionally, the variable 
“overall foreign language anxiety” (OFLA) was computed from all these 
measures, which were found to highly correlate (Table 3).  
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Table 3. Foreign language anxiety scores of male (n = 128) and female (n = 251) 

participants (N = 379) 
 M 

total 
   SD     M 

   male 
  SD      M 

   
female 

  SD FLRAS SLWAT FLLAS 

FLCA  2.43   0.80 2.13 0.64     2.58   0.83  .849** .785** .829** 

FLRA  2.24 0.76 2.03  0.68 2.34 0.77  .766** .869** 

SLWA  2.65 0.90 2.43 0.74 2.76 0.95   .740** 

FLLA  2.58 0.84 2.24 0.80 2.75 0.81    

OFLA 2.47 0.76     2.21 0.66 2.61 0.78    

**p0.01 
 

Based on Bollinger’s (2017) method of grouping students into three anxiety 
levels, the majority of the participants (over 60%) displayed moderate levels of 
FLCA, FLRA, SLWA and FLLA. The same is true for their OFLA levels, which 
are illustrated below in Figure 3. 
 

 

Figure 3. Number of students in % per OFLA level 
  

As can be seen in Table 3, the female participants displayed higher scores on all 
FLA measures than their male counterparts. Figure 4 illustrates this difference 
between the male and female participants’ OFLA levels.  
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Figure 4. OFLA levels and gender 
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between gender and achievement was insignificant, F(4, 369) = 2.147, p =  .075, 

2= .023. Table 4 summarizes these findings, which are further illustrated in 
Figure 5. As can be seen, the female participants receive higher OFLA scores than 
their male counterparts in all achievement groups.  
 

Table 4. OFLA scores by gender and achievement groups  

 

 

Figure 5. Gender differences between achievement groups on OFLA 

OFLA scores M 
total 

SD M 
male 

SD M  
female 

SD 

“Sehr gut” 1.78 0.46 1.56 0.29 1.86 0.49 
 

“Gut” 
 

2.04 0.52 1.92 0.49 2.10 0.53 

“Befriedigend” 
 

2.54 0.71 2.16 0.58 2.76 0.69 

“Genügend” 
 

3.02 0.62 2.65 0.62 3.20 0.54 

“Nicht genügend” 3.48 0.53 3.25 0.59 3.60 0.51 
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Furthermore, a two-way MANOVA was conducted to determine the 
influence of the two independent variables gender and achievement on the 
students’ scores on a linear combination of the following dependent variables: 
FLCA, FLRA, SLWAT and FLLA scores. For this purpose, the subjects were 
divided into three achievement groups: low, moderate, high. Students with final 
average English grades (2017/18) of either “Sehr gut” or “Gut” were put in the 
high-achievement group. Students with a final average of “Befriedigend” were 
put in the moderate-achievement group. Finally, students with final average 
grades of “Genügend” and “Nicht genügend” were put in the low-achievement 
group. This regrouping of the participants was deemed necessary, as factorial 
MANOVA requires to have more cases in each cell than dependent variables, 
which would not have been the case when using five achievement groups as in 
the two-way ANOVA above. Moreover, with the new achievement groups 
formed, the sample size in each cell now exceeds 35, which should guarantee 
relative robustness to any violations of normality or equality of variance (Pallant, 
2007).  
 

The two-way MANOVA revealed that both gender [Wilks’s Lambda  = 

0.841, F (4, 370.000) = 17.52, p =  .000, 2=  .159] and achievement [Wilks’s Lambda 

 = 0.638, F (8, 740.000) = 23.341, p =  .000, 2=  .201] significantly affect the 
combined dependent variables of FLCA, FLRA, SLWA and FLLA. The 
multivariate effect sizes were both large. Additionally, the interaction effect for 
gender and achievement on the combined variables was significant [Wilks’s 

Lambda  = 0.941, F (8, 740.000) = 2.83, p =  .004, 2=  .030],  albeit with a much 
smaller effect size. When the results for the dependent variables were considered 
separately, a Bonferroni adjusted alpha level of  .0125 was applied, following 
Pallant’s (2007) suggestion. Significant main effects of gender on the FLCA scores 

[F(1, 373) = 52.887, p =  .000, 2=  .124], the FLRA scores [F(1, 373) = 24.817, p =  

.000, 2=  .062], the SLWA scores [F(1, 373) = 24.453, p =  .000, 2=  .062]  and the 

FLLA scores [F(1, 373) = 52.210, p =  .000, 2=  .123] could be identified. Compared 
to their male counterparts, the females display higher scores on all four anxiety 
scales, with almost large multivariate effect sizes with regard to FLCA and FLLA 
scores, whereas the effect sizes with regard to the SLWA and the FLRA scores are 
smaller. 
 

Moreover, large multivariate effect sizes could be found for the main 
effects of achievement on all anxiety scores investigated: FLCA scores [F(2, 373) 

= 82.815, p =  .000, 2 =  .308], FLRA scores [F(2, 373) = 59.335, p =  .000, 2 =  .241], 

SLWA scores [F(2, 373) = 78.793, p =  .000, 2 =  .297]  and FLLA scores [F(2, 373) 

= 56.226, p =  .000, 2 =  .232]. An inspection of the mean scores indicated that the 
higher the achievement, the lower the anxiety level for all anxiety measures 
(Table 5).   
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Table 5. Multivariate ANOVA between three achievement groups (low, moderate, 
high) on FLA scores 

  low  moderate  high    

 M SD M SD M SD P 2 

FLCAS 3.06 0.71 2.43 0.75     1.93    0.01    .000   .308 

FLRAS 2.73 0.65 2.32 0.77 1.78 0.51    .000 .241 

SLWAT 3.31 0.76 2.76 0.80 2.03 0.64 .000  .297 

FLLA 3.11 0.72 2.64 0.82 2.11 0.66 .000  .232 

 

 

Furthermore, the interaction effect for gender and achievement was 

significant on the FLCA scores [F(2, 373) = 6.498, p =  .002, 2 =  .034] and the 

SLWA scores [F(2, 373) = 5.517, p =  .004, 2 =  .029], albeit with small multivariate 
effect sizes. In contrast, there was no significant interaction effect for gender and 
achievement on the anxiety measures related to the receptive skills: FLRA [F(2, 
373) = 1.725, p =  .180] and FLLA [F(2, 373) = 2.520, p =  .082] scores. Table 6 
displays the FLCA and SLWA scores per gender and achievement group.  
 

Table 6. FLCA and SLWA scores per gender and achievement group (low, moderate, 
high) 

  low moderate high 

 male 
M 

female 
M 

male 
M 

female 
M 

male 
M 

female 
M 

FLCA 2.65 3.27 2.00 2.68 1.82 1.98 

SLWA 2.92 3.51 2.43 2.96     2.01     2.04 

 

 

5. DISCUSSION 
 

The present study aimed to analyze the main and interaction effects of gender 
and achievement, measured in terms of final English grades, on the participants’ 
foreign language anxiety scores FLCA, FLRA, SLWA and FLLA as well as their 
compound variable OFLA. The hypotheses stating that there are significant main 
effects of the factors gender and achievement individually on the students’ 
foreign language anxiety scores could be confirmed. Statistically significant 
differences were found in the male and female participants’ foreign language 
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anxiety scores (FLCA, FLRA, SLWA, FLLA, OFLA), which were all higher for 
female than for male participants. These results are fully in line with previous 
research in different language learning contexts (Abu-Rabia, 2004; Cheng, 2002; 
Maturanec, 2015, Piechurska-Kuciel, 2012), but diverge from some other studies 
that found no gender-based differences with regard to the foreign language 
classroom anxiety scale (Aida, 1994; Chang, 1996; Matsuda & Gobel, 2004; 
Onwuegbuzie & Daley, 1999; Yan, 1998), the foreign language reading anxiety 
scale (Matsuda & Gobel, 2004; Shariati & Bordbar, 2009) or the foreign language 
listening anxiety scale (Elkhafaifi, 2005; Kimura, 2008). On closer inspection, 
however, the studies that show no gender-related differences share at least one 
of the following attributes: they are concerned with university students; they 
examine students studying another language than English; they were conducted 
in an Asian educational context. Arguably, these circumstances might account 
for the divergence in the results of the present study, which is concerned with 
young adults learning English within a European secondary educational system.  
 Consequently, it seems appropriate to further explore similar studies in the 
context of secondary education, of which there are only a few. In this context, 
Piechurska-Kuciel (2012) found the female participants in her study to display 
higher levels of FLCA than their male peers in a comparable sample of 621 Polish 
secondary grammar students of English between 15 and 18 years. Drawing on 
sociologists such as Ferrante (2010), who define gender as “socially created and 
learned distinctions that specify the ideal physical, behavioral, and mental and 
emotional traits characteristic of males and females” (Ferrante, 2010, p. 268), 
Piechurska-Kuciel (2012) attributed the higher FLCA levels of the female 
participants in this particular age group not only to physical developmental 
patterns, but also to gender socialization processes and related classroom 
practices. As concerns biological differences between male and female 
adolescents, Piechurska-Kuciel (2012) argues that the latter are generally more 
prone to affective disorders such as anxiety than their male counterparts due to 
changes in the female brain structure and fluctuating hormone levels. Actually, 
this claim is supported by empirical evidence of generally higher levels of school 
stress for girls in some studies (Bryne, 2000; Ginsburg & Silverman, 2000), which 
might also be applicable to the female learners in the present study. 
 

Even more importantly, classroom practices, which generally emerge as 
an influencing factor from all the studies on FLA quoted so far, appear to be 
detrimental to the female students’ language learning progress as well as their 
anxiety levels (Piechurska-Kuciel, 2012). To be more precise, according to 
Piechurska-Kuciel (2012), teachers in secondary education tend to have greater 
expectations of female students, who they believe to be generally more mature 
and who they attribute with taking greater care and being more concerned about 
the quality of their work than their male classmates. In the present study, the 
teachers concerned may even see this belief confirmed by the females’ better final 
grades. Male adolescents might thus be left with a “more detached attitude to 
that ‘girly’ subject” (Piechurska-Kuciel, 2012, p. 240), and possible failure may 
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not be regarded as a threat to the male ego. Moreover, teachers seem to display a 
tendency of giving their male students more attention and opportunity for 
interaction, confronting them with more challenging tasks in order to arouse 
their interest in a seemingly “unmanly” subject and to avoid disruption in their 
lessons (Piechurska-Kuciel, 2012).   
 

Besides gender, achievement, measured in terms of the students’ final 
overall English grades of the preceding academic year (2017/18), emerged as a 
significant factor in the existence of all types of foreign language anxiety. These 
results are fully aligned with the findings of similar studies, where statistically 
negative correlations between foreign language anxiety scores and final average 
grades were found (Aida, 1994; Cheng, 2002; Rodríguez, 1995; Saito and Samimy, 
1996; Saito et al., 1999). Interestingly, however, in the present study, the female 
participants (M = 2.80, SD = 1.05) reported slightly better overall final English 
marks than their male counterparts (M = 2.89, SD = 0.97). In other words, based 
on these grades of the preceding academic year, one may arguably attribute the 
female participants with a higher level of overall language competence in 
comparison with their male peers. However, given the female participants’ 
higher FLA levels, this does obviously not mean that they can manage their FLA 
levels more efficiently. One may, of course, argue that girls are generally more 
anxious, irrespective of their proficiency levels (Abu-Rabia, 2004; Koul, 
Kaewkuekool, & Ploisawaschai, 2009; Mahmood & Iqpal, 2010; Piechurska-
Kuciel, 2008). Be that as it may, a clearer picture emerges when not only 
considering achievement in terms of final grades, but also achievement in terms 
of the learners’ perceptions of their language competence. As Table 1 shows, the 
female participants assessed their competence in all four language skills worse 
than their male counterparts.  This tendency towards poorer self-assessment 
appears to provide a better potential reason for the female higher anxiety levels 
despite their slightly better final grades. Moreover, this finding confirms 
previous research that found self-perceptions of competence to predict anxiety 
better than actual competence (Cheng, 2002; Cheng et al., 1999; MacIntyre & 
Noels, 1994; Matsuda & Gobel, 2004).  
 

What is more, the students’ self-perceptions of their competence may also 
explain the variations in the FLA scores in the three achievement groups in Table 
5. To be more precise, in both the low and the moderate achievement group, the 
highest FLA scores are displayed for the SLWAT scores, followed by the FLLA 
scores. In contrast, in the high achievement group, the participants scored highest 
on the FLLA scores. Generally speaking, the elevated SLWAT and FLLA scores 
in all achievement groups are in line with the students’ self-assessments, in which 
writing (M = 2.67, SD = 0.981) and listening (M = 2.97, SD = 1.144) received the 
worst marks. Listening actually emerged as the skill that all participants feel less 
confident about, but that female participants (M = 3.10, SD = 1.15) assessed worse 
than their male classmates (M = 2.70, SD = 0.10). Not surprisingly, the majority 
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of participants in the high achievement group (N = 142) are girls (n = 98, 69%), 
which might account for this group displaying higher FLLA than SLWAT scores.  
In fact, in the present study, the hypotheses that there are no interaction effects 
of gender and achievement on foreign language anxiety scores could only be 
partly confirmed. That is to say, gender and achievement did not significantly 
interact to affect OFLA scores. However, these two factors interacted to affect the 
combined variables FLCA, FLRA, SLWA and FLLA, albeit with a relatively small 
effect size. On closer inspection, an interaction effect of gender and achievement 
of a small multivariate effect size on the foreign language anxiety scores related 
to the productive language skills, i.e. FLCA and SLWA, could be identified. As 
can be seen in Table 6, there is a difference between male and female students 
across all three achievement groups. In line with these findings, the participant 
in the lowest achievement group and the highest FLCA score (4.39) is female. 
Similarly, the person in the lowest achievement group with the highest SLWA 
score (4.77) is female. In contrast, the person with the lowest FLCA score (1.09) 
and the best possible mark is male.  Interestingly, the biggest differences between 
the male and the female participants’ FLCA and SLWA scores could be found in 
the low and moderate achievement groups, whereas a much smaller difference 
was discernable in the high achievement group. Gender therefore seems to 
influence FLCA and SLWA levels less, when the students have had the 
experience of receiving good marks, which confirms the established link between 
FLA and self-confidence (Williams, Mercer & Ryan, 2016). Moreover, in terms of 
practical implications, this study might actually provide an explanation of some 
teachers’ observations commented on at the beginning of this paper: male 
participants in low or moderate achievement groups seem to have greater 
chances of performing “better than expected” in oral exams and thus “surprising 
their teachers” due to their lower FLA levels. 
 

Finally, the finding that gender interacts with achievement on the anxiety 
types related to the productive skills only can be supported by the notion of skill-
specific language learning mindsets, which Mercer and Ryan (2010) found 
language learners to hold. Especially in their final year, students will be 
inevitably forced to produce language in either a written or oral final exam, 
situations in which they can potentially lose face. Here, the relationship between 
FLA and self-confidence, which is potentially more threatened by producing 
language rather than by listening and reading, is made apparent (Williams, 
Mercer & Ryan, 2016). In this context, it seems note-worthy that within the 
present study male and female students were detected to differ in their exposure 
to English outside the classroom (Table 4), which might be a further conceivable 
reason for or a cause of the latter’s lower anxiety scores.  
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6. CONCLUSION  
 

To conclude with, the present research revealed that the effect of gender on FLCA 
and SLWA depends on achievement, whereas there is no such interaction effect 
when it comes to FLRA and FLLA. Consequently, the findings in the present 
study indicate that especially students in low and moderate achievement groups, 
that is learners who have had experience of receiving low to average marks in 
English, seem to suffer from higher levels of FLA, in particular if they are female 
and have to produce language. Consequently, teachers should reconsider their 
classroom practices and distribute their attention equally between male and 
female participants. Besides, this particular group, i.e. young female adult 
learners of low to moderate achievement, appears to be at a double disadvantage 
and needs to be given special support in the language learning process, in 
particular in preparation of their final standardized English exam at the end of 
upper secondary education. At the same time, however, Austrian schools are 
faced with stagnating financial resources for additional English language courses 
in the form of elective subjects, remedial English classes or specific Matura 
preparation lessons. This seems detrimental to language learning, as FLA has 
been found to be generally lower when students are provided with increased 
opportunities for practice (Gregersen & MacIntyre, 2014), which especially 
Austrian female students in the age group investigated do not seem to seek as 
often as boys outside the formal educational context. Consequently, it seems 
appropriate to consider alternative ways to additionally support students in 
exam preparation, e.g. through the provision of online practice materials. Further 
investigations within the context of the author’s PhD research will examine 
whether such measures can actually support students and decrease their 
potential foreign language anxiety, in particular test anxiety.  
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1. INTRODUCTION 

 
After different approaches to the role of output in various theories of second 
language acquisition, it has become evident that in addition to input output is 
necessary to develop language skills and gain proficiency in the target language. 
This is largely attributed to the benefits of the teachers’ or other students’ 
feedback following the output production. Feedback generally refers to the 
response that students receive about the language they produce (Vanpatten & 
Benati, 2015). Students can receive positive as well as negative feedback. Positive 
evidence or positive feedback is useful if the learner's reaction to an activity is 
correct. However, the response to students’ inaccuracies and errors is considered 
to be negative evidence or negative feedback (Vanpatten & Benati, 2015), or other 
times referred to as corrective feedback. Corrective feedback on the part of 
teachers is a reactive pedagogical strategy that emerges when they identify an 
error (Campillo, 2003, p. 209). Chaudron (1977, p. 31) specifies different ways of 
correcting errors learners make, defining corrective feedback as “any reaction of 
the teacher which clearly transforms, disapprovingly refers to, or demands 
improvement of the learner utterance”.  Thus, the first step in providing 
corrective feedback is the identification of the incorrect language use referred to 
by different terms, error and mistake being the most commonly used among 
them.  
 

Errors are defined as deviations from the norms of the target language. 
The lack of knowledge is the reason why errors, which often represent a gap in 
competence, occur (Ellis, 2009). Still, there is a controversy regarding the 
perception of errors that are part of the process of acquiring a language 
(Perdormo, 2014). One needs to be able to distinguish between an error, a mistake 
and an attempt. According to Chaudron (1977), an error is associated with 
competence, a mistake is associated with performance, and an attempt is 
different from an error because it is a failure that occurs when students try to use 
unknown structures and take them from their L1 instead. Teachers need to 
clearly differentiate between these terms, in order to be able to decide if they 
should provide negative feedback. The decision about what to correct is also 
connected to the focus of teaching, such as communication and accuracy, and 
specific language aspects, such as pronunciation and grammar. Furthermore, it 
depends on the task the student is performing and the students’ proficiency level. 
It makes not much sense to correct a student’s error that is beyond their 
proficiency level because they might not realize that they are being corrected 
(Gomez, 2006). Similarly, Lyster (1998c, p. 72) suggests that not all errors are 
amenable to corrective feedback, citing Calve (1992) who lists errors that should 
be treated as follows: 1. errors that reappear frequently; 2. errors that are the 
current focus of the lesson; 3. errors that a learner could have avoided or at least 
appear ready to acquire; 4. errors that either impede communication or bother 
the interlocutor. 
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However, once the error is to be treated, teachers should be aware of the 
benefits of corrective feedback. It is a learning situation that fosters an 
opportunity for every learner to be evaluated and judged, since it presents a 
useful tool to alter, modify and adjust behavior. The significance of providing 
feedback is to offer learners the opportunity to correct their language during the 
interaction, which effectively contributes to the acquisition of second language 
skills (Mashrah, 2017), since feedback cannot take place if learning has not 
occurred. It is a means by which a teacher assesses the learning of students. 
Moreover, as part of the teaching experience, after the basic learning has been 
acquired, it tends to have a powerful effect on the performance of students 
(Hattie & Timperley, 2007).  
 
 

2. INPUT VS. OUTPUT 
 

Throughout history the exposure to language input has received considerable 
support in the theory of language acquisition, and its role in the overall process 
of developing language competence, both first and second, has not been 
questioned so much. Thus, input was given the primacy, whereas the role of 
output was often underestimated, being looked on primarily as the outcome or 
product of language acquisition (Swain, 2005). A new concept of output as a part 
of the learning process was introduced only after it was suggested (Swain & 
Harley, 1978; Swain, 1981, 1985) that what learners exposed to massive target 
language input missed most to achieve native-like proficiency was the 
production of output. 
 

Not as an opposition but as a complement to the Input Hypothesis, Swain 
(1995, 1997, 1998, 2000, 2005) formulated the Output Hypothesis. Output is not 
all learners need to acquire a language, but output, besides input, is necessary for 
acquisition to take place. It has been demonstrated (Trahey & White, 1993) that 
positive input can reveal to learners the presence of information in L2 that is 
different from their L1, but negative evidence may be necessary to show what is 
not possible in L2 in those instances in which it is possible in L1. Presenting 
output as an important factor in the overall process of language learning, Swain 
(1995, 1998) assigned it three main functions. Firstly the author names the 
function of noticing the gap between learners’ language and the target language 
system.  As the following role of output, Swain names that it allows the use of 
language to reflect on the language itself, which could lead to more effective 
language acquisition. Finally, as one of the benefits of output production the 
scholar sees preventing the development of fossilized mistakes, since producing 
output learners try out some language forms and appropriate feedback may play 
a crucial role. This seems to be noted by other linguists who emphasized the 
function of output in developing accuracy (Carroll & Swain, 1993; Doughty, 2004; 
Ellis, 1994, 1997; Gass, 1997; Tomasello & Herron, 1988, 1989) by promoting 
noticing (Izumi, 2002; Ellis et al., 2002; Leeman, 2007).  
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3. DIFFERENT TYPES OF CORRECTIVE FEEDBACK 
 

A major question in SLA is to what extent feedback of any kind is either useful 
or necessary for language acquisition. It cannot be disregarded that negative 
feedback may play a part in aiding students to memorize and apply the aspects 
of language that they did not acquire solely through positive feedback (Oliver, 
1995). Negative feedback represents an optimal aspect of practice in which 
language teachers need to make choices about if correction should occur, how it 
should be done, and when it should be provided; depending on the overall 
theory of teaching and learning they follow (Ellis, 2009). 
 

Corrective feedback for learners is deemed negative evidence and has two 
different kinds: explicit feedback and implicit feedback, the former involving the 
explanation of a formal aspect after an error has been made, and the latter 
referring to indicating that the learner’s output is somehow erroneous and needs 
to be reformulated (Chaudron, 1977). In other words, explicit feedback includes 
outright corrections (e.g., No. Say went, not goed) or even comments about what 
the learner does in general (e.g., I notice that when you try to say... you often...). 
Unlike explicit, implicit feedback usually happens during communication and 
often takes the form of recasts or rephrasing of the utterance of the speaker, 
repetition, or requests for clarification like “sorry?” (Vanpatten & Benati, 2015).  
Lyster and Ranta (1997, pp. 46-49) offer a detailed description of different 
feedback types focusing on the distinction between explicit and implicit ways of 
reacting to students' erroneous structures. The most explicit feedback technique 
is the explicit correction in which a learner is provided with the correct form after 
producing an erroneous one. Learners can also be provided with a comment, 
information or question related to the well-formedness of the structure produced 
rather than with the correct form. This is referred to as metalinguistic feedback. 
Less explicit techniques include clarification requests, elicitation, repetition and 
recasts. By using clarification requests (see example 1a) a teacher indicates that 
something is wrong with a learner’s utterance, and that it has been 
misunderstood. Trying to elicit the correct form without producing it, a teacher 
can use elicitation techniques such as the elicit completion: a teacher starts and 
then pauses, waiting for learners to complete the utterance. Repetition is even 
more implicit, as a teacher only repeats the ill-formed utterance in isolation, but 
also can use intonation to make learners notice the error.  The most common type 
of feedback are recasts (see example 1b), i.e. the teacher’s reformulation of a 
learner’s utterance, but without the error. They are implicit since they are not 
introduced with the phrases such as: ‘You mean’, ‘You should say’, to name a 
few. Usually a mixture of two or more techniques is used in classrooms, and 
which of them are the most effective is a question of controversy. 
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Example 1a 

S: I’m go sleep early. 

T: I’m sorry. You will do what? 

 

Example 1b 

S: He play football. 

T: He plays football! 

S: Yes, he plays football. 

T: That’s very nice to hear. 
 
When students change their output, in accordance with corrective feedback, they 
reprocess and present the output in a different way. This allows students to 
acquire more accurate knowledge while learning a second language because it 
requires them to use their memory.  
 

Depending on the kind of negative feedback and the teaching focus, it should 
be decided when correction is necessary and beneficial. In that sense, when 
communication is the goal, immediate implicit negative feedback would prove 
itself useful at any time of the conversation. However, if the goal is grammatical 
accuracy, immediate explicit negative feedback is recommended. The following 
chapter offers an overview of studies exploring and comparing the effectiveness 
of different feedback types. 
 
 
 

4. REVIEW OF STUDIES 
 

The studies on the effectiveness of explicit/implicit feedback have indicated the 
advantage of more explicit over more implicit treatments. The nonexperimental, 
observational studies (Lyster, 1998a; 1998b; Lyster & Ranta, 1997; Panova & 
Lyster, 2002; Sheen, 2004; Slimani, 1992) have shown that recasts are the most 
common way in which teachers react to learners’ errors, especially those made in 
the areas of grammar and phonology (Lyster, 1998a). Sheen (2004) found that 
although there is some difference in their occurrence across different contexts 
(French Immersion, Canada ESL, New Zealand ESL and Korean EFL) recasts are 
still the most commonly used technique of corrective feedback, although it is, 
compared to more explicit ways of correcting mistakes (elicitation, metalinguistic 
feedback, clarification requests) the least effective in making learners repair their 
mistakes (Lyster & Ranta, 1997; Panova & Lyster, 2002; Slimani, 1992). This might 
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be caused by the fact that due to their implicit characteristics learners usually fail 
to notice recasts as corrective (Sheen, 2006; Slimani, 1992), since teachers also very 
often use positive feedback to express the approval of the content of learners’ 
message (Lyster, 1998b). 
 

The experimental and quasi-experimental studies on the effects of 
different feedback techniques (Ammar, 2008; Carroll & Swain, 1993; Ellis et. al., 
2006) have reached similar conclusions. Carroll and Swain (1993) conducted a 
study involving a hundred ESL Spanish native speakers. They studied the 
acquisition of dative alternation under five different conditions: in the first group 
the learners were just told they were wrong; in the second besides being told they 
were wrong they were also given the explicit explanation how the rule works; in 
the third group learners were given a reformulated correct response after a 
mistake; in the fourth they were asked if they were sure in the correctness of their 
response, and the fifth group served as a control group, in which there was no 
reaction to learners’ mistakes. During the final test the learners were asked to 
state whether a certain verb alternates, and to produce the correct sentential 
structure. The analysis of the results showed that although any kind of feedback 
(implicit or explicit) leads to better results than none, the most explicit treatment 
of mistakes (explicit correction plus metalinguistic feedback) proves to be the 
most effective. The effectiveness of metalinguistic feedback and recasts was also 
compared by Ellis et al. (2006), who investigated the acquisition of regular past 
tense –ed by thirty four learners. The superiority of explicit reaction to mistakes 
was demonstrated on both an oral imitation test and a grammaticality judgment 
test (GJT), being even greater on the first test.  
 

Less explicit techniques were involved in the study by Ammar (2008) whose 
participants were sixty four French-speaking learners from three intact intensive 
ESL classes. During the treatment the learners were involved in eleven 
communicative activities, in which teachers’ reaction to the mistakes in the use 
of third person possessive determiners differed between three groups: in the first 
group recasts were used, in the second prompts, and in the third no corrective 
feedback was offered. Again the analyses of individual subjects’ data from the 
oral picture description task revealed that the more explicit technique, i.e. 
prompts, was more effective, especially for low-proficiency learners.  
 
 
 

5. CONCLUSION 
 

From the previous chapters we can conclude that negative feedback has a great 
influence on the understanding and acquisition of a second language through 
communication. Interaction aids the improvement of students’ comprehension 
by providing a modified input, in order to enable them to control the input they 
receive and solve comprehension problems that are beneficial for second 
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language acquisition. Students begin to produce a more coherent output in the 
interaction with others accordingly. Therefore, the significance of output lies in 
the development and improvement of accuracy. When considering feedback, it 
is clear that while any type of feedback is useful, different studies have shown 
that explicit correction tends to be the most effective approach to correcting 
students’ errors in the second language classroom.  
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1. INTRODUCTION 

 
The social developments and changes of the last decades, dominated by topics 
such as globalisation, technologisation or mediatisation, bring new challenges to 
the system of (higher) education and force the demand for new forms of teaching 
and learning with, over and in contrast to digital media (Döbeli-Honegger, 2016). 
  

The study presented in this paper contributes to this shift towards digital 
media in the classroom. The research was conducted in Austria in the context of 
classes in nutrition and consumer education. This subject is taught at the New 
Secondary Schools (middle school for pupils aged ten to fourteen) under the 
name "Ernährung und Haushalt" (EH) (Nutrition and Household).  It is divided 
into a theoretical part dealing with discipline-specific topics and a practical part 
dealing with food preparation (Buchner, 2008). The teaching of theoretical and 
practical content is almost always carried out in a face-to-face setting.  

 
 So far, there has been no combination of virtual and non-virtual methods 
in this subject. However, virtual methods such as instructional videos can offer a 
custom-fit opportunity to enrich teaching. In addition to that, they are available 
for learners to recall when they want to watch something more often or for 
repetition and training purposes. 
 
 This study aims to find out how instructional videos should be designed 
to promote theory and practice in the context of lessons for nutrition and 
consumer education at new secondary schools. In order to achieve this goal, a 
method was chosen that allows a combination of theory and practice. Design-
Based Research is a methodology that is specially applied in educational research 
and places the development and testing of an intervention at the centre of the 
research process. The intervention, in this case, was the use of instructional 
videos. Their use in class was evaluated and optimized in several cycles in order 
to develop design principles for the creation of instructional videos. 
 

 

2. LITERATURE REVIEW 
 
Mobile technologies give students a much more comprehensive range of 
opportunities to play an active role in the design of teaching (Grimus, 2014). 
Seamless Learning deals with this; its basic idea is that pupils should connect 
resources outside formal education with those within education (Wong & Looi, 
2011). According to Looi et al. (2010, p. 1981), this concept aims to enable learners 
to learn wherever they are, “The challenge is to enable learners to learn whenever 
they are curious and seamlessly switch between different contexts, such as 
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between formal and informal contexts and between individual and social 
learning, and by extending the social spaces in which learners interact with each 
other.” The term seamless learning was introduced by the American College 
Personnel Association (ACPA). The first definition of the term was not yet based 
on technology - the aim was that learners should link their experiences within 
the classroom with those outside the classroom in order to achieve continuous 
learning (Wong & Looi, 2011). 
 
 Mobile Seamless Learning (MSL, also known as Mobile-Assisted Seamless 
Learning) is a self-directed learning concept, which represents a combination of 
mobile and seamless learning. (Wong & Looi, 2011). According to recent studies, 
almost all young people in Austria have a smartphone, and almost all households 
have Internet access. Mobile Seamless Learning can, therefore, be a useful 
concept for sustainable learning (Feierabend, Plankenhor & Rathgeb, 2016).  
 
 Ebner, Fößl, Schön and Holzinger (2016) conducted a study between two 
groups of ten-year-old pupils using a video-based seamless learning model. They 
present the Design Based Research model as a link between practical learning 
requirements and educational research. Seamless Learning is presented as a 
learning setting in a completely open learning environment with the use of 
mobile devices, where learners can access the learning materials outside of class. 
The study shows a difference in performance and motivation compared to 
traditional teaching.  
  

The design of the teaching approach as an open learning setting gives pupils much 
freedom in how they go through and use the learning materials (videos). It also 
provides a well-prepared, pleasant, and helpful learning setting with incentives 
(stars) such as relatively prompt feedback (each evening). This fits the pupils’ needs 

and pre-requisites.  (Ebner et al., 2016, p. 334).   

 

The study provides an example of the possibilities of linking theory and practice 
in a design-based research model in an educational learning setting. 
 
 Instructional videos are audiovisual media to support teaching and that 
teachers can show within their courses or that they can recommend as 
supplementary teaching material (Bruder, Grell, Rensing & Wiemeyer, 2015). 
Instructional videos (short: learning videos) are purposefully searched if 
something should be explained in a compact form. Instructional videos are used 
to provide usefully, visualised information on a specific topic (Ebner & Schön, 
2013) This means that instructional videos are passively consumed by learners 
who are searching for them. 
 
 Berk (2009, p. 2) mentions 20 advantages of video use in teaching:  
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Here are 20 potential outcomes to ponder: 1. Grab students’ attention, 2. Focus 
students’ concentration, 3. Generate interest in the class, 4. Create a sense of 
anticipation, 5. Energize or relax students for learning exercise, 6. Draw on students’ 
imagination, 7. Improve attitudes toward content and learning 8. Build a connection 
with other students and instructor, 9. Increase the memory of the content, 10. 
Increase understanding, 11. Foster creativity, 12. Stimulate the flow of ideas, 13. 
Foster deeper learning, 14. Provide an opportunity for freedom of expression, 15. 
Serve as a vehicle for collaboration, 16. Inspire and motivate students, 17. Make 
learning fun, 18. Set an appropriate mood or tone, 19. Decrease anxiety and tension 
on scary topics, 20. Create memorable visual images. 

  
According to Ebner and Schön (2013), six key parameters play a significant role 
in the success of instructional learning videos:  
 

1. For the first draft, it is necessary to record why a video is planned and 
what objectives it is intended to achieve. Also, it should be clarified which 
videos are already available for the chosen topic and what is technically 
realizable with the existing skills. 

2. Content should be creatively presented and visualized. Video recordings 
of persons are an excellent way to clarify facts. Distraction should be 
avoided, but instructional videos should also provide entertainment as 
this increases attention. 

3. A script or video concept must be written. Each instructional video needs 
a title, an introduction and a conclusion. Each video should be about 2 to 
5 minutes long. 

4. No videos are allowed to be published without the explicit permission of 
the filmed persons. Unless it is filmed at public events, when publishing 
on the Internet, the license terms for the use of the instructional learning 
videos must be clarified. Likewise, the copyrights should be clarified in 
advance when using external materials (pictures, music, videos). 

5. Concerning technology and design, teaching and learning videos should 
be designed in such a way that all content is easily visible even in small 
end devices. Displayed texts should be readable, spoken texts 
understandable. Background noise should be avoided as much as 
possible. A collection of lamps for lighting and a tripod are also useful. 

6. In addition to the appropriate platform for distribution, precise video 
description and the clarification of usage rights must be ensured. 

 

3. METHODOLOGY 
 
As part of a research-based approach to learning, students of the Vienna 
University of Teacher Education dealt with issues relating to macronutrients 
within the subject of ‘Household and Nutrition’ and then created short 
instructional videos. A design-based research design was used to guide and 
research this process. 
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The research question comprises one main question and two sub-questions. 
 
Research question: How should instructional videos for nutrition and consumer 
education at middle schools be designed to promote theory and practice? 
The first sub-question: What educational requirements must instructional videos 
meet for use in the classroom? 
The second sub-question: How important is the use of instructional videos in 
nutrition and consumer education in middle school? 
 

3.1. DESIGN-BASED-RESEARCH 
 
The "Design-Based-Research" method was chosen to implement the concept and 
design of the instructional videos (Brahm & Jenert, 2014).  Design-Based Research 
(DBR) is a methodology that is mainly applied in pedagogical educational 
research. The research approach DBR offers the possibility of linking practical 
and epistemological research (Reinmann, 2005; Design-Based Research 
Collective, 2003). This pedagogical research approach tries to integrate the target-
oriented design of teaching/learning environments with the systematic analysis 
of learning processes in these learning environments. Characteristics of design-
based research are the interconnection of practical and scientific interests, the 
focus on the design of an intervention, the theoretical anchoring of the research 
process, the iterative approach and the orientation towards practice (Allert & 
Richter, 2011). Design-based research aims to address complex problems in 
teaching and learning contexts through innovative, useful and practical 
developments (Jahn, 2014). 
 
 According to Baumgartner and Payr (1999), the concept of design includes 
all activities which, within certain framework conditions (here: school kitchen as 
a place of learning), permit various design options (use of instructional videos in 
the context of topic-specific teaching in nutrition and consumer education). The 
inclusion of these results (further development of the videos through the use of 
different methods) in research is referred to as "design-based research". This 
means that research design, based on design-oriented media didactics, is 
required to develop a media-supported learning offering that focuses on a pre-
defined educational objective. 
 
 The design is significant since the aim of design research is usually an 
intervention such as a teaching-learning offer or didactic materials for a complex 
practical problem (the linking of the contents of theory and practice) (Plomp, 
2007). This results in the development of design principles with a focus on the 
creation of instructional videos as well as the integration of the findings into the 
current scientific discussion. 
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3.2. PHASES OF THE IMPLEMENTATION 
 
This study is based on the recommendation of Jahn (2014), who uses four phases 
for the implementation of the Design-Based-Research approach.  
 

Phase 1 - Problem definition: Analysis of the initial situation and 
development of design guidelines 
In the first phase, the researcher explains his motivation and the research 
question for the design. Also, underlying conditions are clarified and described. 
The framework conditions for this study are teaching kitchen, inventory and 
teaching time. The learning objectives are the curriculum, the frame of reference 
and the underlying decree on the teaching principle of economic and consumer 
education. The target group is characterized by year of study, group composition 
and individual needs. The content is consumer education with the topic 
"advertising", and the media used are instructional videos. 
 

Phase 2 - Design phase: Development of a prototype 
Phase two describes the conception of the prototype based on the developed 
design guidelines. For the development of the design principles, teachers who 
are experts in this field were interviewed. In this phase, the software for the 
creation of the instructional videos was selected. The videos were produced and 
published under legal license conditions. Then the prototype of the videos was 
introduced in the lessons for nutrition and household. Phase two will be 
completed by the preparation of the questionnaire for the evaluation by the 
students. 
 

Phase 3 - prototype phase: cycles of testing, evaluation, and modification 
of the design 
In the third phase of design-based research, the results of the questionnaires 
completed by the students were analysed, evaluated and visualized. A focus 
group discussion with students of the Vienna University of Teacher Education 
will also be conducted and evaluated.  
 

Phase 4 - Evaluation and reflection phase: Reporting 
Phase four first summarizes the findings from the previous phases (Jahn, 2014). 
This study deals with the implications of the findings to generate design 
principles. 
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  3.3. TRIANGULATION 
 
In order to answer the research question, the research strategy of triangulation is 
used alongside the Design Based Research approach. This means that different 
population groups (teacher and students) are involved in the research process 
(Flick, 2012), semi-structured interviews (teachers), questionnaires (pupils) and a 
focus group discussion (students) are used. 
 

3.3.1. TEACHERS 
 

Five teachers from the fields of nutrition and consumer education (they teach at 
various universities in Germany, Austria, and Switzerland) and media education 
(teachers at the Vienna University of Education) were interviewed in order to be 
able to assess this central issue - the design of instructional videos - from different 
perspectives. The main question was “What is essential when designing videos 
for teaching? “. Concerning the construction of the prototype, the interviews are 
considered and included in phase two in the form of design guidelines (Jahn, 
2014). 
 

The five university teachers interviewed are all working in the training of 
teachers in consumer education. Three of them work at the University College of 
Teacher Education in Vienna and Linz. A person in Germany at the University of 
Education Schwäbisch Gmünd in Baden-Württemberg/Germany in the 
secondary education and another one on at the University of Applied Sciences 
Northwestern Switzerland.  
 

3.3.2. PUPILS  
 

In the second phase, the prototype was conceived, designed and implemented 
based on the design guidelines. The topic of the four instructional videos was 
"Why do we sometimes buy what we do not want?" (Leitner & Schuh, 2014). One 
video has the additional purpose of creating a mobile seamless learning scenario 
in addition to the classroom activities. Mobile seamless learning (also known as 
mobile-assisted seamless learning) is a self-directed learning concept that 
combines mobile and continuous learning (Wong & Looi, 2011). The use of 
smartphones to support the learning scenario is essential for this work. The 
lesson aims to sensitise students to the advertising they are confronted with in 
their everyday world. The discussion of the topic will not end after the unit but 
will be continued seamlessly via a smartphone in the everyday world. In this 
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video, the pupils are asked to photograph an advertisement - regardless of the 
medium used - with their mobile phone and to e-mail this photo to the teacher. 
In one or two sentences, the reason why this particular advertisement is liked 
and recorded is given. The teacher collects the pictures and shows them to the 
class in order to initiate a critical introductory discussion (advertising media, 
children that as advertising media, "sex sells" etc.). 
 
  The four videos will be shown in class in the next unit, and the 
students will evaluate them in the form of a fully structured questionnaire using 
mainly closed questions (Ebner & Schön, 2013) based on the Austrian school 
grading system (with the grades one to five and one being the best grade). The 
areas evaluated include: 
- Content: actor, location, realistic action, comprehensibility of the content, 
speech rate, music, comprehensibility of the set tasks, entertainment value 
- Duration of the video 
- Image: text, sharpness, camera work, illumination, image editing 
- Sound: Sound quality, music quality, ambient noise 
- Technique: QR-code to link to the videos (only used for prototype) 
- Platform: selected video platform and its design 
The questionnaires of the students were analysed in phase 3, quantitatively 
evaluated and visualised using descriptive statistics (Fahrmeir, Künstler, Pigeot 
& Tutz, 2007) and form the fundamental basis for the modification of the 
instructional videos. 
 

24 pupils evaluated the instructional videos in different development cycles 
by using questionnaires designed according to qualitative research aspects. All 
participants came from the second classes of the practical secondary school, 
which is associated with the University College of Teacher Education Vienna. 
Within the group, one subgroup was chosen for the pre-test and the second 
subgroup for the initial test. The pre-test was conducted one week before the 
initial test. 
 

3.3.3. FOCUS GROUP DISCUSSION WITH STUDENTS  
 
In the process of modifying the prototype, a focus group discussion was held 
with five students of the course of studies "Household Economics and Nutrition" 
in the teacher training course "Secondary General Education" of the University 
College of Teacher Education Vienna in order to be able to consider another 
group in the re-design. Following Döring, Bortz and Pöschl (2016), this process 
is roughly divided into four phases (planning - implementation - documentation 
- evaluation), whereby the focus is always on interviewing the group rather than 
the individuals. It must be surveyed whether and why modifications should be 
carried out in the original videos.  
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The videos were modified based on the results of the students' 

questionnaires and the qualitative content analysis, according to Mayring (2016) 
of the focus group discussion. The results for the original videos were as follows. 
Video 1: For the first video of the prototype, some minor technical changes are 
planned. With the Camtasia tool in use (Cress, 2015), it is possible to divide the 
tracks into sound and video and reduce background noise by setting audio 
points. No modifications to the content are necessary, as the task is classified as 
short and concise. 
 

Video 2: The second video requires a more precise design of the screencast 
in the middle section. A blank start screen and the positioning of a callout are 
used to reduce this point of criticism, which comes equally from the students and 
the focus group. Furthermore, the opening and closing sequences are tightened 
as if stimulated, so that the video is 25 seconds shorter due to the modification. 
Video 3: The implementation of a practical sequence is the focus. Due to the 
disturbing background noise, all parts of the prototype video are re-recorded. 
The practical sequence of the food creation is included in the form of a tutorial, 
whereby this step-by-step guide is integrated at three times the clip speed due to 
the desired short sequences. The time frame of the video is extended to a total of 
three minutes and 31 seconds. 
 

Video 4: Due to the poorly recorded sound, all Video 4 sequences are 
filmed again at a different location. Furthermore, the focus group criticism about 
the confusing name "Werbung kritisch betrachtet" (Critically Viewed 
Advertising) has to be addressed, and the title changed so that the focus is on the 
students’ perspective as they observe their surroundings. The transmission of the 
assignment for the homework is now at the centre of attention. 
The four prototype videos are modified according to the summarized points of 
view from questionnaires and focus group discussion and are then again exposed 
to the evaluation by questionnaires (iteration of the cycle), whereby the research 
design is fulfilled. After calculating the average marks given by the students to 
the videos, it can be seen that there is a significant increase in the quality of the 
videos. 
 

4. RESULTS 
 

Based on the methodical approach, the research questions can be answered. The 
main research question was “How should instructional videos for nutrition and 
consumer education at middle schools be designed to promote theory and 
practice?” 
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 In order to promote theory and practice in nutrition and consumer 
education, instructional videos should include real-life scenarios that allow 
students to connect knowledge with practice. The locations selected in the 
instructional videos (teaching kitchen, library, grocery store not far from the 
practical secondary school, settlement) led to a high level of identification among 
the pupils and a positive assessment of them in the questionnaires. The design of 
the videos is successful if the theoretical contents show and prepare the 
understanding of the possible connections. 
 

To answer the research question, design principles were also identified. 
The design principles are based on the results of the research conducted. In the 
following, the generated design principles for the creation of instructional videos 
are further embedded in the general discussion. 
 

4.1. SCENARIOS AND PLATFORMS 
 
Videos should always be the better alternative for knowledge transfer: If 
instructional videos are used in class, both sides (teachers and learners) have 
hopes and expectations. On the part of the teachers, this requires a general 
clarifying whether other (and possibly less complicated) methods are more 
purposeful with the desired learning goals.  
 

Tutorials are often watched by students and should be combined with 
theoretical content: According to Feierabend, Plankhofer, and Rathgeb (2016), 
more than a third of 12 to 19-year-olds receive online tutorials daily or several 
times a week, which generally indicates a high level of acceptance for this form 
of video.  In the sense of an appropriate division of theoretical and practical 
content for the designed instructional videos, it is clear upfront not to produce 
videos that merely show a sequence of practical steps in the preparation of a 
menu. Thus, in the concrete case in video 3 within the modification, the 
workplace setting (theory) with the creation of a simple dish (practice) is linked 
to a tutorial and evaluated significantly better than the prototype (only a 
theoretical input). 

 
Videos are to be made available on a platform known to the pupils: The 

literature research indicates that a platform that is as well-known and popular as 
possible should be chosen for the distribution of instructional videos. The best 
place for videos is where they can be found by potential users (Ebner & Schön, 
2013). The evaluated questionnaires confirmed the high acceptance (average 
grade 1.67) of the selected platform YouTube among the students. 
Nutritional and consumer education offers a reasonable basis for the use of 
mobile seamless learning scenarios due to its theoretical and practical references: 
It should be noted that smartphones are now part of the necessary equipment of 
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children and young people. All students in both the prototype and modification 
groups have this device. The linking of resources within and outside the 
classroom (Fößl, 2014), which is the aim of the scenario, is intended in the lesson 
topic "Why do we sometimes buy what we do not want" and transmitted as a 
homework exercise. 
 
 
 
  4.2. IDENTIFICATION 
 
The inclusion of students in videos proves to be highly motivating due to their 
identification with the protagonists: according to Valentin (2015), involvement 
promotes the students' in-depth examination of the subject matter, since they 
become teachers. The interviewed practitioners and teachers agree that videos 
produced by peers in the peer group better convey the desired content in the 
course of knowledge transfer.  
 
 

4.3. DESIGN AND TECHNOLOGY 
 

Instructional videos should be kept short, but not too short: According to Ebner 
and Schön (2013), videos for learning purposes should have a length of two to 
five minutes.  This information is confirmed by the evaluation of the 
questionnaires. The teaching and learning video number 1 with the title 
"Werberätsel" (advertising puzzle) did indeed allow for a high level of 
identification with the actors due to the peers involved in the video’s production. 
However, both the prototype group and the modification group classified the 
video as far too short, with a duration of 45 seconds, and the "duration of the 
video" factor was therefore rated below average. 
 
        In addition to the identified design principles, there is also a clear answer to 
the first sub-question “What educational requirements do instructional videos 
have to meet for use in the classroom?” 
 
           Concerning a design-oriented media didactics, Kerres, Ojstresek & 
Stratmann (2011) recommend considering the educational environment of video 
usage. The results of the interviews also showed a high demand for the fitting of 
the instructional videos to their learning environment. Furthermore, the 
evaluation of the five interviews and the focus group discussion showed that 
simple production - preferably involving the pupils - is preferable to elaborately 
designed instructional learning videos. Similarly, the change in the lead media 
suggested by Döbeli-Honegger (2016) was confirmed in the interviews and 
should, therefore, also be taken into consideration in the didactic concept. The 
results of the interviews and the focus group discussion show that the 
distribution of the videos must be communicated and taken into account in the 



Journal of Education and Humanities  
Volume 2, Issue 1, Summer 2019 

 60 

conception. The platform and the link are to be defined in advance, as is the 
licensing model for the produced instructional videos. 
 
       Second sub-question: How important is the use of instructional videos in 
nutrition and consumer education in the in middle school? According to the 
results of the semi-structured interviews, the importance of video use in nutrition 
and consumer education in the German-speaking countries (Austria, Germany, 
Switzerland) has increased. The reason for this is the permanently growing 
number of media resources that teachers consider to be serious. In addition to the 
theoretical seminars, videos are mainly used for reflective school practice. Again, 
the technical paradigm shift is indicated as an advantage: A smartphone for the 
recording is enough for the teacher to record the interaction between pupils and 
students. 
 

5. DISCUSSION 
 

The advantages of the present design are the design and research in the field, as 
well as the feedback to modify the prototype. This allows improvement of the 
prototype using incremental modification. Although the technical possibilities of 
any video production (especially with smartphones) are now quite easy to 
handle; more attention must be paid to the writing of the video concept (content, 
scene description, text, and duration).  
 
 The results of the research show a high degree of readiness, especially on 
the part of learners, not only to deal with instructional videos as passive 
consumers but also as participants themselves. Therefore, the results of this work 
should motivate students to actively involve themselves in the design of 
instructional videos promoting theoretical and practical content. The method 
offers teachers and learners the possibility of a more in-depth thematic 
discussion. The use of videos can present theoretical knowledge in a condensed 
form, but therefore, always requires the moderating role of the teacher to lead to 
the learning goals. 
 
 The results show that the distribution of the videos must be carefully 
considered and communicated. In addition to the platform and link, 
considerations must also be made regarding the release modalities of the 
produced instructional videos and the necessary conditions for their use. It has 
also been confirmed that smartphones are suitable for integrating learners into 
the teaching process as active knowledge designers. However, mobile seamless 
learning scenarios can only be initiated if the work order can be retraced step-by-
step by the students.  
 



Design Criteria for Instructional Videos 
Michael Wukowitsch & Barbara Geyer-Hayden 

 61 

 It can, therefore, be stated that it makes sense to orient the conception and 
design of instructional videos to the environment of the pupils. In order to 
promote theory and practice in nutrition and consumer education, instructional 
videos should contain realistic scenarios that allow the students to apply their 
theoretical knowledge practically in their everyday world. The starting point 
for this study is the rigid separation of theory and practice in nutrition and 
consumer education at new middle schools in Austria. No digital media have 
been used in the past. The transfer of knowledge only took place in face-to-face 
settings, and there was no mix of virtual and non-virtual methods. This situation 
can be found in many pedagogical environments. The goal of this study was to 
create improvement by adding a virtual dimension and providing instructional 
videos. Therefore, the aim of this study could also apply to many other learning 
environments. For this reason, the design principles developed in this work for 
instructional videos can also be used for other subjects.  
 
 For this work, a smartphone supported scenario was chosen. In the subject 
of nutrition and household, a distinct scenario is a connection between a lesson 
and the real world of consumption with, which the pupils are confronted daily. 
This practical approach cannot be chosen for all subjects. Nevertheless, the use of 
smartphones represents a variant of the use of digital media for teaching and 
learning purposes which are adaptable in different forms for all disciplines. 
Instructional videos can, therefore, also be placed in the broader context of e-
learning (Kerres, 2012). 
 
 This study also illustrates that the Design Based Research model can be an 
appropriate method to research technologisation in education. “The reality of 
educational technology research is that isolated researchers primarily conduct 
one-off quasi-experimental studies rarely linked to a robust research agenda, 
much less concerned with any relationship to practice.“ (Reeves, 2006). The 
aspect of technologisation in the field of educational practice must be included in 
the research field. If that does not happen, there will be theory-practice 
complications.  
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Abstract: The world has become a huge marketplace wherein trade 

between various cultures and nations is taking place, thus leading to 

an overwhelming need for one common language used worldwide 

among speakers of various native languages. Historically, this role 

has been occupied by different languages, even though the use of 

none of them can be compared to the current omnipresence of 

English. Thus, the aim of the present paper is to discuss the notion 

of English as a global language, global lingua franca with a major 

focus on the development of Business English as lingua franca 

(BELF), which has been embraced as a common language in 

multilingual and multicultural companies. Furthermore, this paper 

examines general characteristics of BELF and compares it to other 

similar concepts such as Business English (BE) and English as 

Lingua Franca (ELF). With the growing importance and presence of 

BELF worldwide, the teaching aspect has arisen as an important 

issue, so this paper touches upon it as well. 
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1. INTRODUCTION 

 
Since its inception, one of the main objectives of the modern civilization has been 
to strive towards globalization and make the world interconnected in all aspects 
of life, starting from communication, education, sport, and medicine to the 
development of worldwide business cooperation. Although complete 
globalization has not been achieved yet, it has been making considerable strides 
in the last fifty years. Sing (2017) suggests that globalization, under the influence 
of various societal factors, has seen a steady development in the period after 
World War II, which is visible in modern day and age. Over the course of time, 
with the development of means of communication, correspondence between 
people has increased exponentially in all aspects of human interaction, including 
business relations. With the rise of multiculturalism in multiple companies, with 
employees originating from different countries, a need for one common language 
has arisen. Even though other natural languages such as French, German, 
Spanish, as well as artificial languages like Volapuk and Esperanto have strived 
to occupy this role, the extent of their use cannot be compared to the current 
omnipresence of English (Dewey, 2007; Vandermeeren, 1999). For instance, 
nearly 85% of organizations nowadays use English as the first choice in business 
communication, especially in Asia and Pacific wherein the business dealings 
conducted in English rose as high as 90% (McKay, 2002). With the development 
of online communication, English has been dominant in the domain of e-
commerce, with 1/3 of English users, which amounts to 536 million out of 1.7 
billion users (Internet World Statistics, 2010).  
 

However, the current widespread use is a result of the ever-growing 
popularity of English evident in the three main “waves of globalization“ (Poppi 
& Cheng, 2014, p. 1), the first taking place during the period from 1492 to 1800, 
the second from 1800 to 2000, and the third one presenting the current ongoing 
process. However, English gained a new dimension during the Industrial 
Revolution when it found its use in the exchange of goods between different 
cultures and nations facilitating communication, implying that “in this context, 
international trade as an agency of this dynamic serves as an ‘umbilical cord of 
culture diffusion” (Brinkman & Brinkman, 2002, p. 732).  
 

As a result of a superior status of English in business transactions in general 
around the globe over the course of the last two decades, the English language 
has been embraced as Business English as lingua franca, or commonly known as 
BELF. The following sections discuss the development of English as lingua franca 
(ELF) and BELF in more detail. 
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2. ELF VS BELF 
 

Firth (1966, p. 240) defines ELF as a “contact language” between persons who 
share neither a common native tongue nor a common (notional) culture, and for 
whom English is the chosen foreign language of communication. A lingua franca 
serves as a connecting medium which enables communication between persons 
whose languages present an obstacle in communication. According to Jenkins 
(2009), ELF is simply defined as a contact language between cultures who have 
different native languages. In a similar fashion, Kirkpatrick (2007, p. 155) defines 
ELF as “a medium of communication, used by people who do not speak the same 
first language.” It can be concluded that ELF is still being developed and 
researched in many other areas such as medicine, tourism, and education. The 
need for English as lingua franca is apparent because it can be used in a wide 
range of social settings such as trading, exchanging information between 
scientists, in resolving administrative issues, or establishing diplomatic relations. 
Much research has been conducted in the field of EFL, leading to the conception 
of numerous interrelated terms. A case in point is the variety of terms used to 
denote the object of inquiry, including Business English (BE), English for 
Business Purposes (EBP), International Business English (IBE), Business English 
as a Lingua Franca (BELF), Business Discourse (BD) or Business Communication 
(BC) (Sing, 2017). However, instead of creating additional fields which would 
serve in the advancement of the EFL, the terms are simply coexisting in the 
“theory jungle” (Du-Babcock, 2014, p. 72). Among them, BELF stands out, 
directly evolving from Business English (BE) and expanding upon it in the sense 
of wider teaching and research applications. Mark Ellis and Christine Johnson 
(1994, p. 7-13) assigned the following five characteristics to BE:   
 

1) Much of the language needed by business people (apart from social language) will be 
transactional. 
2) Social contacts are often highly ritualized. 
3) Clear information should be conveyed within a short time. 
4) The language used in business will be neither as rich in vocabulary and expression nor 
as culture-bound, as that used by native speakers, but will be based on a core of the most 
useful and basic structures and vocabulary.  
5) Business English courses differ greatly in some aspects like needs analysis, assessment 
of level, syllabus, course objectives, etc. 

 

Lin (2004) has looked upon international Business English from four 
distinctive aspects, the first referring to business English from the ESP 
perspective, i.e. an attitude or viewpoint in dealing with language in 
international business communications, rather than an innovative or creative 
work. Next, the scholar discusses Business English from the international 
language perspective which draws distinction in accordance with native English 
or Standard English. Furthermore, the author mentions that as a major well-
developed branch of ESP, its teaching falls into EGBP (English for General 
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Business Purposes) and ESBP (English for Specific Business Purposes). Finally, 
Lin (2004) emphasizes that learners’ needs should always be taken into account 
and the respect for individual differences should be showed.   
 

In order for English to uphold the development in the context of business, 
it is of great significance to explore the concept of communicative settings in both 
variations, namely, Business English and BELF. The time and place in which 
communication takes place plays a crucial role which affects its participants. BE 
and BELF entail different communicative settings, whereas BE, according to 
Gerritsen and Nickerson (2009, p. 180), appears to be used within international 
business enterprises as well as in correspondence between them and external 
stakeholders, BELF seems to be common in the following four communicative 
settings: 
 

each involving a speaker A with a first language A and speaker B with a first language B: 
1) Both speakers use language A; 2) Both speakers use language B; 3) Person A uses his 
or her first language, Person B uses his or her first language; 4) Person A and Person B 
opt for a third language C, a lingua franca. The four situations require different 
communicative strategies and highly proficient users. While scenarios 1) and 2) rely on 
accommodation, 3) and 4) presuppose users proficient in several languages.  

 

Thus, BELF is not only used for communication between non-native 
speakers, but native and non-native as well, thus enabling effective and 
purposeful correspondence between participants in a multilingual and 
multicultural environment. The principal aim of BELF is to foster useful and 
competent communication between non-native speakers ultimately leading to 
the achievement of set goals. In comparison to English as an International 
Language, World English, and International English, BELF possesses three 
distinctive features, namely neutrality, practicability, and cultural diversity. As a 
neutral tool used among non-native speakers, it becomes “an impartial and 
shared communication system” (Louhiala-Salminen, 2005, p. 403-404), in which 
developing strategies of effective communication overshadow the importance of 
reaching the native-like level of accuracy. This focus on understanding messages 
and successful communication, and therefore neglecting flaws and inaccuracies 
which arise during communication, further illustrates the second BELF 
characteristic, i.e. practicability. As Seidlhofer states (as cited in Martins, 2017, p. 
63) “BELF is of a high practical type which focuses on the efficient, relevant, and 
economic use of language considering English a sole communicative tool in the 
world of business.” Finally, although BELF is being affected by numerous 
cultures, it is not stifled by them, but tends to acknowledge, adopt, and assimilate 
all the present cultures to achieve its objective. Hall and Hall (1990), differentiate 
between high-context and low-context cultures, adding that in high-context 
cultures, which include Arab countries and Japan, communication is implied 
whereas writing is mainly indirect. Conversely, they maintain that explicit 
communication and direct writing is present in low-culture context cultures, 
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including Anglo-Saxon countries, German-speaking countries, and Scandinavian 
countries. In relation to the principle of linguistic relativity, the structure of a 
particular language can affect the way humans think and behave. This view is 
also shared by Richard D. Lewis (2006), who focuses on cultures and their 
communication patterns primarily in business contexts. In his book on 
conducting business across cultures, When Cultures Collide: Leading Across 
Cultures, Lewis (2006, p. 63) writes: “Whatever the culture, there’s a tongue in our 
head”. Here, Lewis affirms that different people from different cultures express 
their language and speech in a manner applicable to their language. It means that 
communication varies across the world and non-native speakers rely on using 
patterns of their own native language rather than English. Despite cultural 
preferences, one has to be able to effectively communicate his or her ideas to other 
business partners for a job to be successful as Rogerson-Revell (2010, p. 443) state 
that “while people may well need to ‘speak the same language’ in […] 
multilingual contexts, they may not necessarily ‘speak the same way’, for 
instance, because of underlying differences in sociocultural conventions or 
differences in linguistic competence.” Lewis (2006) has conducted an in-depth 
research in the field of various cultures and their communications styles 
concluding it with three cultural types, that is - the linear-active cultures (e.g. 
Germany, the USA, Austria, the Czech Republic, Slovenia, Norway, the UK, the 
Netherlands), the multi-active cultures (e.g. Italy, Portugal, Spain, Greece, 
Argentina, Mexico, Brazil, Chile) and the reactive cultures (e.g. Japan, China, 
Vietnam, Korea, Thailand, Malaysia). Following the research, Lewis (2006) 
concluded that linear-active cultures, among other features are considered polite 
but direct in conversation and rarely communicate using body language, 
whereas multi-active cultures are considered emotional and actively engaged in 
conversation. Finally, the reactive cultures spend most of their time listening and 
are polite and indirect in conversation.  

 
 Summing up, to define BELF in the most straightforward manner, we can 
say that BELF is ELF used in the context of business, whereas a number of authors 
have offered a more in depth representation of BELF stating that BELF refers to 
English used as a neutral and shared communication code. BELF is “neutral in 
the sense that no speaker can argue about it, as its mother tongue; it is shared 
language, as it is used for conducting business within the global business 
discourse community, whose members are BELF users and communicators in 
their own right, not non-native speakers or learners” (Charles, Kanraanranta, & 
Louhiala-Salminen, 2005, p. 403-404). Apart from its use in conducting business, 
BELF also entails asking questions, explanations, and developed listening skills 
in order to understand different types of English and unique styles of 
communication. 
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3. TEACHING ENGLISH FOR SPECIFIC BUSINESS PURPOSES 
 
As demand for Business English continues to rise, so the requirements to support 
it rise which have eventually led to the inception of its promotion in classrooms. 
There exist two main traditions involved in the process of teaching Business 
English. Sing (2017) describes the first tradition as the one originated in the inner-
circle setting of American business schools, where it was viewed as an integral 
part of management and organizational behavior studies, themselves an 
outgrowth of classical management theory and business administration 
programs. It is primarily designed to fulfill a managerial function concentrating 
on general business communication introduced to American business students. 
According to Du-Babcock (2006, p. 254), “the focus was on teaching Americans 
how to exchange business messages within the context of an American 
communication environment in which the communicators shared a common 
background context (economic, linguistic, social, political, legal, physical, and 
technological)”. In keeping with Sing`s (2017, p. 12) classification, the second 
tradition of teaching Business English is integral to the English for Specific 
Purposes (ESP) movement, which is very much an outer-circle phenomenon 
thriving in postcolonial settings. Robinson (1980, p. 6) provides more information 
on the focus of ESP stating that ESP emphasizes the learner’s specific, chiefly 
utilitarian purpose of learning English, contrasting it with the “general, 
education-for-life, culture and literature orientated language course, in which 
language itself is the subject matter and the purpose of the course.” 
However, in terms of teaching Business English, McKay (2002, p. 12) proposes 
several points to be considered:  
 

(a) learners of an international language do not need to internalize the cultural norms of 
native speakers of that language,  
(b) the ownership of an international language becomes ‘de-nationalized’, and 
(c) the educational goal of learning it is to enable learners to communicate their ideas and 
culture to others. 

 

It can be safely assumed that certain parallels can be drawn along with BELF 
due to the fact that a great majority of communication is carried out among non-
native speakers of English. Thus, while teaching this language, the focus should 
be on enabling the users to conduct business successfully, use the language as 
their own tool for expressing ideas and opinions, i.e. make them feel like users of 
their language, not slavishly following the norms dictated by native speakers of 
English.  
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4. CONCLUSION 
 

The goal of this paper was to provide an overview of Business English along with 
its origins, main features, and teaching prospects. Firstly, we have introduced the 
origins of BELF and the concept of lingua franca and its gradual development in 
the past decades, particularly in the domain of business sector. Secondly, we have 
identified the main features of BE and BELF taking their differences into account. 
Additionally, the concept of English as lingua franca has been discussed 
including the effect of a great variety of research that has convoluted rather than 
fertilized the field of inquiry. Thirdly, the English language as the language for 
business has been researched, shedding some light on how globalization affects 
its expansion. Finally, we have briefly analyzed how the teaching of Business 
English progressed discussing the two main traditions involved in it.    
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