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FROM THE EDITOR

by Jarostaw Krajka
Maria Curie-Sktodowska University
Ul. J. Sownskiego 17/336, 20-041 Lublin, Poland
jarek.krajka @ wp.pl

The recent days brought about good news provingased recognition, visibility and
academic prestige dfeaching English with Technology, A Journal for Teachers of English.
The Polish Ministry of Higher Education and Sciepodlished an officially authorized list of
academic journals together with points assignetthéon on the basis of internationalization,
recognition, bibliometrics as well as inclusion iimternational databases. The decision on
which journals are included in the list and whiale @ot, and also what point values are
assigned to those which are included in the kstrucial for all academics in Poland. It is on
the basis of point rankings that the Ministry coctduevaluation of scientific merit of
universities and grants them categories connecibdfunding.

It is my pleasure to inform thdeaching English with Technology has been included in
the list with the 40-point ranking, which puts uglWwahead of a number of journals not
included in the list at all and a great deal ofstnavith 20-point ranking. Hopefully, our hard
work will lead to increase of the ranking, to ths 720, 140 or 200 level.

The current issue of TEwT addresses a number ofcgopf wide interest to
international readership from different countrigd)ich means it does not deal with local
issues pertaining only to the country of its puddiien, Poland. It is interesting to see how the
same technologies and technology-mediated classamdivities, procedures or techniques
are perceived and used in different countries. Hebara Tafazoli, M.2 Elena Gémez
Parra and Cristina A. Huertas Abril explore the relationships of second and foreign
language teachers’ and students’ attitudes tow@uimputer-Assisted Language Learning
(CALL) in terms of their gender, age group, andadional level in two countries, Spain and
Iran. It was interesting for authors to investigateether the relationships from a developed
country (Spain) and a developing country (Iran) thee same and to find out to what extent
the findings of a research on a developed couranybe utilized in a developing country and
vice versa.

The examination of perceptions and attitudes idapee of another article, “Learners’
Perceptions and Attitudes towards L2 Vodcastingk3as an E-Learning Project” bg$ajad
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Faramarzi, Hossein Heidari Tabrizi and Azizeh Chalak. The authors aimed at exploring
the use of vodcasting technology and the learnpesteptions and attitudes towards
practicing L2 vodcasting tasks. As it appears, tbdcasting technology can change the
studying habits of learners, facilitate the monitgrprocess and the assessment system,
maximize cooperation among the learners, and ingtbe relationship between the learners
and the instructor.

The interaction between L2 readers and the reasixigequipped with four different
annotations or glosses (text-only, audio-only, @gture and audio-picture annotations) has
been subjected to empirical researchAliveza Karbalaei andAmaneh Zare. The research
proved that text-only and audio-only were more @ffe than other kinds of annotation and
providing the new words whether in audio or text@ation during reading comprehension
can help students to become more effective readers.

Assisting vocabulary acquisition with computer tealogy is the topic of the next
article in the current issue, “The Impact of Asyrmious Computer-Mediated Instruction
(CAIl) on EFL Learners’ Vocabulary Uptake acrossf@®#nt Proficiency Levels” written by
Zahra Fakher Ajabshir and Karim Sadeghi. The study investigated the effect of computer-
assisted instruction (CAl) on adult second langu&g¢ learners’ vocabulary recognition and
production across high and low proficiency levdlse comparison of vocabulary recognition
and production pretest and post-test scores ravedhke significant effect of CAl on L2
learners’ vocabulary uptake in the immediate ardyeel post-tests.

The final article published in the July issue Tegaching English with Technology
addresses the guestion of formative assessavid Kent shows howPlickers, an SRS
(Student Response System) application, can leadcteased engagement with content and
reflection on learners’ knowledge gaps.

We wish you good reading!
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LEARNERS' PERCEPTIONS AND ATTITUDES
TOWARDS L2 VODCASTING TASKS
IN AN E-LEARNING PROJECT

by Sajad Faramarzi, Hossein Heidari TabriziandAzizeh Chalak
Isfahan (Khorasgan) Branch, Islamic Azad Univerddfahan, Iran

sajadfaramarzijj @ gmail.com, heidaritabrizi @ gneaim, azichalak @ gmail.com

Abstract

The Vodcasting technology has thrived as an auwyilitool to support learners with
supplementary materials. The current study aimexkploring the use of vodcasting technology
and the learners’ perceptions and attitudes towardsticing L2 vodcasting tasks. For this
reason, a sample of 120 Iranian EFL learners welect®ed and they received twelve weeks of
treatment which included working on five differegénres of vodcasting tasks. Participants
received vodcasting tasks via Telegram applicadimh were asked to do them in specific stages.
In order to measure the participants’ attitudes gretceptions, a learner engagement
guestionnaire was electronically distributed. Theults revealed that the learners viewed the
experience as significantly positive and constuectilt is concluded that the vodcasting
technology can be executed independently as itoteamge the studying habits of learners,
facilitate the monitoring process and the assestsgy&tem, maximize cooperation among the
learners, and improve the relationship betweenedmers and the instructor.

Keywords: e-learning; listening comprehension; online léagnpodcasting; video podcasts;

vodcasting

1. Introduction

Recent technological improvements have drastidadlysformed the essence of pedagogical
approaches in teaching skills and subskills. Listgnwhich plays a major role in second and
foreign language acquisition, has undergone a n{amsis of different changes regarding
the way it has been implemented in both real amthiali classes. Several researchers (e.qg.,
Baltova, 1994; Kellerman, 1990; Kellerman, 1992od&ish, 1996; Shin, 1998; Sueyoshi &
Hardison, 2005; Wagner 2010b) worked on differesgegts of analyzing learners’ abilities in
both proficiency and achievement tests of listenmg using different technologies like
multimedia devices. These studies predominantlyded on analyzing different modalities of
listening comprehension, investigating learnergdse and analyzing their results in different

testing conditions. Likewise, the learners’ engagetmand the rate of involvement has also
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been a subject of several studies (Takeda, 2014n®&va 2007, 2010a). All of the above-

mentioned studies have been conducted in convetiolassroom environments where

language learners had to practice listening prograntraditional classes and take the listening
exams in a paper and pencil style. The requireraestich programs was obviously the real
presence of learners and instructors throughouwtiade study.

Nonetheless, the instructional technology has bdrbadpout tremendous variations to
the style of second and foreign language teachimg le@arning, which gained massive
popularity among students and educators (FaramdaBagheri, 2015). It is assumed that the
interactive method of presenting the teaching mealtem virtual communities can diminish the
affective barriers of traditional classes sincerlees have more time and space for preparation
and self-correction (Read, 2007).

Accordingly, the podcasting system of deliveringipgogical materials can be used to
alleviate the available challenges. The educatigmdcasting technology is defined as a
method of presenting teaching/learning resourcashandan include a variety of different forms
such as audio, video, or a synchronized versiotath, PowerPoint Presentations, online
applications, etc., to learners via constructingeasible RSS feeds (Takeda, 2014). In other
words, it provides learners with an opportunity have permanent access to major and
supplementary materials regardless of time andespac

This technique has the potential to change theystgdabits of language learners and
encourage them to be more independent i.e. leasherdd no longer be worried about missing
any particular session that corroborates the imtesignificance of distance language learning
per se. Therefore, by implementing this approachmagor sense of flexibility is established:
ensuring the delivery of language learning materald practicing them as much as needed
(Abt & Barry, 2007; Armstrong, Tucker, & Massad,0®) Ducate & Lomicka, 2009; Facer,
Abdous & Camanera, 2009; Lord, 2008; McCombs & Ri0Q7).

However, the complete application of this technglog a pure distance language
learning program requires more research and expatahstudies. This high-tech development
provides an opportunity for educators to fully aggigmalize and integrate listening, speaking,
reading, and writing skills. Another rationale fomoosing such an online device is its great
potential for creativity and innovation that haccewed acclamation from some scholars
(Elekaei, 2018; Faramarzi, 2018). The present stucddominantly focused on analyzing
learners’ attitudes and feelings towards implenmgntiodcasting tasks (‘VTs’) in L2 listening
instruction via an online platform. Therefore, tm@jor aim of the study was to find out the

students’ attitudes and feelings towards diffeesptects of receiving the VTs.
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2. Literature review

Using language materials in authentic situations Meecome a focal point in many
methodological approaches including Task-Based uwiagg Teaching (TBLT). This method
highlights the use of tasks that are meaningfudllenging and reasonable. These tasks can
motivate learners to engage in collaborative ctassr activities (Bowen, 2010; Larsen-
Freeman & Anderson, 2015; Willis & Willis, 2001)BLT also encourages learners to develop
critical thinking abilities. Similarly, technologat advances which are popular nowadays can
inspire learners to develop a cooperative spirinimmze their affective barriers and, thus,

facilitate the process of language learning (Faram2018)

2.1. From podcasting to vodcasting in language lemaing classes

Different forms of visual modalities of listeningommprehension have been previously
investigated by different researchers (e.g., Abdd@emmarena & Facer, 2009; Berry, 2006;
Chester, Buntine, Hammond & Atkinson, 2011; Cogdesta2006; Chan & Lee, 2005;
Faramarzi, Elekaei, & Biria, 2015; Faramarzi, Eleik& Koosha, 2015; Hargis, Schofield &
Wilson, 2008; McGarr, 2009; O’Bryan, & Hegelheim2§07). Although different multimedia
devices and file formats were used in these studies medium of instruction was the
traditional classrooms in which students had telvgsically involved in the language classes.
Some researchers like McGarr (2009) believed thadcasting can be utilized as a
substitutional device for learners to review thahéeng materials. In that research, ‘creativity’
and ‘accessibility’ were considered as the fundaaideatures of podcasting. The supportive
supplementary feature of podcasting in instructicoaricula was also investigated by Chi and
Chan (2011). In this paper, the complementary Udspodcasting was regarded as a great
advantage during a three month-treatment of priagtisodcasting by students of Korean.

However, some studies found that the use of poiicastoes not lead to a higher
performance in developing language skills. Foransg, in a study on the effect of podcasting
on vocabulary building, Palalas (2009) found thedpdte its overwhelming acceptability rate,
the incorporation of this tool mostly resulted ate memorization of words.

Nonetheless, some other studies underscored thevposffect of podcasting. Allan
(2007) explored the adequacy of podcasting on wdeap building by creating a podcasting
website to provide a platform for students to inédize words. Moreover, the use of podcasting
to develop grammar, listening comprehension, anairal diversity was the focus of a study
by Chan, Chen, and Dopel (2011). Students receavdtirteen-week treatment period of

getting 14 podcasting lessons. The results indicttite superiority of students’ performance.



Teaching English with Technolaghg(3), 3-21 ,http://www.tewtjournal.org 6

Increased performance of students was also dematedtm a study by Ducate and Lomicka
(2009). In that study, the use of integrated potlegsmaterials was investigated in real
classrooms. It was concluded that students peridrméstandingly better as soon as they
started downloading the podcasts to their persoorabputers.

In a comparative study, Lowman (2014) compareduee of podcasts and vodcasts in
vocabulary development. It was concluded that thaécasts group significantly outperformed
the podcast one in both receptive and expressilts. gkdditionally, Litchfield, Dyson, Wright,
Pradhan and Courtille (2010) highlight¢lde superiority of vodcasting tasks in improving
multimedia communication skills and raising thedstnts’ awareness about the potentials of the
vodcasting technology. Furthermore, Sadeghi andriéaimp (2017) found that implementing
TED vodcasts had a significant effect on oral mieficy of Iranian EFL learners. In a different
study, Faramarzi, Heidari Tabrizi, and Chalak (201%vestigated the effect of video
podcasting tasks on listening comprehension pregréthe Iranian intermediate learners. The
results indicated the superior performance of thdests which was supported by a statistically
significant increase in listening comprehensiorresdrom pretest to posttest.

Although the literature review provides a predominaompromise on the positive
impact of podcasting, most of the above-mentionedias have different inadequacies like
following a single-shot design, a short treatmesriqul and small population size.

2.2. Learner’s attitudes towards podcasting
The supplementary use of podcasting has receiveddmeactions in former studies. Different
criteria have been investigated in former acadereatments. Chan, Chi, Chin, and Lin (2011)
examined the motivating effect of podcasting ondshis’ feelings and perceptions and
significant positive results were found as regatds motivating role of podcasting. Students
were unanimous about its constructive effects ardahded to continue the same experience.

Similarly, in another study which was carried out the impact of podcasting on
teaching Spanish, Martin and Beckmann (2011) exathithe ongoing use of podcasting
technology during a four-year longitudinal programajor sense of satisfaction and high
approval rate were vastly observed by the students.

Today’s hectic lifestyle obliges people to be ishrall the time and the occupational
concerns minimize the amount of quality time tespent on language learning. Podcasting has
changed the studying pattern of learners. Berryo§2@ccredited podcasting with different

features such as “its portability, intimacy, andessibility”
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Supporting pedagogical and academic purposes asaaldssue of prime importance.
According to Hargis and Wilson (2005), “podcastingn promise a unique approach in
improving foundational pedagogical approaches torimation processing and conceptual
learning” (p. 6). As any new teaching/learning stgan be threatening for learners, Hargis and
Wilson's study highlights the role of training larage learners before introducing this method
into the educational system.

The podcasting technology which involves a usemfilly approach to receive the
instructional materials can be considered as onéhefprime reasons why it removes the
affective barriers. For example, Chan and Lee (2@08ued that podcasting can considerably
minimize the level of anxiety. Similarly, Willianrmd Michael (2007) demonstrated that 71% of
students who reviewed the podcasting materials ladguregarded this experience as
comfortable and user-friendly. Their reasons am® alorth mentioning. The majority of
participants chose this method because of interberef language classes with other classes
and, as a result, no class is to be missed by shivgrto a particular podcasting channel.

Problem-solving has also been reflected as an i@pbraspect of podcasting
technology. Muppala and Kong (2007) revealed thay treceived excellent feedback from the
students concerning the areas that they experiedigculty with. As a result, it can be
considered as a nice strategy to screen the sgigeogress.

Moreover, the online setting is a great asseth innovation since it diminishes the
physical distance between the instructor and themérs and also among the peers (Bolliger,
Supanakorn, & Boggs, 2010). The interactive envirent provided a great venue to negotiate
meaning. Therefore, the students’ involvement aatigpation can be maximized when there
is a simple procedure to do it in virtual commuesti

Nevertheless, like any other pioneering method,casting can be the target of
criticism. As an example, Read (2007) mentioned the starting point should be very easy
and comprehensible for all learners. As far asijoréanguage learning is concerned, this kind
of technology can be very rewarding for non-nastieents who cannot adapt themselves with
the pace of instruction (Muppala & Kong, 2007).

All in all, the attitudes towards the podcastinghteology in language learning
programs have been mostly positive. As an exan@hester et al. (2011) compared podcast
users with non-users and stated that those whd 8penreviewing podcasts had a higher level
of self-efficacy. Podcasting users referred to ukefulness and convenience of the presented

materials as an adjunct tool to catch up with theepof instruction. Nonetheless, the non-users
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had their own reasons for evading the technologmasy of them preferred real face-to-face
interaction with their teachers and classmatelerctassroom environment.

Unlike the above-mentioned studies which mainlyuged on the supplementary use of
podcasting technology without having a specifictificsition of adherence to a particular
language learning theory, this study particuladgused on the use of video podcasting in a
complete distance language learning program. larotlords, the whole process of assessment,
delivery of vodcasting materials, interaction wilie participants, distribution of the electronic
version of the questionnaire, technical troublesingp and getting feedback from the

participants were all conducted in an e-learningrenment.

3. The study

3.1. Design, participants and setting

The present study employed a pre-experimental ddsigollect observational and attitudinal
data. Since the long-term effect of the treatmeas wf prime importance, one homogenous
group was chosen to measure the effect of treatrRenthis aim, 120 undergraduate male and
female students of English translation programda@ to 30, from Karaj Branch of Azad
University in Iran were selected. Since the intetiate learners were needed, the participants
were selected based on the results of a TOEFL iB€ement test which required them to
receive 60 points out of 120 according to the dat@f Common European Framework of
Reference (CEFR). The TOEFL iBT test was choseriiferplacement test mainly because it
could be administered in a computerized versionclviwas in accordance with the online
nature of the study.

For this study, a nonrandom purposive samplingasticipants was considered. This
kind of sampling was preferred since the studytoafdcus on a particular group of students at
the intermediate level of proficiency and testitlikavelopment through the treatment period.

The participants were introduced to a teacher-madBne group in Telegram
application which had been initially establishedthy researcher. Furthermore, all the briefing
sessions on how to contribute in that environmesrevexplained in an online forum. Telegram
Is a free messaging service which works based erclibud-based system and is capable of
synchronizing encrypted data across a multitudmaépendent data centers. It is compatible
with all major operating systems e.g. iPhone, AidjrMac, Linux, and Windows. Additionally,

it can be easily used on Desktop computers.
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3.2. Instruments and materials
The instruments which were used in this experintemprised both learning instruments and
the measuring devices.

Twenty video podcasting tasks together with thessigned exercises in form of
guestion files were presented to the participamtse tasks were extracted from various
resources including British Council’'s website, th&ustralian Network, and BBC
documentaries. Each week the tasks comprised aarangar learning task, one vocabulary
building task, two news tasks, one lecture tasl, @me documentary task. Therefore, a total of
one hundred tasks was presented to the learneirsgdine whole treatment. The number of
tasks was considered to comply with the essengi@lirements of the ten-week treatment
period. The video files and their exercises wergigieed to promote all major skills and sub
skills. Besides, students had an opportunity tootiage meaning in an interactive forum. The
contextualized use of English was emphasized. Tdrdicppants were also encouraged to
practice note-taking in order to internalize theajraspects of vocabulary e.g. useful phrasal
verbs, collocations, and idioms. The tasks weréh&ur designed to promote the informal
aspects of English language as well as its acadeseic

The process of sending and receiving the tasksfaidg simple. The students could
receive them at any time and do the task in th@mvenient studying hours as the vodcasting
files were ready to be downloaded and played atiamg. Table 1 shows the frequency of these

tasks in different weekdays.

Table 1. Timetable of different vodcasts during wWeek

Weekdays Task type Length in each Number of Sources
week exercises
Saturdays Grammar Vodcasts 10 minutes 20 Britisim€ib
Sundays Vocabulary Vodcasts 10 minutes 20 Britishrtcil
Tuesdays Documentary Vodcagts 20 minutes 10 Aigtraletwork
Wednesdays Lecture Vodcasts 10 minutes 10 Lectenel R
Thursdays News Vodcasts 10 minutes 10 CNN and BBC

The Telegram application was considered for thiglys because of many reasons. The
first and the foremost determining factor is thats it is highly popular in Iran, people have
access to many different channels through it. Megeoit is fast and supports all major file

formats. Above all, the security system is desigte@xchange files without receiving any
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spam from third parties. The useful telegram rolwot&ots’ were considered to make many
operations easier for the participants. Similathe researchers made the best use of data
gathering robots like ‘vote bot’ to speed up the@gass of data collection. In fact, this
environment cut down all the unnecessary paperwarld the unnecessary participants’
presence (Faramarzi, Heidari Tabrizi, & Chalak, )1

The Learner Engagement Questionnaire was desigmeatiscover students’ precise
needs and feelings which ultimately explored theepitals and challenges of the program. The
classified version of the questionnaire enabledrésearchers to find the required information.
The learners filled out the questionnaire via ardinenrobot with a fully computerized
mechanism.

The participants’ involvement and their attitudewl deelings towards the treatment
were measured by a six-scale engagement questienmdiich was distributed electronically
via ‘vote bot’ in the main forum of Telegram. Indlguestionnaire seven major criteria were

1. the effectiveness of the vodcasting process irtrdsment;
participants’ degree of satisfaction in workinglwihe vodcasting tasks;
participants’ willingness to continue the procesailong term practice;
the presentation style of learning materials;
the degree in which the treatment made the paatntgppindependent;

o 0k~ WD

the convenience and the accessibility of vodcastagks throughout the whole
treatment process;
7. the appropriateness of the allotted time in doihg tequired assignments (see

Appendix for the full tool).

For each criterion four different items were in@ddwhich tapped the central measure
of the required concepts. The internal consisteridiie questionnaire was also measured using
Cronbach’s Alpha coefficient. Instead of sending €@iles, the researchers made use of a voting
robot system in which questions were presentedéoparticipants on the main page of the
channel and the responses were available in fornranisparent tabs. The only burden to
participate in the survey was a single touch on ohahose tabs. Unlike the traditional
questionnaires which were organized under a cetita constraint, the vote bot is very smart
to change the votes, i.e. if you choose an alteradly mistake, or if you want to change your
mind about a point, you can change the vote byhimgcanother alternative to reverse the
results which is impossible in the traditional tygpfequestionnaires especially after submitting

it. Moreover, unlike the traditional questionnajréége physical presence of the subjects was not
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necessary which signifies the virtual sense ofaerdi@g. The admin user could update and
terminate the results in the assigned time.

3.3. Data collection and analysis

Different vodcasting tasks were considered for ¢higly. The researchers played the role of the
admin user of the vodcasting channel and actebableshooters in case anything unexpected
appeared. First, a placement test was administee starting the assignment to ensure the
homogeneity of subjects. Then, the selected ppaints were invited to the Telegram channel
as the major venue of education, which took twokseds long as the focus of attention was
entirely on the effect of the treatment, only olmenlogenous group was considered. During the
treatment process, the participants worked onreiffievodcasting tasks collaboratively (which
took twelve weeks). In order to understand theigpents’ intentions during the treatment, the
learner engagement questionnaire was conductetheiaote bot in the main forum of the
channel. The data collection was made easy byngettie information from the vote bot results
which took three days.

The attitudinal data were collected by analyzihg tesults of the questionnaire. The
Learner Engagement Questionnaire (LEQ) was predetaiethe participants. Participants’
attitudes in the questionnaire section were gathearanumerical values. The subjects pointed
out their opinions about different criteria targkte the questionnaire. The mean and the
standard deviation of every question group rel&etthe seven major criteria were investigated

in detail. The questionnaire is available in theeix section.

4. Results

Table 2 demonstrates the scores of each of thirtyitems of the questionnaire on a 6-point
scale (1-stronglydisagree, 2-disagree, 3-slightbagree, 4-partly agree, 5-agree, 6-strongly
agree) similar to the 6-point Likert Scale with f@s the center point. According to Table 2, the
mean scores above four reveal positive attitudeshefparticipants and those below four

indicate negative attitudes of the participants.

Table 2. Questionnaire results indicating the pgxdints’ attitudes

ltem Mean Standard “Strongly  “Agree” “Partly “Slightly “Disagree”  “Strongly

Deviation Agree” Rating Agree”  Disagree” Ratings Disagree”
Ratings Ratings Ratings Ratings
1 5.09 0.94 32 30 11 7 0 0
2 4.95 0.91 25 31 19 4 1 0
3 3.81 1.05 4 14 36 16 9 1
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=
N

4 4.76 1.25 29 22 16 8 4 1
5 4.81 1.04 23 29 21 5 1 1
6 5.14 1.08 37 28 8 4 2 1
7 4.33 1.22 17 17 28 12 5 1
8 454 1.04 18 21 28 12 1 0
9 3.38 1.44 6 11 24 15 14 10
10 3.49 1.23 3 11 32 16 12 6
11 4.56 1.48 28 21 12 10 5 4
12 5.14 1.09 36 31 6 3 3 1
13 4.71 1.09 20 30 22 4 3 1
14 5.40 1.03 49 24 2 1 3 1
15 5.49 0.84 52 19 6 2 1 0
16 4.99 1.08 33 22 19 4 1 1
17 2.29 1.27 0 6 8 19 17 30
18 4.94 1.01 25 35 13 4 3 0
19 4.99 0.98 28 32 12 7 1 0
20 4.91 1.23 31 32 14 2 1 0
21 2.49 1.33 1 4 18 11 22 24
22 4.35 1.22 17 17 30 12 1 3
23 4.86 0.86 20 33 24 2 1 0
24 2.76 1.40 0 11 18 12 19 20
25 3.90 1.21 9 15 27 18 10 1
26 4.58 0.99 14 30 27 6 3 0
27 5.06 0.95 32 27 16 4 1 0
28 5.01 1.07 32 29 9 8 2 0
29 3.36 1.33 3 17 16 19 20 5
30 5.40 0.77 43 28 8 0 1 0
31 4.34 1.40 22 18 15 17 6 2
32 5.50 0.84 52 20 6 0 2 0
Total response 741 715 551 264 175 114

The mean of the overall questionnaire was 4.47thaedtandard deviation was 1.05. It
was vitally important to verify the reliability dhe questionnaire since it was devised by the
researcher. The internal consistency of the quastioe waso = 0.98. Moreover, all of the
items had item-total correlations greater than UHerefore, the questionnaire items were
reliably measuring the same construct.

First, we are going to consider the questions edldab participants’ attitudes towards
improving their skills (questions no. 1, 13, 14 al®). The means of these questions were
higher than the central point (mean = 5.09, 4.740,54.99 respectively) indicating that the
attitude of the participants towards improving thekills was totally positive (overall mean =
5.04).

Next, if we consider the questions about participaoverall satisfaction towards the
experiment (questions no. 11, 12, 26 and 31), wesea that the means of these questions were
higher than the central point (mean = 4.56, 5.18844.34) meaning that the participants’
satisfaction towards the experiment was positideus] the participants’ satisfaction towards

the experiment was totally positive (overall meah.65).
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In addition, the means for the questions aboufptréicipants’ willingness to continue
the project (questions no. 6, 15, 30 and 32) wise lsigher than the central tendency (mean =
5.14, 5.49, 5.40, 5.50) specifying that the pastiats’ willingness to continue the project was
totally positive (overall mean = 5.38).

Moreover, the questions about the participantguale towards the presentation style of
the materials had higher means than the centraletenry (mean = 4.33, 4.54, 4.86, 3.36)
revealing that the participants’ attitude towardatenial presentation was positive (overall
mean = 4.27).

Next, the questions about the participants’ at@tutbwards independence and
interaction with other members (questions no. 2,188and 28) also showed higher mean cores
than the central tendency (mean = 4.95, 4.94, £499,) meaning that the participants’ attitude
towards independence and interaction with other beesmwas totally positive (overall mean =
4.97).

A similar case was with the questions about theigyants’ attitudes towards the
organization of materials (numbers 4, 20, 21 and 2ie means of three of these questions
were also higher than the central tendency (medt/6, 4.91, 2.29, 5.06) revealing that the
participants’ attitude towards the conveniencergbanization of materials was positive (overall
mean = 4.97).

Finally, the questions about the participants'tade towards the appropriateness of
time (numbers 5, 10, 22 and 25) also reported higtesans for two of these questions and the
mean of one of the questions is slightly lower thia@ central tendency (mean = 4.81, 3.49,
4.35, 3.90) meaning that the participants’ attituderards the appropriateness of time was
positive (overall mean = 4.13).

To wrap up, the participants’ attitudes towards rowing their skills, the presentation
style of materials, independence and interactioth wither members, the convenience of
organization of materials, the appropriatenessnod tthe participants’ satisfaction towards the
experiment, and the participants’ willingness tmtawe the project were the positive aspects
yielded by the study.

5. Discussion
In any curriculum design and pedagogical approteh]earners’ opinions outline the roadmap
of any teaching learning program. Likewise, thecess or failure of any program can be

predicted from learners’ perspectives.
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The method of distributing the questionnaire whighs done electronically made
subjects more motivated and yielded more verifialdsults. The Learner Engagement
Questionnaire (LEQ) tapped into the features oftthatment which thought to be substantial
in the final results of the treatment. The stat@tianalysis of the questionnaire demonstrated
the predominant positive results for almost alliteens.

The participants indicated that the vodcasting tetdgy had enhanced their listening
achievement as well as other skills such as praatiog, note taking, and vocabulary use.
These findings clearly support the results of tiuelys made by Chan, Chen, and Dopel (2011),
in which gains in terms of grammar, listening coefpnsion and cultural differentiation were
observed. Students’ feedback to lessons was pesitid constructive.

In addition, the sense of satisfaction was alsotdpé of discussion as another major
criterion. The learners talked about the user-ttieess of the application and the suitability of
the electronic facilities. Furthermore, they hagareled the vodcasting experience as enjoyable
and the presence of the instructor had also beaewarding point. These conclusions support
the results of the study made by Martin and Beckmg®011), in which a great sense of
satisfaction was observed. Moreover, it clearlyraioorated the findings of William and
Michael (2007), in whose study 71% of students wheiewed the podcasting materials
regularly treated the experience as comfortablesamabthing.

Furthermore, a question which might be interesforgmany scholars is whether the
participants are willing to continue such a progrsmthat the results of the research can be
more justifiable. Almost all of the participantsammously voted for the superiority of the
long-term effect of the video podcasting technidlieese concluding issues obviously confirm
the findings of Facer et al. (2009), who showedphdicipants were very satisfied with their
improvements in listening, reading, speaking, gramnand vocabulary. In addition, these
findings validated those of Khanghah and Halil015) findings as they investigated the
effectiveness of podcasting on vocabulary enhanoemiklranian students. The researchers
emphasized the flexibility feature of podcastingl asmarked that this is a tool which can
assist the curriculum process more conveniently.

Also, the way the instructional materials were préed is worth mentioning. The
participants were inquired about the presentatigle f the podcasting tasks. The majority of
the participants were satisfied with the numbervigdleo podcasting tasks during a week.
Moreover, they confirmed that the tasks were chagiley enough to cope with. The only item
in this group which did not reach a consensus poag the compromise over the appropriate

facilities for receiving the vodcasts. The sensaaifsfaction goes in line with the findings of
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Abdous et al. (2009), whose students were reallyfident about the incorporation of this
technique since it made the materials more compssbie.

Moreover, an integral point in many pedagogical rapphes in distance language
learning programs is to provide a path to makenkear independent. Most of the participants
acknowledged that the vodcasting tasks made theme nmolependent. In fact, a student-
centered atmosphere is only established when lesac@nsider themselves as independent
which fosters peer connection. These results aec@ordance with the findings of Zarei and
Ghasemi (2016), who focused on the suitability ofigasting technology on enhancing the
collaborative spirit of students of psychology.

Furthermore, the students reported to be more @emfiand acquired a higher level of
self-assurance, which was in line with Chesterlef2911), whose students had developed a
high level of self-efficacy. The results showedttlstudents were more motivated and it
confirmed the findings by Chan, Chi, Chin, and (2011) in which significant positive results
was found about the motivating role of podcasting.

One of the fundamental aspects of video podcassinige flexibility in time and time
management. Most of the learners strongly confirrtied the online environment made the
learning process more comfortable. These results imeaccordance with the findings of Chan
and Lee (2005), who claimed that podcasting coatwitlerably minimize the level of anxiety.
Nonetheless, the integral issue of peer collabmmain this study rejected the findings put
forward by Palalas (2009), who emphasized littlerpgonnection among the participants in

online environments.

6. Pedagogical implications for e-learning projectand curriculum developers

Participants’ positive attitudes towards the progicearly demonstrated the superiority of this
innovative technology, which indeed validated thprapriateness of using vodcasting tasks in
a comprehensive e-learning platform. This kindezhhology can change the presentation style
of materials and consequently may influence theystig habits of the students. Considering
the fact that podcasting technology has the capalof promoting integrative tasks, this
technique can maximize the chances of having pezntagccess to online learning materials.
Furthermore, the online tasks were designed to warkdifferent skills simultaneously.
Revision and making the best use of the onlineselasundeniably gave students the
opportunity to work on all major skills and subikki For instance, various online
pronunciation checking applications and robots miglgnificantly change the learners’

opinions about language learning and also motitlaen to achieve native-like pronunciation
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ability. Students could check their understandinthiw a process-oriented approach and by
getting help from each other. Additionally, the easting tasks were designed to promote the
cooperative spirit of the learners since they fatéd peer connection and highlighted the
necessity of troubleshooting. While many peopletahkisnly assume that virtual societies
undermine the role of the instructor, it was obedrthat it facilitated access to the instructor.
Working on vodcasting tasks can be considereduascaie approach which can change
the curriculum design. As far as the mounting appear cyber education is concerned, this
instructional design can easily demonstrate il stress-free situation where everybody can
express themselves clearly and without any trouBksides, the multimedia nature of the
vodcasting tasks together with a wide range ofgassents encouraged the learners to review
the video materials frequently and thus maximizeamount of exposure to language learning
materials. It can change the studying habits oféheners to make them more autonomous.
However, the process of working with podcastinditexdogy in online environments is
a time-consuming experience and it requires persitgt It is a reminder that instructors should
be competent and trained to eliminate the potemtrablems. Additionally, it necessitates
recruiting teaching assistants to solve the problefa bigger population of learners is
concerned. Also, positive results and a growingssesf satisfaction and confidence can only
be obtained gradually. Likewise, care must be takeohoose the most appropriate types of
tasks for the learners. In other words, the taskstrbe motivating, challenging, logical and
meaningful. Therefore, the mere selection of padilbgstechnology may not make any

difference.

7. Final conclusions
It is remarkable that nowadays podcasting technpolbgs become versatile and can be
implemented over a variety of different devices &agtops, personal computers, smartphones,
etc. As far as evaluation is concerned, the proocedgnamic assessment has been made much
easier since devising and coordinating tests wemdenvery convenient. Last but not least,
learning is facilitated when students are satisfieith what they are doing. All in all,
vodcasting technology has the potential to proeidetter opportunity for learners to engage in
different activities and learn new material in aative manner.

In terms of promoting speaking, video podcast@chhology can greatly change the
spirit of how to speak in a communicative enviromtmeRoutine vodcasting materials may

promote speaking fluency and such oral preparatieps as brainstorming. The effect of this
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approach on fluency, accuracy, and the ongoinggsof how learners can implement these
things are also some potential sources for furlxamination.

Moreover, the dynamic computerized assessment eamdnasured and checked by
getting help from video podcasting technology. beas’ progress can be examined by
comparing the group of podcast users who undergbne dynamic assessment system and
those who might receive them in a traditional wiainding different testing factors which
might facilitate or inhibit the learning processthe podcasting environment can also yield
interesting results by implementing different tiggtes. Students can also make their own video
podcasts, share them online, and get the feedback the peers, which can be another

interesting area to investigate.

References
Abdous, M., Camarena, M., & Facer, B. (2009). MAtdchnology: Use of academic podcasting in the fprei
language classroom. RECALL Journal, 2@), 76-95. Retrieved from

https://www.researchgate.net/profile/Mhammed_Abdmuislication/231894414 MALL Technology Us
e_of Academic_Podcasting_in_the_Foreign_Langua@ss@iom/links/545b97d90cf2f1dbcbcafb8b.pdf

Abt, G., & Barry, T. (2007). The quantitative effed students using podcasts in a first year undelgate exercise
physiology moduleBioscience EducatigriO(1), 1-9.

Allan, S. (2007). Podcasts and embedded audiofgpastilanguage learningVarwick Interactions Journal(2),
1-12.

Armstrong G. R., Tucker, J. M., & Massad, V. J.q2D Achieving learning goals with student-creapedicasts.
Sciences Journal of Innovative Educatiofl,)7 149-154.

Baltova, I. (1994). The impact of video on compredien skills of core French studentSanadian Modern
Language Review, 59), 507-531. Retrieved from
https://www.utpjournals.press/doi/pdf/10.3138/chit3.507

Berry, R. (2006). Will the iPod kill the radio sPaffhe International Journal of Research into New Medi
Technologies. Sage Publication, (22 143-162. Retrieved from
https://www.researchgate.net/profile/Richard_Befpyblication/249827460 Will_the_iPod_Kill_the R
adio_StarProfiling_Podcasting_as Radio/links/548¥9tf225bf66a7f82f/Will-the-iPod-Kill-the-Radio-

StarProfiling-Podcasting-as-Radio.pdf

Bolliger, D. U., Supanakan, S. & Boggs, C. (201@)pact of podcasting on student motivation in thire
learning  environment. Computers and Education 55(2), 714-722. Retrieved from
https://pdfs.semanticscholar.org/7cf5/604c4e64 7cB3tBab88eclbee85c2f539.pdf

Bowen, T. (2010). Teaching approaches: Task-based learning. Retrieved from

http://www.onestopenglish.com/section.asp?docid5026

Chan, W-M., Chen, I., & Dopel, M. (2011). Podcagtin foreign language learning: Insights for podaesign
from a developmental research project. In M. Letgle(Eds.)WorldCALL: International Perspectives

on Computer-Assisted Language Learnfpg. 19-37). New York, NY: Routledge



Teaching English with Technolaghg(3), 3-21 ,http://www.tewtjournal.org 18

Chan, W-M., Chi, S-W., Chin, K-N., & Lin, C-Y. (2@ Students’ perceptions of and attitudes towgaticast-
based learning: A comparison of two language pdduagects.Electronic Journal of Foreign Language
Teaching 8(1), 312-335. Retrieved frommtp://www.academia.edu/download/26040445/chan.pdf

Chan, A., & Lee, M. J. (2005). An MP3 a day kedps worries away: Exploring the use of podcastingddress

preconceptions and alleviate pre-class anxiety gstonndergraduate information technology students.
InDHR Spennemann & L. Burr (Eds.J300d Practice in Practice: Proceedings of the Shide
Experience Conferendpp. 58-70). Wagga Wagga, NSW.

Chi, S-W., & Chan, W-M. (2011). Learning beyond tHlassroom: Language podcast as supplementaryirigarn
material.Ubiquitous Learning: An International Journal(23, 21-40.

Chester, A., Buntine, A., Hammond, K., & Atkinsob, (2011). Podcasting in education: student atdtyd
behavior and self- EfficacyEducational Technology & Societyl4(2), 236-247. Retrieved from
http://www.academia.edu/download/40231844/Podaoastm Education_Student Attitude20151121-
24962-1t1h77s.pdf

Copestake, S. (2006). How to create your own pdadeassonal Computer World.

Ducate, L. & Lomicka, L. (2009). Podcasting: Anegffive tool for honing language students’ pronutimie?
Language Learning & Technology, (B3, 66-86.

Elekaei, A. (2018)Using Vocabulary Podcasts Tasks to Improve Irari#fl Learners’ Vocabulary Gain and
Retention in an E-learning Project: Attitude, Automy, and Language Learning Strategies in Focus.
Unpublished Doctoral Dissertation. Isfahan: Isladi@ad University, Isfahan Branch.

Facer, B. R., Abdous, M. H., & Camarena, M. M. (200'he impact of academic podcasting on studi@sing
outcomes. In: R. de Cassia Veiga Marriott, P. Lopiorres, H. A. Karimi (eds.hlandbook of Research
on e-Learning Methodologies for Language Acquigifiop. 339-351). Hershey: IGI Global.

Faramarzi, S. (2018)The Impact of Vodcasting Tasks on Iranian InteratediEFL Learners' Listening
Comprehension, their Engagement, and their Attiguitlean E-learning ProjectUnpublished Doctoral
Dissertation. Isfahan: Islamic Azad Universityalsén Branch.

Faramarzi, S. & Bagheri, A. (2015). PodcastingtBassies and future directions in instructionahtemlogy and
language learninglournal of Applied Linguistics and Language Resez2), 207-221. Retrieved from
http://jallr.com/index.php/JALLR/article/downloadifpdf 70

Faramarzi, S., Elekaei, A., & Biria, R. (2015). éstigating Iranian test-takers’ performance ovkinta different
modalities of listening comprehension t&&iho-US English Teaching2(5), 327-340.

Faramarzi, S., Elekaei, A., Koosha, M. (2015). Nesights into distance language learnidgurnal of Applied
Linguistics and Language Research. (812 191-207 Retrieved from
http://jallr.com/index.php/JALLR/article/viewFilel2/pdf212

Faramarzi, S., Heidari Tabrizi, H. & Chalak, A. (®). The effect of vodcasting tasks on EFL listgnin

comprehension progress in an online programernational Journal of Instructigni2(1), 1263-1280.
Retrieved fromhttps://files.eric.ed.gov/fulltext/EJ1201185.pdf

Faramarzi, S., Heidari Tabrizi, H. & Chalak, A. (&). Telegram: An instant messaging applicatiorasgsist

distance language learninfpaching English with Technology(1), 132-147. Retrieved from
http://yadda.icm.edu.pl/yadda/element/bwmetal.eterdesklight-48b3a5e6-5fcd-4f9e-b815-
881e93eeb464/c/ARTICLEQ.pdf




Teaching English with Technolaghg(3), 3-21 ,http://www.tewtjournal.org 19

Hargis, J., Schofield, K., & Wilson. D. (2008). Risg for Learning with a Podcast Nétnanager's Journal of
Educational Technology(4), 33-38.

Kellerman, S. (1990). Lip service: The contributiointhe visual modality to speech perception asdéievance
to the teaching and testing of foreign languagerisng comprehensiofpplied Linguistics, 1B), 272—
280.

Kellerman, S. (1992). ‘I see what you mean’: Thée rof kinesics behavior in listening and implicasofor
foreign and second language learniAgplied Linguistics, 1), 239-258.

Khanghah, M. F.; & Halili, S. H. B. (2015). Podcasiceptance to enhance learning science vocabataong
Iranian elementary studenihe Online Journal of Distance Education and e-Inézg, 3(4), 51-60.

Larsen-Freeman, D., & Anderson, M. (2013kchniques and Principles in Language Teachi(®rd Ed.).
NewYork, NY: Oxford University Press.

Litchfield, A., Dyson, L. E., Wright, M., Pradha8,, & Courtille, B. (2010). Students-produced vadsas active
metacognitive learningn 2010 18 IEEE International Conference on Advanced Learrfeghnologies
(pp. 560-564).

Lord, G. (2008). Podcasting communities and sedanduage pronunciatiofzoreign Language Annalg1(2),
364-379.

Lowman, J. (2014). Exploring the use of podcasts\adcasts: Multimedia tools for word learnil@pmputers in
the Schools31(4), 251-270.

Martin, M., & Beckmann, E. (2011). Simulating immei@n: Podcasting in Spanish teaching. In B. Facevl.&
Abdous (Eds.),Academic Podcasting and Mobile Assisted Languagarnimgy: Applications and
Outcomegpp. 111-131)Hershey, PA: IGI Global.

McCombs, S. & Liu, Y. (2007). The efficacy of podtiag technology in instructional deliverinternational
Journal of Technology in Teaching and Learning3(2), 123-134. Retrieved from
https://www.researchgate.net/profile/Shawn_Mcconddlication/268337578 The Efficacy of Podca

sting_Technology_in_Instructional_Delivery/linksfs%15f08aecae56cclc2e?.pdf

McGarr, O. (2009). A review of podcasting in higheducation: Its influence on the traditional leetur
Australasian  Journal of Educational Technolpgy 25(3), 309-321. Retried from
https://www.researchgate.net/profile/Oliver Mcgautilication/252678114 A _review_of podcasting_in

higher _education_lIts_influence _on_the_traditioleaiture/links/54ef60810cf2432ba6568786/A-

review-of-podcasting-in-higher-education-lts-infliee-on-the-traditional-lecture.pdf

Muppala, J. K. & Kong, C. K. (2007). Podcasting &tsl use in enhancing course conte@omputers and
Advanced Technology in EducatioRetrieved fromhttp://www.academia.edu/download/3469340/570-

067.pdf
O’Bryan, A., & Hegelheimer, V. (2007). Integrati@®ALL into the classroom: The role of podcastingaim ESL

listening  strategies  course. RECALL  Journal 192), 162-180. Retrieved  from
https://www.researchgate.net/profile/Volker Hegéatier/publication/232027307 Integrating CALL int

o_the classroom The role of podcasting in_an ESteniing_strategies course/links/0c960536f75aa
07509000000/Integrating-CALL -into-the-classroom-Fbée-of-podcasting-in-an-ESL-listening-

strategies-course.pdf




Teaching English with Technolaghg(3), 3-21 ,http://www.tewtjournal.org 20

Palalas, A. (2009). Using mobile devices to extEndlish language learning outside the classroor. IMetcalf,
A. Hamilton, & C. Graffeo (Eds.)mlearn2009: 8th WorldConference on Mobile and Contextual
Learning Proceeding§p. 179-183)Orlando, FL: University of Central Florida.

Progosh, D. (1996). Using video for listening assg@nt opinions of test-takefBESL Canada Journal4(1), 34-
43. Retrieved fronmttps://files.eric.ed.gov/fulltext/EJ537728.pdf

Read, B. (2007). How to podcast campus lecturbs. Chronicle of Higher Education, §3), 20-32. Retrieved

from http://www.itr8.com/attachments/chronicle on_cammmesicasting.pdf

Sadeghi, A. R., & Ghorbani, S. (2017). The impattT&D-vodcast on Iranian EFL learners' academid ora
proficiency. In D. Tafazoli & M. Romero (EdsMulticulturalism and Technology-Enhanced Language
Learning(pp. 80-96). Hershey, PA: IGI Global.

Shin, D. (1998). Using video-taped lectures fotitgsacademic languagénternational Journal of Listening
12(1), 56-79.

Sueyoshi, A., & Hardison, D. (2005). The role ofsgees and facial cues in second language listening

comprehensiorLanguage Learningb5(4), 661-699.

Takeda, M. (2013)The effect of podcast tasks on studertgagement and performance in a beginning level
Japanese language cours&npublished Doctoral Dissertation. Cullowhee, N@&festern Carolina
University.

Wagner, E. (2007). Are they watching? An investmatof test-taker viewing behavior during an L2 edd
listening test. Language Learning and Technology 11(1), 67-86 Retrieved from
https://scholarspace.manoa.hawaii.edu/bitstrear28/@41089/11 01_wagner.pdf

Wagner, E. (2010a). The effect of the use of vitlexts on ESL listening test-taker performancanguage
Testing. 274) 493-513.

Wagner, E. (2010b). Test-takers’ interaction withL2 video listening tesSystem, 3&), 280-291.

Williams, J., & Michael, F. (2007). 'Perpetual Centivity: Lecture recordings and portable mediaypls.
In EdMedia: World Conference on Educational Media deghnology(pp. 3083-3091). Association for
the Advancement of Computing in Education (AACE).

Willis, D. & Willis, J. (2001). Task-based learnintn R. Carter & D. Nunan (Edslihe Cambridge Guide to
Teaching English to Speakers of Other Languaggs 173-179). Cambridge: Cambridge University
Press.

Zarei. E., & Ghasemi, S. M. (2016). Podcast impattcooperative learning of Allameh Tabatabaei Ursirg

studentsJournal of Information and Communication Technolog¥ducational Sciences(®, 5-18.



Teaching English with Technolaghg(3), 3-21 ,http://www.tewtjournal.org 21

Appendix. Learner Engagement questionnaire (LEQ)

Questions:

© 00 N O o B~ W N P

. Video podcasting experience could help me unaedsthe listening skill in different situationsttee.

. After following twelve weeks of practicing vid@omdcasts, | feel more confident in listening tests

. Computers are better than any other deviceniguage learning and other things.

. In this experience | could manage my time tafica listening by listening to the files in my a@mient hours.
. To me, Twelve weeks of receiving online instimctwas a good start.

. Video podcasts motivated me to work on listerskit) more.

. | feel the number of video listening exercisesevenough to practice during a week.

. In my opinion, the tasks organized for thesewoigodcasts were suitable and challenging.

. Using Smartphones makes a lot of problems fopleethese days.

10. I believe, it took a long time to do the videmdcasting tasks.

11. For me, downloading the video podcasts was aadyser-friendly.

12. | can say that the admin user was helpful tijinout the experience.

13. As far as | remember about the experiencepviaelcasting exercises were helpful in practiciatestaking.

14. | think | could improve my pronunciation by whing and following the video podcasts.

15. | am interested in continuing the video podogstxperience in a long-term process.

16. According to my experience in this group, videodcasting materials were helpful in enhancing my

vocabulary level.

17. Computer education is not necessary for people.

18. | suppose by following more of these video asting videos, | can improve my speaking abilityniny own.

19. In my eyes, by watching the video podcastsgetstdnding the intonation and complicated speettenpa

became easier.

20. | think practicing Listening skill by video taswas easy to do at home.

21. | had a lot of problems with getting accesthtvideo files and their tasks.

22. | think the length of video files were apprepei

23. In my view, organizing the video podcasting enals in different days of the week made it easfotiow.

24. Video podcasts made me angry about myself.

25. Apparently, the time of doing some of the taskse very short.

26. The available technological facilities were eglo to get access to video podcasts.

27. The online environment was suitable to rectiieepodcasts.

28. The online environment provided a good oppatyuo interact with other people.

29. I'm afraid we needed more facilities to get Wigeo podcasts.

30. In my opinion, | can get better results in agderm project by practicing video podcasts inaatine

environment.

31. Discussing the content of the video podcasts my friends was an enjoyable experience.

32. | feel if | continue with this process, | cathance my English abilities.
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ATTITUDE TOWARDS COMPUTER-ASSISTED LANGUAGE
LEARNING: DO GENDER, AGE AND EDUCATIONAL LEVEL
MATTER?

by Dara Tafazoli, M.2 Elena Gomez ParraandCristina A. Huertas Abril
University of Cérdoba
14071 Cordoba, Spain
z52tatad@uco.es

Abstract

The purpose of the present cross-cultural studytaasplore the relationships of second and
foreign language teachers’ and students’ attituttesards Computer-Assisted Language
Learning (CALL) in terms of their gender, age grpapd educational level in two countries,
Spain and Iran. The study was based on a samé&fanguage teachers and 307 language
students in Iran and Spain. Data collection wasiedout through two online questionnaires
(108 items) for both teachers and students. To rag@und decision, the researchers decided
to utilize the Delphi methodology, which was origlily established in order to diagnose the
beneficiary of technologies. In the data analysiage, descriptive, t test and one-way ANOVA
analyses were performed to find the answers ofrésearch questions. The findings of the
study revealed that there is no difference betwiherattitudes of Iranian and Spanish towards
CALL in terms of gender, age and educational magerally, pedagogical implications and
recommendations for further research are presented.

Keywords: Computer-Assisted Language Learning (CALL); crogkral study; attitudes;

gender; age; educational level

1. Introduction

The emergence of new technologies may lead to reffextive teaching and learning in
different fields of study. Teachers and learnersitifer a second or a foreign language are also
aware of the current waves of technologies in thield. Hence, they should enhance their
“Computer-Assisted Language Learning (CALL) liteya¢Tafazoli, 2014, 2017; Tafazoli &
Gomez, 2017) to meet the criteria of'2dentury educational needs. Lasagabaster and Sierra
(2003) note that students are excessively engagedsing CALL, and teachers make
gargantuan attempts to integrate CALL into theilladys and curriculum. Therefore,
forethoughtful teachers and students promptly reizegthe urgency of improving their
“CALL literacy”.
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A considerable number of studies focus on the ieggmbns of CALL in language
classrooms (e.g. Chapelle, 2001; Gruba, 2006; #telck2012). Nevertheless, it should be
taken into account that language teaching and ilggarprocesses could be moderated or
controlled by individual differences (Ellis, 200@i. this light, one of the aspects of individual
differences is attitude. Attitude is a conglomerate cognitive, behavioral and affective
components (Fishbein & Ajzen, 1975; Kiesler, Cdla Miller, 1969; Mantle-Bromley, 1995;
Mantle-Bromley & Miller, 1991) which will be explaed in next section. Regarding CALL,
however, both teachers and students’ attitudesrttsvianovative teaching methodologies and
technologies is a must (Tafazoli, Gomez & Huer?f4,8) as their positive or negative attitudes
and perceptions may have a significant impact an fthlure or success of the language
teaching and learning process (Lasagabaster &52003).

Although many scholars address teachers’ and stsidattitudes towards CALL (e.qg.
Bebell, O’ Conner, O’ Dwyer & Russell, 2003; LanQ@®; Smith, 2003; Warschauer, 2003),
several demographic features such as gender, digeateonal level, etc. may also influence an
individual’'s attitude. Whether the use of CALL mbgnefit every individual language teacher
and learner, the relationship between attitudegerdlers, age groups and educational levels is
vague. Moreover, scrutinizing the literature shdhat most of the prior studies on attitudes
towards CALL are explored within a particular cuéitand context, however, a cross-cultural
dimension in such studies has been missed. A cuisal study is an effective way to
explore the psychological traits (Matsumoto & Y@&8)O06) which can provide educational
improvement (Stigler & Hiebert, 1999).

The present cross-cultural study aims to exploeerélationships of second and foreign
language teachers’ and students’ attitudes tow@Ald. in terms of their gender, age group,
and educational level in two countries, Spain arath.l The researchers seek to find these
relationships from a developed country (Spain) amgveloping country (Iran) in order to find
out to what extent the findings of a research odeweloped country can be utilized in a
developing country and vice versa. In other wornds,Western and European countries,
extensive research examined the effectiveness afL At the results cannot be extrapolated
to the Iranian culture based on their age, gend@éfoa educational levels.

Therefore, our study seeks to answer the followasgarch questions:

RQ1: Is there any significant difference among 8panish and Iranian language students’
attitudes towards the use of CALL in terms of gefide
RQ2: Is there any significant difference among 8pmanish and Iranian language teachers’

attitudes towards the use of CALL in terms of gefide
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RQ3: Is there any significant difference among 8panish and Iranian language students’
attitudes towards the use of CALL in terms of ttage?

RQ4: Is there any significant difference among 8pmanish and Iranian language teachers’
attitudes towards the use of CALL in terms of ttage?

RQ5: Is there any significant difference among 8panish and Iranian language students’
attitudes towards the use of CALL in terms of treglucational level?

RQ6: Is there any significant difference among 8pmanish and Iranian language teachers’

attitudes towards the use of CALL in terms of treglucational level?

2. Conceptual framework: The multicomponent model battitude

In psychology, attitude is a way in which individs@xpress their favor or disfavor towards
anything. The degree of favor or disfavor couldgearfirom extremely positive to extremely
negative. Defining attitude is argumentative amauofolars. As Eagly and Chaiken (1998)
state, “attitude is a psychological tendency tlsagxpressed by evaluating a particular entity
with some degree of favor or disfavor” (p. 1). Heee in Wenden’s (1998) perspective,
attitude is a set of “learned motivations, valueslidis, evaluations, what one believes is
acceptable, or responses oriented towards appraaclor avoiding” (p. 52). The
multicomponent model of attitude proposed attituslesed on three main domains: (1)
cognitive, (2) behavioral, and (3) affective dom@tishbein & Ajzen, 1975; Kiesler, Collins &
Miller, 1969; Mantle-Bromley, 1995; Mantle-BromI&Miller, 1991).

COGNITIVE
INFORMATION

AFFECTIVE

INFORMATION ol AL 212

BEHAVIORAL
INFORMATION

Figure 1. The Multicomponent Model of Attitude (&abli, Gomez & Huertas, 2018, p. 40)
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In the field of study of CALL, each domain of afiies refers to a specific property. The
cognitive component deals with the amount of knolgkea person has on a specific domain; in
CALL, thus, the cognitive component relates to catap literacy (Maushak & Simonson,
2001). The second domain, the behavioral compongrdn overt performance of a person
towards an object. From the CALL point of view,stldtomponent refers to the experience of
language teacher or learner in applying technotogidanguage teaching and learning. In other
words, the more experienced one is in using compthe more positive attitudes towards
computers they display and vice versa (Maushak &oBson, 2001). The third domain, the
affective component, deals with an attitude obj€ctr feelings or emotions that are associated
with an attitude object define the affective comgain To put it simply, when a teacher
assumed that a CALL tool (e.g. vodcast) made tieesiching more effective, it deals with the
affective component of attitude. Notwithstandintj,the components of the attitudes are not

identical, they are interwoven, that is, they hawwynergetic relation (Breckler, 1984).

3. Review of literature

In Spain, Pinto-Llorented, Sanchez-Gomez, GarcieaWe and Casillas-Martin (2017)
guantitatively scrutinized the students’ attitudasd perceptions towards asynchronous
technological tools (podcast, vodcast, online testdine glossary and forums). 358 students
(male: 23.2%, female: 76.8%) ranged in age fromo2B8 were recruited to participate in this
study. The researchers applied questionnairespas-test (36 items) during the first week of
the semester and post-test (39 items) during gtenMeek of the semester included open/closed,
yes/no and Likert Scale items which were postetherVirtual Learning Environment (VLE).
The findings confirmed the positive attitudes aretcpptions of students towards applied
asynchronous technological tools. Pinto-Llorentédale (2017) enumerated the following
reasons for positive perceptions of students: ddesits’ greater autonomy with technology, 2)
providing a natural environment and authentic malervia VLE, 3) opportunity to have
collaborative and independent learning throughtasdéies, 4) anytime and anywhere nature of
the mobile learning devices, 5) motivational anteriesting features of e-activities, and 6)
continuous assessment and self-assessment prepeftie-activities which give students
necessary feedback based on their weaknesses.

In a cross-cultural study, Tafazoli, Gomeza aneiths (2018) compared the attitudes
of Iranian and non-lranian English language stuslemttitudes towards CALL. The
participants of this study were 415 students (&ani34.7%, non-lranian: 65.3%) from 61
countries around the world. The researchers usednasergent mixed methods design, and
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applied an online 44-item web-based questionnararainstrument for data collection. The
questionnaire consisted of five sections. In a ttadive phase, it included: background

information, computer literacy, students’ attitudesrards CAL (computer-assisted learning)
and students’ attitudes towards CALL; and in a fat@e phase, there are two open-ended
questions. The findings of the study revealed thate were not any significant differences
between the attitudes of Iranian and non-lraniargliEn language students toward the
application of CALL. These authors decided to emploheir research question in every
construct of the study, and after applying the parametric test of Mann-Whitney, the

researchers found:

...significant differences between the computer ditgr as well as between the attitudes of
Iranian and non-lranian English students toward CAL Thereafter, it could be argued that as
far as computer literacy and attitudes toward CAdrde concerned, statistically significant
differences exist between the data drawn from &ardand non-lranian English students. The
only construct on which Iranian and non-lraniandstits did not report any significant
difference was the general attitude towards CAL

(Tafazoli, Gbmez & Huertas, 2018, p. 48).

In Turkey, Oz, Demirezen and Pourfeiz (2015) caneld a study in order to find the
relationship between computer literacy, attitudegards foreign language learning and CALL.
The participants (N = 123) of the study were retpebso respond to two instruments of the
study: 1) The Attitudes towards Foreign Languagarhmg (AFLL) Scale (Vandewaetere &
Desmet, 2009), and 2) The Attitudes towards Compissisted Language Learning (A-
CALL) Scale (Vandewaetere & Desmet, 2009). Theifigd of the study, which support prior
studies on attitudes towards CALL (i.e. Akbulut,080 Ayres, 2002; Mahfouz & Ihmeideh,
2009; Link & Marz, 2006; Oz, 2015) indicated thesjive relationships between attitudes
towards foreign language learning and attitudesatdes CALL. As Oz, Demirezen and
Pourfeiz (2015) indicated, “28% of attitudes towafdCALL could be predicted by attitudes
toward[s] FLL” (p. 359). They concluded that attiu plays a significant role in order to
improve second language learning programs and lealostational outcome.

In a global study, Lin, Warschauer and Blake (30&8plored language learners’
attitudes towards a large Language Learning Sdialork Sites (LLSNSs) (the focus of this
study was on Livemocha) through a 23-item quesaoen The study involved 4,174
Livemocha users as well as 20 individual case studihe results of the study showed that the
majority of the users strongly agreed (48%) anctedr(37%) that Livemocha increased their

motivation and self-confidence. Furthermore, mdsthe users felt that communicating with
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native speakers via SNSs is more comfortable thaa-fo-face communication. The findings
revealed the general positive attitudes of languageners towards LLSNSs, however, the
researchers suggested more support, guidance, elhdtimctured activities that can lead to
success. The findings of the study are in line Withrschauer (1996a, 1996b) and Young
(2003), who demonstrated online environments dseresdfective factors such as anxiety.
However, the findings were inconsistent with Steseem and Liu’s (2010) study, which
reported on the hesitation of some users to uséNI9sSor making social interactions.

In another study in Turkey (Oz, 2015), the relasgioip between demographic factors
(gender and age) and attitudes towards CALL wasstigated. Among 128 undergraduate
freshman students, 75% of them were female and2&fé male, and their age ranged from 18
to 22. The findings of his study revealed the fé@t gender differences moderate on the
students’ attitudes towards CALL. However, in neat to students’ perceptions of
effectiveness of CALL, the findings indicated significant differencedvieen genders in favor
of females. On the other hand, male students’ pémes of surplus value of CALL were
greater than females. The conclusion was that fersadents assumed learning through
computers is more satisfactory. In addition, thejidved CALL augments their language
proficiency in comparison to traditional languagearhing. In contrast, male students thought
that CALL is a beneficial extension of the conventl language learning. The findings of the
study are identical to Fatemi Jahromi and Salirf@iLl@ but opposite to Akbulut’s (2008) study,
who showed no relationship between gender anduddsst towards CALL. Regarding age
differences in the attitudes towards CALL, the tessahowed considerable differences among
age groups of 18, 19, 20 and 22.

In Cyprus, Cavus (2011) conducted a study on #@afe students (43.01%) and 53
male students (56.99%) in order to find a significdifference between genders’ perceptions
of Mobile-learning and Learning Management SystebMS§) through the use of an
independent-test. The findings revealed no significant diffecze among the students’ attitudes
in terms of gender category towards the integradiotne new trend learning environment. The
outcome of the study was consistent with Uzunbo@ayus and Ercag (2009) in the same
country; and Wang, Wu and Wang (2009) and Yang 4@ Taiwan. On the other hand,
according to Taleb and Sohrabi (2012) in Iran arnddage and Knezek (2013) in Oman,
female students were more positive towards M-legrnather than male students. Nonetheless,
Uzunboylu and Ozdamli’'s (2011) study showed thatemastructors had more positive

attitudes towards M-learning than female ones.
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In a cross-cultural study in Oman and the UAE An&n, Elsherif and Shaalan (2016)
investigated the attitudes of students and facolgmbers towards M-learning in the higher
education context in terms of their age and genbtlee. number of participants in Oman were
225 students and 24 faculty members and in the Wale 158 students and 30 faculty
members. An independetitest noticed no differences among both educatods students’
attitudes towards M-learning in terms of their gendThe findings of this study was in
opposite to a study conducted in Saudi Arabia byraikat and Al Tokhaim (2014), in which
the independertttest indicated that female instructors were margitive towards M-learning
than male instructors. Data analysis indicated tatissical differences among the students'
attitudes between and within age groups.

The literature shows that most of the previouslistion attitudes towards CALL are
explored within a context. Thus, in this study, tkeearchers tried to investigate second and
foreign language teachers’ and students’ attitudesrds CALL in terms of their gender, age
group, and educational level in two countries, S8@and Iran. The researchers sought to find
these relationships from a developed country (S a developing country (Iran) in order
to find out to what extent the findings of a resbaon a developed country can be utilized in a

developing country and vice versa.

4. Methodology

4.1. Participants

The present study was based on a sample of 318dgegeachers and 307 language students
in Iran and Spain. As shown in Table 1, 50.94%hef teachers and 69.38% of the students
were lranian. Spanish teachers and students wer@6%9 and 30.62% of the sample
respectively. Moreover, female was the dominantdgenn the sample with over half of the
teacher participants (64.46 %), and over the thresters of students (76.54); only 185 of the
625 participants of the sample were male.

Table 1. Distribution of participants based ontlgeinder

Country  Gender Teacher Student
Male 69 42

Iran Female 93 171
Total 162 213
Male 44 30

Spain Female 112 64

Total 156 94
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Male 113 72
Total Female 205 235
Total 318 307

Table 2 shows that the distribution of BA, MA andDPteachers were almost equal in the
sample, although this distribution was not equadtudent participants. The minority group in
terms of education level was the PhDs who summdaioparticipants, while the major group

was MA participants with 299.

Table 2. Distribution of participants based ontleeiucational level

Country Educational Teacher Student
Level
BA 25 106
Iran MA 92 81
PhD 45 26
BA 25 39
Spain MA 85 41
PhD 46 14
BA 50 145
Total MA 177 122
PhD 91 40

As far as age was concerned, as depicted in Talbhee 3argest category of teacher participants
(170 patrticipants) fell within the age range ofé88&l above. However, the category of 18 to 23
was the largest in student participants. On theroltand, the smallest groups in teacher and
student participants were the category of 18 ty&&s old (2.51%) and the category of 30 to
35 years old (20.84%), respectively.

Table 3. Distribution of participants based onttlagje groups

Country  Age group Teacher Student
18-23 8 79
Iran 24-29 30 50
30-35 61 49
36 and above 63 35
18-23 0 20
Spain 24-29 15 21
30-35 34 15
36 and above 107 38
18-23 8 99
Total 24-29 45 71
30-35 95 64

36 and above 170 73
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4.2 Instrumentation

Data collection was carried out through two onliepestionnaires for both teachers and
students. The survey in the form of a questionnairene of the most usual methods of data
collection on attitudes and opinions in a largdescasearch (Mackey & Gass, 2005). When
language learners want to report on their beliefd motivations or reactions about their
language instructions, settings, activities, e&searchers are able to use questionnaires.
Phellas, Bloch and Seale (2011) mentioned somendalyas of web-based (online) surveys:

...(1) Web page surveys are extremely fast. (2) N&t toinvolved once the set-up has been
completed. (3) You can show pictures, video ang ptaund. (4) Web page questionnaires can
be set with skip instructions. (5) Web page quesiires can use colours, fonts and other
formatting options not possible in most email sysvg6) A significant number of people will
give more honest answers to questions. (7) People lpnger answers to open-ended
guestions. (8) Survey answers can be combined prékexisting information you have about
individuals taking a survey

(Phellas et al., 2011, p. 190).

The website which provides the platform for thidirm& questionnaire is Google Forms (see
https://bit.ly/2Knd7tJfor teacher tool andttps:/bit.ly/2M78INg for a student tool). The

participants had access to the questionnaire viardime link. The online questionnaires
comprised 108 closed- and open-item questions mithir main sections and two constructs of
including: 1) background information, 2) CALL lieey, and 3) participants’ attitude towards
CALL. The first section of the questionnaire inteddto gather data about participants’
background information: country, gender, age, etimcal level, language teaching and
learning experiences, work/study place, familiaatyd access to technology in the classroom.
The second section aimed to investigate the CAtdrdcy. The third section was focused on
the participants’ attitude towards CALL through tweeight 5-point Likert-scale items,
ranging from strongly disagree (1) to strongly &g(B). In the last section, ten open-ended

items asked students about their experience wiha#titudes towards CALL.

Table 4. Distribution of items on the questionngire

Construct Section | Section I Section Il

Question type  Background . Participants’ attitudes
information CALL literacy towards CALL

Total 14 56 38
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4.3 Measurement analysis

To make a sound decision, the researchers decdatlize the Delphi methodology, which
was originally established in order to diagnosehtbeeficiary of technologies. The first draft of
the questionnaire for this research was designdcearailed to 20 experts in the field. Due to
the multidisciplinary nature of CALL, the researchéecided to arrange the panel of experts
based on their expertise. Therefore, the panelistaasof twenty PhDs from different fields of
Applied Linguistics, Computer Sciences, English guaage Teaching, and Computer-Assisted
Language Learning, from different parts of the wa@lich as Iran, Spain, the USA and the UK,
among others.

The data collection and analysis phase of the libel@as guided by three issues: the
discovery of opinions; the process of determining most important issues; and managing
opinions (Keeney, Hasson & McKenna, 2000). Fireg tesearchers tried to discover the
opinions to reach consensus on the content of thestipnnaire. After gathering experts’
opinions, data were analyzed through content aisatgshnique. At the end of three rounds,
the researchers agreed on two parallel questia@mair

The questionnaires contained 108 items, which oredstwo different constructs of
CALL literacy and attitudes towards CALL. After adnstering this questionnaire to the
teachers’ sample, the researchers first checkesalmdity of the case processing. All the 318
cases of the sample were valid, and SPSS did mhidxthe scores of any of the participants
from the processing. Then, the researchers used &S alculate the Cronbach’'s Alpha
Coefficient which was .857 for 28 quantitative iteof attitude towards CALL construct. This
indicated that this construct enjoyed ample integunsistency. Moreover, the researchers
calculated the reliability of the students’ questiaire. The internal consistency of the
students’ attitudes towards CALL construct enjogeltigh degree of internal consistency. The

Cronbach’s Alpha coefficient for this construct wé84 for 28 items.

5. Results and Discussion

RQ1: Is there any significant difference among 8pmanish and Iranian language students’
attitudes towards the use of CALL in terms of gefide

In order to find the answer, an independent sarapteest was applied to find out if there is
any statistical significant difference among Sphrasd Iranian language students’ attitudes

towards the use of CALL in terms of gender.
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Table 5. Differences among students’ attitudegims of their gender

Std.
GenderN Mean Deviation Sig. t df
Attitude Male 72 100.8611 14.033467.476 .294 305
Female 235 100.2809 14.840097

As depicted in Table 5, the results indicate tlma mean values for both male and female
students do not show any significant differencesrgnranian and Spanish students’ attitudes
towards CALL in terms of their gender. The calcethvalue of t is (.294) and the significance
level is = 0.476,p > 0.05). This could imply that both male and feenaludents have the
same attitudes towards CALL which emphasize thétigesole of CALL in sexual justice in
educational system of both contexts, Iran and Sg@die finding of this research question is in
line with other studies such as Al-Emran, Elshanél Shaalan (2016), Cavus (2011), Tafazoli,
Gobmez and Huertas (2018), Uzunboylu, Cavus andgH&209), Wang, Wu and Wang (2009),
and Yang (2012), however, it is in contrast to Fat@éahromi and Salimi (2013), Khaddage and
Knezek (2013), Oz (2015), Taleb and Sohrabi (20412), Uzunboylu and Ozdamli (2011).

RQ2: Is there any significant difference among 8panish and Iranian language teachers’
attitudes towards the use of CALL in terms of gefide

Another independent sample Bfest was carried out to investigate if there iy afatistical
significant difference among Spanish and Iraniailglege teachers' attitudes towards the use

of CALL in terms of gender.

Table 6. Differences among teachers’ attitudesiims of their gender

Std.
GenderN Mean Deviation Sig. T Df
Attitude Male 113 99.0885 13.93259 .329 -.706 202.635
Female 205 100.1854 11.92891

As illustrated in Table 6, the results outlined significant differences between Iranian and
Spanish teachers’ attitudes towards CALL in terintheir gender. The computed value of t is
(-.706) and the significance level ;g€ 0.329,p > 0.05). The finding of this research question
shows that both male and female teachers haveathe attitudes towards CALL. The finding
is approved by other research in the field suchAkisulut (2008), Al-Emran, Elsherif &
Shaalan (2016), and Oz, Demirezen & Pourfeiz (20brontrast, Alwraikat & Al Tokhaim
(2014) claimed a significant difference among teashattitudes in terms of their gender.
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RQ3: Is there any significant difference among $jaand Iranian language students’ attitudes
towards the use of CALL in terms of their age?

To ascertain if there is any significant differefmdween the students’ attitudes towards CALL
with regard to their age, frequency, means anddstandeviations for the students' age groups
(i.e. 18-23, 24-29, 30-35 and 36 and above) argabed as shown in Table 7 and Table 8.

Table 7. Frequency of students’ age groups

Age Groups  Frequency Percent Valid Percent Cunwel®ercent

18-23 99 32.2 32.2 32.2
24-29 71 23.1 23.1 55.4
30-35 64 20.8 20.8 76.2
36 and above 73 23.8 23.8 100.0
Total 307 100.0 100.0

Table 8. Mean and standard deviation for studeitiudes in terms of their age

N Mean Std. Deviation
Age Groups 307 2.36 1.164

Furthermore, a one-way analysis of variance (ANOWAs implemented to explore if there
are any statistical significant differences betwéa®m mean scores. As displayed in Table 9,
results demonstrated that there is no statisticglifcant differences (p = 0.052, p > 0.05)

between the students’ attitudes with regard ta thge and the computed of F value is (2.604).

Table 9. ANOVA results for students' attitudesamts of their age

Sum of Squares Df Mean Square F Sig.
Between Groups 1647.230 3 549.077 2.604 .052
Within Groups 63887.402 303 210.850
Total 65534.632 306

Although Oz (2015) believed that there is a staastdifference between students’ attitudes
towards CALL based on their age, the finding okthuestion is consistent with Al-Emran,
Elsherif and Shaalan (2016) and Tafazoli, Gomez Huoértas (2018) who reported no
differences.

RQ4: Is there any significant difference among 8pmanish and Iranian language teachers'

attitudes towards the use of CALL in terms of ttage?
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To discover if there is any significant differenaeong the teachers’ attitudes towards CALL
with regard to their age, frequency, means anddstandeviations for the teachers' age groups
(i.e. 18-23, 24-29, 30-35, and 36 and above) amgpcbed as shown in Table 10 and 11.

Table 10. Frequency of teachers’ age groups

Age Groups Frequency Percent Valid Percent Cunvel®ercent

18-23 8 25 25 25
24-29 45 14.2 14.2 16.7
30-35 95 29.9 29.9 46.5
36 and above 170 53.5 53.5 100.0
Total 318 100.0 100.0

Table 11. Mean and standard deviation for teaclatisudes in terms of their age

N Mean Std. Deviation
Age Groups 318 3.34 .813

Furthermore, a one-way analysis of variance (ANOWA)s implemented to explore if there
are any statistical significant differences betwé®sn mean scores. As displayed in Table 12,
results demonstrated that there is a statisticalifitant difference § = 0.028,p > 0.05)
between the students’ attitudes with regard ta thge and the computed of F value is (3.077).

Table 12. ANOVA results for students' attitudeserms of their age

Sum of Square: Df Mean Square F Sig.
Between Groups 1452.568 3 484.189 3.077 .028
Within Groups 49405.145 314 157.341
Total 50857.714 317

In order to determine where the differences in m&@ores occur, the Tukey test fast-hoc

comparisons was used. Results revealed that therea statistical differences among the
students’ attitudes between and within age grodpblé 13). This could be attributed to the
fact that the age factor is distributed across fgroups (18-23, 24-29, 30-35, and 36 and

above). Therefore, it is very difficult to deterraiwhere the difference may occur.

Table 13. Post-hoc Tukey test for students’ atétutbwards CALL on age groups variable

Mean Differenc 95% Confidence Interval
() Age (J) Age (I-9) Std. Error  Sig. Lower Bound Upper Bound
18-23 24-29 -3.85556 4.81291 .854 -16.2865 8.5754
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30-35 -6.32105 4.61778  .520 -18.2480 5.6059
36 and above -1.61176 453797  .985 -13.3326 10.1091
24-29 18-23 3.85556 481291  .854 -8.5754 16.2865
30-35 -2.46550 2.26995  .698 -8.3284 3.3974
36 and above 2.24379 2.10286  .710 -3.1876 7.6751
30-35 18-23 6.32105 461778  .520 -5.6059 18.2480
24-29 2.46550 2.26995  .698 -3.3974 8.3284
36 and above 4.70929 1.60679  .019 .5592 8.8594
36 and above 18-23 1.61176 453797  .985 -10.1091 13.3326
24-29 -2.24379 2.10286  .710 -7.6751 3.1876
30-35 -4.70929 1.60679 .019 -8.8594 -.5592

RQ5: Is there any significant difference among 8panish and Iranian language students'
attitudes towards the use of CALL in terms of treglucational level?

The researchers used an independent sarf#ssin order to find out if there is any statati
significant difference among the students' attitudewards CALL with regard to their
educational level (BA, MA, and PhD). As illustratedTable 14, results demonstrated that the
there is a statistical significant difference amosigdents’ attitudes in terms of their
educational levelg= 0.028,p > 0.05).

Table 14. ANOVA results for students' attitudesarms of their educational level

Sum of Squares Df Mean Square F Sig.
Between Groups 1528.034 2 764.017 3.629 .028
Within Groups 64006.598 304 210.548
Total 65534.632 306

To delve into this matter further, the researclieaded to perform the Tukey test as post-
hoc analysis. The Tukey test, as illustrated in Tabf did not report any significant
differences among the attitudes of different edocat level towards CALL.

Table 15. Post-hoc Tukey test for students’ atétutbwards CALL on educational level variable

()  Academi((J) AcademiMean Differenc 95% Confidence Interval
Degree Degree (1-J) Std. Error Sig. Lower Bound Upper Bound
BA MA -3.99294 1.78548 .067 -8.1982 .2123

PhD -5.48814 2.56855 .084 -11.5377 .5614
MA BA 3.99294 1.78548 .067 -.2123 8.1982

PhD -1.49520 2.61937 .836 -7.6645 4.6741
PhD BA 5.48814 2.56855 .084 -5614 11.5377

MA 1.49520 2.61937 .836 -4.6741 7.6645
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RQ6: Is there any significant difference among 8panish and Iranian language teachers’
attitudes towards the use of CALL in terms of treglucational level?

A one-way analysis of variance (ANOVA) was executedinvestigate if there are any

statistical significant differences between thechess’ attitudes in terms of their educational
level. As demonstrated in Table 16, results revedlat there is no statistical significant
differences § = 0.286,p > 0.05) between the teachers' attitudes with cegatheir educational

level.

Table 16. ANOVA results for teachers' attitudeseirms of their educational level

Sum of Squares Df Mean Square F Sig.
Between Groups 402.466 2 201.233 1.256 .286
Within Groups 50455.248 315 160.175
Total 50857.714 317

On the one hand, the findings of this questionimiene with Al-Emran, Elsherif and Shaalan
(2016) who studied the faculty members’ attitudesards M-learning in terms of academic
rank. On the other hand, an ANOVA test on Saudbksia faculty members’ attitudes towards
M-learning showed that young teaching assistanh Watver rank were more positive than
academic staff of higher ranks (Alwraikat & Al Takiim, 2014).

6. Conclusion

The evolution of educational technology in generahd Computer-Assisted Language
Learning (CALL) in particular, has had a vital ingp@n language teaching and learning. This
paper tried to accentuate the state-of-the-ardurcational technology regarding teachers and
students’ attitudes towards CALL. The main aim laé tstudy was to investigate Iranian and
Spanish teachers’ and students’ attitudes, whicthurn, may support the decision makers of
these two countries language educational organizaiin the process of designing, integrating
and utilizing the required CALL infrastructure, reaals and tools. In this study, different
variables such as gender, age and educational, laagke been taken into account while
investigating those attitudes.

According to the findings of this study, all thaleaulated factors (gender, age and
education level) had no relationship to the atBaidf language teachers and students towards
CALL. These findings may indicate that most languagachers and students understand the
critical role of CALL in their professional and tlalives. Designing, developing and applying

CALL materials and tools in language educationdirsgs is inevitable, and the new trend of
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language teaching and learning through technoleggng teachers and students (which this
study has documented) is to use these materialtatglextensively.

Within the field of CALL, there are many areas msearch, but this study has
emphasized the role of demographic features onlanguage teachers and students appreciate
the use of CALL in educational contexts. We wouite ko suggest some action research-based
studies that we believe our results may not begpate to all CALL related contexts. The
success of CALL in other contexts, from Easterttestern countries, may lead to different
results. Hence, we recommend further researchinvistigating what specifically second and
foreign language teachers and students need taratteg CALL in their language

environments.
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Abstract

This study aimed to investigate the interactionwieen L2 readers and the reading text
equipped with four different annotations or glossesuding text-only, audio-only, text-picture
and audio-picture annotations. The participantshim study were selected from four intact
classes consisting of 100 students studying Englisimtermediate level in Kish Institute of
Science & technologyo{om va fonojy in Iran. After they were given a reading compnas$ion
text, the four experimental groups were given thenes reading comprehension texts with
different annotations. Then, they were asked te thk same reading test as posttest.

The results of the study demonstrated that tekt-@md audio-only were more
effective than other kinds of annotation. The ressaliggested that providing the new words
whether in audio or text annotation during reado@mprehension can help students to
comprehend reading in an effective way. Educatiomgilications suggest that provision of
different kinds of glosses is beneficial for L2d#mts although they need some scaffolding for
utilizing glosses in a beneficial way.

Key words: textual annotation; audio annotation; textual-gieioannotation; audio-pictorial

annotation; reading comprehension

1. Introduction

One of the most inspiring questions posed in tel fof foreign language (L2) teaching by
Alderson (1984) was whether the obstacle that rsaglecountered when reading in L2 was a
reading problem or a language problem. Consequantiyy studies have explored the extent
to which first language (L1) reading proficiencydah?2 linguistic competence affect L2
reading comprehension. The results suggest thatfaotors influence L2 text comprehension

(Taillefer & Pugh, 1998). In addition, empiricaludies reveal that reading skills are
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transferable, interdependent, and universal adavggiages (Goodman, 2003; Tang, 1997). In
other words, what readers master when readingein tth can be transferred to their L2 reading
(Cummins, 1991). However, this transfer happensunde condition: readers’ L2 linguistic
knowledge has to reach a certain threshold. Otlservtheir limited control over their L2 will
interfere with the transfer of L1 reading skilldgtke, 1980).

Researchers have identified vocabulary knowledgenasof the significant features of
the required threshold for L2 linguistic abiliti€Brisbois, 1995). This seems to be true with
both adult (Koda, 1993; Ulijn & Strother, 1990) ayamuinger learners (Schoonen, Hulstijn, &
Bossers, 1998). The question is, thus, “What idd¢kel of this vocabulary threshold?” Laufer
(1989) found that if the lexical coverage of acateprose was 95% or above, the likelihood
for L2 readers to comprehend the text was sigmifigahigh. Other studies revealed that for
unassisted reading for pleasure, L2 readers ndedatbw about 98% of the running words in
the text (Groot, 2000; Nation, 2001). In sum, theeshold of L2 vocabulary knowledge that
allows L2 readers to be able to comprehend authemdierials successfully is between 95-98%
depending on the types of texts.

Such high demand for vocabulary knowledge causa#tieal problem for L2 readers.
The way L2 readers acquire words is different friiat of native speakers. LI readers acquire
words incidentally in their natural environment.

Researchers have been encouraging the use of tathexts to teach L2. Krashen
(1992) contends that extensive exposure to authentaterials increases vocabulary
development as well as reading comprehension anidhgeaders. However, authentic
materials are written to convey information, notllestrate the meanings of unknown words.
Hence, they contain many low-frequency words unfiamio L2 readers. Contextual inference
of unknown words is not helpful either since itpessible only when the context is well
comprehended, and often context is not very ridieré&fore, the Matthew effect (Stanovich,
1986) occurs; that is, only learners who have reddhe threshold of vocabulary knowledge
benefit from the extensive exposure to authentiteras.

What happens to readers whose L2 linguistic conmgetéas not reached the required
threshold? Various methods are used to help easdetkical burden for L2 learners while
encountering authentic L2 reading materials. Onethaf most widely used tools is the
dictionary. However, dictionary use can be distrartand often learners spend more time
reading texts using dictionaries than reading texithout them. In addition, a study by

Luppescu and Day (1993) revealed that dictionasesmed to have a confusing effect on
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readers in many cases. When more than one mearaagpmwyvided, some L2 readers were
unable to select the right meaning of the word.

Apparently, L2 readers need special training irtidin@ary skills (Nation, 2001). The
other two options to help L2 readers overcome igh demand of vocabulary knowledge so
that they can read authentic texts successfullyt@reyntactically simplify the texts and to
provide glosses — meanings of words — in the margihthe texts. A study by Ulijn and
Strother (1990), however, disclosed that syntastmplification had no effect on reading
comprehension. Furthermore, changing the strucititbe texts makes them inauthentic and
probably less coherent, which can affect L2 reddex$ understanding.

Therefore, the second option - the provision ofalmdary glosses - seems to be a better
choice because it does not affect textual struanceso maintains the authenticity of the texts.
Unlike dictionaries, glossing provides accuratgéted meanings of unknown words that may
be difficult or impossible to guess from the comteso authentic texts can be used. According
to Nation (2001), glossing allows L2 readers tdofwl the text with very little interruption.
Moreover, it increases L2 learners’ independenceesihey do not have to rely on teachers to
provide meanings for unknown words (Stewart & Crd€91).

Despite the wide use of marginal glosses in L2stextd the high acceptance of glosses
among L2 teachers and L2 learners, empirical ssudield conflicting results regarding the
effects of glossing in printed texts on L2 vocabyleecall (Hulstijn, Hollander, & Greidanus,
1996; Ko, 1995) and on L2 reading recall (Luo, 1,98by, 1991).

The current generation of computer technology dieplithis line of research. The use
of multimedia technology such as audio, image, widad animation in the design of glossing
expands the provision of vocabulary meanings thatcm individual learning preferences.
Nevertheless, empirical research regarding thectsffef hypermedia glossing on vocabulary
acquisition and reading comprehension, especiaitil W2 readers, is still at the beginning
stage (Kamil & Lane, 1998). Similarly to the resdaabout glosses in printed texts, the studies
about the provision of glosses in hypermedia emvirents yield inconclusive results (Chun &
Plass, 1996; Laufer & Hill, 2000). Moreover, thevas little evidence regarding whether or not
readers use glosses or how readers actually usetthenhance their reading comprehension
despite the overwhelming preferences of users. ifit@nclusive results in empirical studies
and the availability of hypertext and multimediatleology point to the need for more research
on the utilization of glosses in L2 reading. Therent study was an attempt to pursue this line

of research.
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On the other hand, second language (L2) learnemll devels are faced with the
difficulty of learning vocabulary. For example, Mat (2000) suggests that a native speaker of
English knows about 20,000 word families. This posechallenging task for English as a
Second Language (ESL) learners. However, vocabukayning has long been neglected
within the field of Second Language Acquisition £§L

Recent years have seen increased interest in L2butary research. One influential
debate over the years is between incidental aeational vocabulary learning. The distinction
between the two learning conditions has been atgto learning task, learner attention and
the pedagogical context of the learning processadR2004). Both approaches have been
argued to contribute to the incremental learning2¥ocabulary (Hulstijn, 2001).

L2 research has argued in favour of incidental batay learning through reading
(Nation, 2001). As Jacobs et al. (1994) states twnforms to L2 learners’ reports that
vocabulary learning happens, in most cases, adeaideduring reading or listening. However,
L2 incidental vocabulary learning tends to be inoeatal and slow.

Annotation or gloss has been used as a standandrdem L2 reading materials to
facilitate comprehension in which L2 vocabularyritéag comes about as a by-product (Jacobs,
Dufon & Fong, 1994). As an instructional intervemti an annotation draws learner attention
briefly away from reading, and focuses it tempdyash the form and meaning of the annotated
word, thus enhancing vocabulary learning and ol/ezading comprehension. This echoes the
interactionist view of SLA (Long, 1996) and the ttepf processing hypothesis.

The effects of text annotation on L2 vocabularyiéay and reading comprehension
have been examined by studies which produced nfirdthgs (Watanabe, 1997). According
to Al-Seghayer (2001), different from the tradinmarginal annotation, multimedia
annotations can present vocabulary information uitiple modalities, such as audio (sound)
and visual (text, picture and video).

Studies have examined the effects of different $ypkannotations on incidental L2
vocabulary learning, in particular, the use of pietannotation and video annotation coupled
with text annotation (Al-Seghayer, 2001). Thesaligts support dual-coding theory (Paivio,
1990) and confirm the cognitive theory of multimediearning (Mayer, 2001) that maintains
how meaningful learning engages learners in bottbaleand visual cognitive processing
systems. According to Yoshii (2000), dual annotatd text and picture or text and video are
unanimously argued to be better than single anootin facilitating incidental L2 vocabulary

learning.
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Studies in audio annotation have mainly engagedisieeof pronunciation of the target
words, and their findings are inconsistent (Yeh &My, 2003). Audio is a different sensory
modality from visual modality, such as printed tartl pictures, because audio is processed by
the auditory working memory while printed texts apidture are processed by the visual
working memory; thus it should be treated sepayadsl to its effect on learning. Studies of
audio annotation should include not only the pramation, but also the definition or meaning
of the target words.

Furthermore, research suggests that the additian afudio element to dual annotations
does not seem to have a definite effect on L2 vdleap learning (Yeh & Wang, 2003). One
possible explanation is that the information delkee simultaneously through different
modalities (audio, verbal).

Previous studies examined the effects of annotatmm L2 vocabulary learning and
reading comprehension. These studies have supptrteceffectiveness of annotations in
facilitating L2 vocabulary learning. However, naidy in second language acquisition has
examined audio annotation in combination with t&sta dual multimedia annotation type. To
bridge this gap, the present study focused oniskise by comparing four types of annotation
including audio-only, text-only, audio-picture, at@kt-picture annotation in their effects on L2

reading comprehension in Iranian EFL context.

2. Review of related literature

2.1. Picture annotation

Visual aids have long been assumed to be beneiiicsdcond language learning. Tuttle (1975)
argued that “foreign language students can befrefit many types of visual material... the
still or flat picture can prove to be a rich resmuin the foreign language classroom” (p. 9).
The use of imagery representation of foreign wdrgsactual objects was also claimed by
Kellogg and Howe (1971) to be facilitative to clnéd’s vocabulary acquisition in a foreign
language.

Subsequently, a number of researchers have exploeeeffect of visual stimuli on L2
vocabulary learning and reading comprehension.ogglland Howe’s (1971) study compared
written words and pictures as cues for oral actjarsiof Spanish vocabulary by children. The
pictures yielded faster learning of new words tliha written stimuli and the effect was
retained for longer as indicated by greater remfalVords shown in pictures. Terrel (1986, cited

in Kost et al., 1999) proposed that combining thienf and visual representation of unknown
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L2 vocabulary helped learners to acquire concrdeas and references. In reviewing the
technigues used in learning L2 vocabulary, Oxfond &£rookall (1990) acknowledged the

effectiveness of visual imagery and maintained tfMjost learners are capable of associating
new information to concepts in memory by means eaningful visual images, and that visual
images make learning more efficient” (p. 17) anlde“pictorial-verbal combination involves

many parts of the brain, thus providing greatematnge power” (p. 17).

In annotation studies, picture annotation has hesnl to clarify the meaning of those
unknown words second language learners encounteeading. According to dual coding
theory, the way learners comprehend pictures diffgneatly from that of comprehending
textual information (Paivio, 1971). In other wordext is processed by the verbal cognitive
subsystem, while a picture is processed by theveobal cognitive subsystem. Research has
compared L2 vocabulary learning from text annotgtjicture annotation, and a combination

of text and picture annotation

2.2. Audio annotation

It is worth noting that little research has beenal audio annotation. Audio annotation gives
pronunciation, sample sentence, definition or meguaf a target word in spoken form. It has
never been studied separately from other annotathmes, but mostly as an additive
component. The only format in which audio annotatias been studied is the pronunciation of
target words. Findings on audio annotation areerathixed and uncertain. On the one hand,
Svenconis and Kerst (1995) suggested that the @ismudio could significantly improve
vocabulary learning, especially when coupled wittrsexond technique such as semantic
mapping. On the other hand, Chun and Plass (1986acited in Yeh & Wang, 2003)
challenged the effect of audio annotation. In addjtit seems that the addition of an audio
component to other annotations is not effectiveh(e Wang, 2003); instead it distracts
learners’ attention.

Chun and Plass (1996a) challenged the positivectetie audio annotation. In their
study, an audio component was added to three eéliffesinnotations types (text, text-picture,
and text-video); that is, a German native speakenqunced each target word. Of the three
successive studies, participants from study 1 ameer2 asked to report their use of retrieval
cues for vocabulary learning. Among the reportegsanf text, picture, video and sound, sound
was used the least as a retrieval cue, as showthdoypercentage of correct answers on
vocabulary test, 2.2% and 4.3% for sound cue inrttmeediate and delayed post-tests for study

1, and 0.6% in the immediate post-test for studyl2e authors suggested that the audio
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component was not useful in learning vocabulargesih showed very limited importance as a
retrieval cue.

In comparison to the use of word pronunciation he above two studies, Yeh and
Wang (2003) investigated the audio annotation irchvla native speaker read the word, spelled
the word and read the sentence that embedded tltk Waree types of vocabulary annotation
were examined: text annotation, text-picture araia and textpicture-audio annotation.
Analysis of the participants’ (82 Chinese EFL leas) performance on the posttests indicated
that the text-picture annotation was the most &ffedor vocabulary learning, and the text-
picture-audio annotation was the least effective.

Yeh and Wang (2003) offered three possible reagamthe relative ineffectiveness of
text-picture-audio annotation. The first reason Wwadsprocessing mechanism transfer — as
claimed by Chen (1998, cited in Yeh & Wang, 20@3)jnese EFL learners used more visual
strategies than English native speakers and wereftre less skillful in using the provided
audio information. This was confirmed by high prefece of visual learning style over low
auditory learning style by the participants in theestionnaire data. Thus, Chinese students did
not effectively process the information provided thg audio annotation. The second reason
resided in the fast speech rate of the audio ahantaCoupled with the visual learning style of
Chinese students, the fast speech rate distralsgegadrticipants and exceeded their listening
proficiency. Finally, the combination of text, pice and audio failed to give participants

enough time to process the available information.

2.3. Textual or pictorial glosses
Kost, Foss, and Lenzini (1999) conducted a studin \iEinglish-speaking college students
studying German (L2). The participants were divid@d three groups reading a text in three
different types of glosses: textual, pictorial, amoth textual and pictorial. In a two-week
delayed test, participants in the textual group #edpictorial group had a greater vocabulary
loss than those in the combination group. Howepearticipants in the combination group
outperformed those in the textual group only in thieture recognition test, and they
outperformed those in the pictorial group only e tword recognition test. The researchers
concluded that accessing information triggered ioyupes was more effective over time than
retrieving information triggered solely by words.

In another study, Karbalaei, Sattari and Nezamil§2Ccompared the effect of text-

picture and audio-picture multimedia annotationsacond language vocabulary recall among
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Iranian EFL learners. The results demonstrated dbdto-picture annotation is more effective
than text-picture annotation in facilitating immatdi L2 vocabulary recall.

In addition, Huang (2014) studied the effects ofltmedia annotation through the
discourse scheme and summary writing through tbergting theory (Chang, 1997) on text
comprehension. The results indicated that bothimattia annotation and summary writing
had significant positive effects on learners’ regdperformance.

In summary, studies regarding glossing in printedts lead to the following
conclusions. With respect to L2 vocabulary learnigigssing leads to better performance than
no-gloss condition (Hulstijn et al., 1996; Jacobale 1994; Rashkovsky, 1999). Moreover, L2
readers’ word retention lasts at least one to tweks (Ko, 1995; Kost et al., 1999; Watanabe,
1997). In regard to L2 text comprehension, reseaugyests that glossing has a more positive
effect on text recall than no-gloss condition (3avil989; Jacobs, 1994; Leffa, 1992;
Rashkovsky, 1999).

Regarding the effects of different types of glosskere is a tendency that the given-
meaning gloss has a more positive effect than tiferred-meaning gloss on both L2
vocabulary learning and L2 text comprehension (M@d1996, cited in Groot, 2000;
Watanabe, 1997). In addition, the combination &fual and pictorial glosses tends to have a
better effect on L2 vocabulary learning than eittextual or pictorial gloss only (Kost et al.,
1999). Furthermore, the difference between thectffef using L1 glosses and the use of L2
glosses on L2 vocabulary learning was not conctughacobs et al., 1994; Ko, 1995). As for
text comprehension, both the effects of L1 and ld&ges on L2 readers’ text recall were not
significantly different. These results, however,revdased mainly on recall and recognition

tests and other types of measurements may yidig eiift results.

3. The study

3.1. Research questions

The present study aimed to evaluate how textual andio glosses affect reading

comprehension, and whether textual-pictorial glessed audio-pictorial glosses can play a

significant role in enhancing reading comprehensionally, it sought to discover the effect of

textual, pictorial, textual-pictorial, audio-pictar glosses on L2 reading comprehension.
Based on the objectives of the study, the followqgestions were raised for further

investigation:
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1. Do textual glosses play any role in enhancing regadiomprehension among Iranian
EFL learners?

2. Do audio glosses play any role in enhancing readamgprehension among Iranian EFL
learners?

3. Can textual-pictorial glosses enhance reading cehgmrsion among Iranian EFL
learners?

4. Can audio-pictorial glosses enhance reading comepsebn among Iranian EFL
learners?

5. Is there any significant difference among the eftectextual, audio, textual-pictorial,
audio-pictorial glosses on L2 reading comprehenarmong Iranian EFL learners?

3.2. Participants

The patrticipants in the study were selected froor fdasses including 100 students studying
English in Institute of Science & Technology (Kidhan). Participants had a mean age of 24
and were at intermediate level as determined obakes of their scores on the PET proficiency
test. Those patrticipants placed between one stdm#aiation above and below the mean were
regarded as the main participants. Finally, 77esttglwere selected for the main procedure and
data analysis based on the research question. tHegnwere randomly assigned into four
experimental groups including the text-only grotipe audio-only group, the text-picture
annotation group, the audio-picture annotation gramd the control group. Some of the
students were excluded because of their absengggdhe implementation of one of the tests.
Finally, 63 students were placed in the respeatixgerimental groups and 14 in the control

group.

3.3. Instruments of the study

General English Proficiency Testhe PET proficiency test was utilized as the insenat for
assessing the participants’ level of proficiencyBnglish. This test comprised 30 multiple-
choice of vocabulary, grammar, and reading compragba itemsThe researcher piloted the
test with 24 students of the same level and sinalt@racteristics to those of the participants of
this study. It should be mentioned that the religbof PET proficiency test estimated by KR-
21 (Kuder-Richardson) formula turned out to be which is sufficient reliability.

Reading Material and Target Wordshe reading text, “European Settlers of Australiagds
selected based on three criteria including texgtlensyntactic complexity, and content. In

terms of length, the text has 449 words (includimg title). ESL students at the intermediate
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level are comfortable with reading texts of thisdth and syntactic complexity. It consists of
short, uncomplicated sentences and simple past isnssed throughout the text. There is an
average of 6.8 sentences in each paragraph, aadeaage sentence contains 10.8 words. The
percentage of simple sentences in the text is 80&6. With regard to the content, it seems
reasonable to assume that EFL students knew modeserthe same amount of general
information about the European colonization of Aalst and have comparable background
knowledge of the reading text (i.e., since noneliessn to Australia and its history is foreign to
all participants). The content of the text does mequire any specific culturally-related
knowledge.

The text selected for reading tells of the storyhaf European colonists in Australia in
the 1800s. The text was given to experienced EHRitruotors who teach intermediate
reading/writing classes and was confirmed to be@pjate for intermediate EFL students. The
20 target words were all nouns. They were selettedfrequency. Based on the word
frequency corpora of Francis and Kucera (1982) 2théarget words have a mean of 12.7 per
million words.

The reading text was modified into four differerrhs: a text-only annotation, an
audio-only annotation, a text with text-picture atations, and a text with audio-picture
annotations. The 20 target words were highlightetthé selected texts.

Multiple-choice Reading Comprehension Test (R)e reading comprehension text was
comprised of 10 multiple-choice questions. For equbstion, the participant was asked to
choose the best answers out of the four given optibhe questions and choices were given to
experienced EFL instructors for validation. The gjiems were confirmed to be easy to
understand and reflective of main idea of the mg¢ixt.

Word Recognition Test (WRM:correct choice received the score of 1 and aoriect choice
received the score of 0. The possible maximum sease20 points (1 point x 20 words).

All the instruments can be found in Appendices.

3.4. Procedure

The reading passages used for the purpose ofttlig were designed by the researcher to help
intermediate EFL students with vocabulary learnimgrder to comprehend reading better. The
passages used in this study provided students amitiotations for unknown words via four
different modes including a text-only annotation, audio-only annotation, a text with text-
picture annotations, and a text with audio-pictanmotations. The annotations were used to

assist the learning of unknown words and understgnaf the reading text.
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In the reading passages provided for the four mx@atal groups, four different
versions were used for the reading text. In thé-oeky group, the students were just provided
with the definition of the unknown words in the miaras text-only annotation. Regarding the
audio-only group, the students were provided witl audio file that described the unknown
words during reading comprehension. In the textdp& group, a textual definition of the
words together with a picture that describes thedweas used. In the audio-picture annotation
group, the students could see a picture that depiet meaning of the word and hear an audio
clip that explains the meaning of the word.

The study was conducted during the participarggular class times, and required two
consecutive 50-minute sessions. After selectingntiagn participants, the four classes were
considered as the experimental group and one wlassegarded as the control group. Then, all
students in all groups were asked to answer thdimgacomprehension test as pretest.
Afterwards, in the reading passages provided far fexperimental groups, four different
versions were used for the reading text. In thé-deky group, the students were just provided
with the definition of the unknown words in the miaras text-only annotation. Regarding the
audio-only group, the students were provided witl audio file that described the unknown
words during reading comprehension. In the textdp& group, a textual definition of the
words together with a picture that describes thedweas used. In the audio-picture annotation
group, the students could see a picture which tepiee meaning of the word and hear an

audio clip which explains the meaning of the word.

3.5. Results and findings
Research question 1. Do textual glosses play any role in enhancing irepdomprehension

among lranian EFL learners?

Table 1. Mean gain scores for vocabulary knowleglgeng samples in textual gloss and control group

Group N Mean Std. Deviation Std. Errof
Mean
Gain score Textual 16 2.31 .793 .198
Control 14 .86 1.231 .329

As it is evident from Table 2, there is a significalifference between gain score in
textual group and control group in Iranian EFL ednt(t=-3.788; P=.001). In other words, as
shown in Table 1, the participants scored higherZNd1, SD=.793) when they were exposed
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to textual glosses during their reading than whey twere not exposed to any kind of gloss
(M=.86, SD=1.231).

Table 2. Independent sample test for gain scoved@abulary knowledge for samples in textual androbn

group
t-test for Equality of Means

t df | Sig. (2- Mean Std. Error 95% Confidence
tailed) | Difference | Difference Interval of the
Difference

Lower Upper

Gain tota| Equal variances assumed 3.897 28 .001 1.455 373  01(.69 2.220

Equal variances not assun@d8821.676 .001 1.455 .384

(o2}

.658  2.253

Research question 2: Do audio glosses play any role in enhancing repdiomprehension
among lranian EFL learners?

Table 3. Mean gain scores for vocabulary knowlegigeng samples in audio gloss and control group

Group N Mean Std. Deviation  Std. Error
Mean
Gain score Audio 15 3.60 .910 .235
Control 14 .86 1.231 .329

As it can be observed from Table 4, a significaffecence was reported between gain
score in audio group and control group in Irani&b Eontext (t=2.884; P=.007). Based on the
results in Table 3, the participants scored higMe3.60, SD=.910) when they were exposed
to audio glosses during their reading than whewy tirere not exposed to any kind of gloss in

the control group (M=.86, SD= 1.231). In other wgyrdudio glosses could play a significant
role in learning new vocabulary while reading teett

Table 4. Independent sample test for gain scovedabulary knowledge for samples in audio glosscmrol

group
t-test for Equality of Means
T | Df | Sig. (2- Mean Std. Error 95% Confidence
tailed) | Difference | Difference Interval of the
Difference
Lowe Upper

Gain total | Equal variances assude88z 29 .007 1.202 417 .349 2.054
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Equal variances not assun®#4926.267 .008 1.202 422 .33b 2.068

Research question 3. Can textual-pictorial glosses enhance reading cehgmsion among

Iranian EFL learners?

Table 5. Mean gain scores for vocabulary knowleglgeng samples in textual-pictorial gloss and cdmfroup

Group N Mean Std. Deviation Std. Errof
Mean
Gain total Textual-pictorial 17 2.06 1.088 .264
Control 14 .86 1.231 .329

As shown in Table 5, the students learned new woetter when they were exposed to
textual-picture annotation (experimental groupnttize time they were not exposed to (Control
group) (Mean=2.06 and .86, respectively). As evigehin Table 6, the “t” value of 2.849 was
found to be significant at .001 level. In other dmr textual-pictorial glosses could play a

significant role on increasing adult EFL learnerstabulary knowledge.

Table 6. Independent sample test for gain scovedabulary knowledge for samples in audio glosscmrol

group
t-test for Equality of Means
t Df | Sig. (2-| Mean Std. Error | 95% Confidence
tailed) | Difference| Difference Interval of the
Difference
Lower  Upper
Gain total Equal variances assumed 2.884 29 .007 1.202 A1y 9(.342.054
Equal variances not assur84926.267 .008 1.202 422 .335 2.068

Research question 4. Can audio-pictorial glosses enhance reading cdmepsaon among
Iranian EFL learners?

Table 7. Mean gain scores for vocabulary knowlesilgeng samples in audio-pictorial gloss and comfrolip

Group N Mean Std. Deviation  Std. Error
Mean
Gain total Audio-picture 15 2.07 1.163 .300
Control 14 .86 1.231 .329
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Based on the results in Table 7, we can say trastildents learned new words better
when they were exposed to audio-picture glossese(emental group) than when they were
not exposed to them (Control group) (Mean=2.07 &8 respectively). Thus, there is a
significant difference between gain score in thdiayictorial group when they were exposed
to audio-picture glosses during reading and thegmeho did not receive any kind of gloss (t=-
2.715; P=.012) (Table 8). In other words, audictgnial glosses could play a significant role

in increasing adult EFL learners’ vocabulary knavyge.

Table 8.Independent sample test for gain score in vocaplilaowledge for samples in audio-pictorial glosd an

control group

t-test for Equality of Means
T df | Sig. (2- Mean Std. Error | 95% Confidence Interval
tailed) | Difference | Difference of the Difference

Lower Upper

Gain total Equal variances [2.720 27 011 1.210 445 297 2.122
assumed

Equal variances not[2.71526.56[L .012 1.210 446 295 2.124
assumed

Research question 5: Is there any significant difference among the effef textual, audio,
textual-pictorial, audio-pictorial glosses on L2adeng comprehension among Iranian EFL
learners?

In order to answer the fifth question, the vocabulgain score of textual, audio,
textual-pictorial, audio-pictorial gloss group amontrol group were computed and then
ANOVA was used to see whether there was any saamfi difference among the four groups
in gain score. The results of data analysis (ANOVA)Table 9 indicate that there is a
statistically significant difference between texfuaudio, textual-pictorial, audio-pictorial
glosses and control group in the results of gaoresbecause the obtained F value of 12.695,
was found to be significant at .001 level (P=.000)other words, the fifth null hypothesis
(There is no significant difference among the dffafictextual, audio, textual-pictorial, audio-

pictorial glosses on L2 reading comprehension anticargan EFL learners$ rejected.

Table 9. Results of ANOVA for mean posttest scores of saspi textual, audio, textual-pictorial, audio-pigal

gloss and control group

Sum of Df Mean Square F Sig.
Squares
Between Groups 55.45p 4 13.863 12.695 .p00
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Within Groups 78.626 72 1.092
Total 134.078 76

Now, in order to see where the difference startuks,post-hoc Scheffe test (Table 10)
showed that the audio-only group performed sigaifity better than the textual group
(Mean=3.60 vs. Mean=2.31) and the textual groupperfirmed the other groups. In
conclusion, the audio group was the best grougnimg of performance based on gain score.
As a result, audio-only annotation was recognizebe the most effective method for learning

new words during reading comprehension.
Table 10. Post hoc Scheffe Test

Group N Subset for alpha = .05
1 2 3
Control 14 .86
Text picture 17 2.06
Audio picture 15 2.07
Text 16 2.31
Audio 15 3.60
Sig. 1.000 .978 1.00(

4. Discussion
The results indicated that text-only gloss, audibrotext-picture, and audio-picture gloss or
annotation could help second language learners omeprtheir reading comprehension.
Regarding the difference between the effect of fiyyres of gloss, the audio-only group
performed significantly better than the textual ygraand the textual group outperformed the
other groups. As a result, audio-only annotatiors wecognized to be the best method for
learning new words during reading comprehensioh tex

The results of this study could support the mogaditfect of the cognitive theory of
multimedia learning (Mayer, 2001). Text annotateomd audio annotation are both verbally-
presented information; thus both kinds of annotationtain a combination of verbal and non-
verbal information. Based on the modality princig@addeley, 1999; Mayer, 2001), text
annotation and picture annotation will be procesbgdthe visual channel, while audio
annotation will be processed by the auditory chanrteerefore, in text-picture annotations, the
simultaneous register of both text and picture edube visual channel to be overloaded. This
led to information processing that was, at leasiaity, carried out solely in the visual working
memory. Thus, the cognitive resources availabléhm visual working memory had to be
divided between textual and pictorial informatiarhereas the auditory (phonological) working

memory was left unused.
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In comparison, in audio-picture annotations, thdi@was registered by the auditory
channel and processed in the phonological workieghory, while the picture was registered
by the visual channel and processed in the visaakiwg memory. This combination allowed
cognitive resources in both working memories toused. In other words, more cognitive
resources were utilized in audio-picture annotatithran in text-picture annotations.

The results of the present study confirm those istudvhich have reported the
superiority of a combination of audio and pictunecomparison to a combination of text and
picture when presenting new knowledge (Mayer & Asda, 1991; Mayer & Moreno, 1998;
Moreno & Mayer, 1999). According to the modalityirqmiple, audio-picture annotation
simultaneously engages both the visual working mgrand auditory working memory, while
text-picture annotation involves only the visual riinog memory; therefore, audio-picture
annotation enables more application of availablgnittve capacity and should consequently
lead to more content recall. The results from $higly indicate the superiority of audio-picture
annotations over text-picture annotations and tiygesority of audio-only over text-only.
However, previous studies have reported on theepate of visual learning styles over
auditory learning styles among Asian students (¥g.& Wang, 2003). For this study, the
visual information presented via audio-picture @ation might act as better retrieval cues, in
comparison to the information presented via tegtyse annotation, to help the participants

when taking the comprehension tests.

5. Final conclusions and implications for the futue

In conclusion, the results of the study demonstitzdé audio-only and audio-picture annotation
are more effective than text-only and text-pictuamnotation in enhancing reading
comprehension. The findings of this study suggesiraber of implications and extensions for
the classroom. First, the present study was coeduntan English language institute under the
normal constraints of classroom teaching.

This study provided the much-needed information tbe effect of four types of
annotation on second language reading compreherBipicomparing text-only, audio-only,
audio-picture and text-picture, it shed light om thse of different dual annotations for L2
learning. The present study has established tltab-aunly annotation is superior over text-only
annotation in facilitating L2 vocabulary learninghive reading and the superiority of audio-
picture over text-picture annotation in enhanciagding comprehension. This contributes to
the extension of the cognitive theory of multimetiarning to second language learning by

verifying both the modality effect and split-attiemt effect.
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Although this study has made some contributiongltss or annotation research in
second language acquisition, some questions sutteasffects of different annotations, dual
annotations on L2 vocabulary learning through negdand incidental and intentional
vocabulary learning conditions on L2 reading corhpresion as measured by different tasks
still remain unanswered.

In addition to the contributions and implicatiofw the field of second language
acquisition, especially in the area of multimedian@tation research, this study carried
important pedagogical implications. First of aletstudy provides some insights for material
designers into choosing the right combination ofdaities in facilitating L2 vocabulary
learning through reading. As confirmed by this gtutie use of audio-only and audio-picture
combinations facilitate L2 vocabulary immediatealean a more effective manner than text-
only and text-picture annotation. In designing mate, this finding could be taken into
consideration when making decisions about presgntiformation in different modes. This
could also inform language teachers and adminisganh making decisions about the most

effective programs to enhance L2 vocabulary legraimd reading comprehension.
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Appendix A

Vocabulary Knowledge Scale (VKS)

59

Directions: For each word, there are three chaa¢é®w much you know about the word, pleasele the one

that fits you most. If you choose lll, please vetittdown the meaning of the word.

1. shepherd
I. 1don't remember having seeing this word before
I I have seen this word before, but | don’t knowat it means

Il I have seen this word before, and | think itane

2.placard
I I don’t remember having seeing this word before
Il I have seen this word before, but | don't knoWwaw it means

111 I have seen this word before, and | think itans

3. prairie
I. I don’t remember having seeing this word before
II'I have seen this word before, but | don't knowaw it means

111 I have seen this word before, and | think itans

4. phantom
I. I don't remember having seeing this word before
I I have seen this word before, but | don’t knowat it means

Il | have seen this word before, and | think itane

5. noose
I. I don't remember having seeing this word before
I have seen this word before, but | don’t knoaw it means

111 I have seen this word before, and | think itans

6. herd

I. I don't remember having seeing this word before

Il I have seen this word before, but | don't knowat/it means
III'l have seen this word before, and | think it

means

7.twig
I. I don't remember having seeing this word before
I 1 have seen this word before, but | don’t knowaw it means

Il I have seen this word before, and | think itane

8.damsel
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I. I don’t remember having seeing this word before
II'I have seen this word before, but | don't knowaw it means

111 I have seen this word before, and | think itans

9. colonist
I. I don't remember having seeing this word before
Il I have seen this word before, but | don’t knolwaw it means

Il | have seen this word before, and | think itane

10.saddle
I. I don't remember having seeing this word before
I have seen this word before, but | don’t knoaw it means

111 I have seen this word before, and | think itans

11.labyrinth
I. I don't remember having seeing this word before
II'I have seen this word before, but | don't knowaw it means

111 I have seen this word before, and | think itans

12.cornet
I. I don't remember having seeing this word before
Il I have seen this word before, but | don’t knolwaw it means

Il I have seen this word before, and | think itane

13.armor
I. I don't remember having seeing this word before
I I have seen this word before, but | don’t knoat it means

111 I have seen this word before, and | think itans

14.bayonet
I. I don't remember having seeing this word before
Il I have seen this word before, but | don't knowaw it means

111 I have seen this word before, and | think itans

15.beak
I. I don't remember having seeing this word before
Il I have seen this word before, but | don’t knolwaw it means

Il | have seen this word before, and | think itane

16.barrel
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I. I don’t remember having seeing this word before
II'I have seen this word before, but | don't knowaw it means

111 I have seen this word before, and | think itans

17.accordion
I. I don't remember having seeing this word before
Il I have seen this word before, but | don’t knolwaw it means

Il | have seen this word before, and | think itane

18. satchel
I. I don't remember having seeing this word before
I have seen this word before, but | don’t knoaw it means

111 I have seen this word before, and | think itans

19.goblet
I. I don't remember having seeing this word before
II'I have seen this word before, but | don't knowaw it means

111 I have seen this word before, and | think itans

20.mansion
| .I don't remember having seeing this word before
Il I have seen this word before, but | don’t knolwaw it means

Il I have seen this word before, and | think itane
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Appendix B: Reading Text

The European Settlers of Australia
During the early 1800s, European people beganttte $e Australia. They lived alonthe coast. Most of them
thought that the inland of Australia wapuirie . In fact, amountain range separates the coast from the inland.
The mountain range is called tli&reat Dividing Range. To the new settlers, it sekrilee a labyrinth of
unexploredvalleys and mountains. Burke and Wills successfuitssed the Great Dividing Rangeli®30.
After that, European settlers started to settleohdythe mountains. Most of them wesigepherds They raised
animals for meat. They wore old clothes, ate sinfipdels, andived in small houses. Sometimes the native people
attacked them. Other times, animalech as emus attacked them with shaepks They didn’t havearmor to
protectthemselves.
Banjo Patterson was one of the most famous eattlgise He was a songwriter. kigote Australia’s most famous
song: Waltzing Matilda. The song is about a yotnageler. With nothing to do, the young man satesral tree,
put hissatchelon theground and played hisccordion. Then he saw herd of cows and decided to steal cioe
eat.
At that time, life was hard and people hated stegali he owner of the cow reported thss tothe police. A local
policeman caught the young traveler. The policetnak awaythe young man'saddleand horse, and put him in
prison. He used hisornet to call for ameeting at the center of the town. After the megtthe young man was
made to standn abarrel. Thepoliceman put aoosearound the young man’s neck and killed him.

Most Australian songs are not that sad, but WaitAftatilda tells the stories of the eadglonistsin the
first part of the 1800s in Australia. By the 1858ewever, life for thesearly settlers became better. Gold was
discovered in the colony of Victoria. As a restiitpusands of new settlers came and made Austtedia iome.
Many of them becamech through the goldush. In many stories of that timedamselhad nothing better to do
than to be beautiful. She just drank from a goldehlet, looked pretty for handsomgung men and lived in a
big mansion
More people came to Victoria for gold. The earlitlees were afraid of the newcomers.

They organized soldiers to keep order. At timeg tlewcomers walked on the streets avaled
placards as a sign of protest. On the placards, they dretus ofphantoms. Sometimes they thretwigs at the

soldiers. However, the soldiers, each armed withyonet, easily ended the protests.
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Appendix C: Word Recognition Test (WRT)
For each underlined word, please circle the correaneaning from the four choices.
. Most of these settlers were shepherds.
. a person who travels in the forest
. a person who takes care of sheep
. a person who digs gold for a living
. a person who buys and sells sheep
. To the new settlers, it seemed like a labyrinth.
. a group of scattered houses
. a set of connecting roads on a map
. a confusing set of connecting paths
. a group of animals living together
. The policeman took away the young man’s saddle.

. asmall bag

T 9292 W o O T 9 N O O T QO

. a leather seat

. a handgun

. a musical instrument

. Most of them thought that the inland of Austalias a prairie.
. a large area of wetland

. a large area of grassland

. a large area of desert

. a large area of forest

. They didn't have armor to protect themselves.

. wooden weapons

. metal tools

. wooden housing

. metal clothing

. The young traveler put his satchel on the ground

. a small bag with a shoulder strap

T 9 o o 60 T 9 o 60 T 9~ o o

. a wine glass with a base and a handle

. a leather seat used to ride horses

. a long sharp knife used by soldiers

. In many stories of that time, a damsel doesingtall the time.
..an unmarried girl

. & housewife

. a young soldier

.arich man

. They drew a picture of a phantom on the wall.

. a horse

O 9 00 O O T 9 N o9 O

. a ghost

63



Teaching English with Technologh9(3), 40-67 http://www.tewtjournal.org

C. a person
d. a sheep

9. The policeman put a noose around the traveheck.
a. a long necktie

b. a long metal chain

c. arope tied in a circle

d. a thin piece of cloth

10. The newcomers threw twigs at the soldiers.

a. a tree branch

b. a wood chip

c. a small stone

d. a smelly plant

11. She drank from a golden goblet.

a. a drinking glass

b. a water bowl

c. a table spoon

d. a metal plate

12. The policeman used his cornet to call for atmge
a. a box-shaped musical instrument that you plaly hands
b. a whistle used by policemen to get people’sitia
¢. a musical instrument that you play by blowingpiit
d. a big bell used to inform people of the time¢ha past
13. The traveler saw a herd of cows.

a. a number of people living together

b. a number of animals living together

¢. a number of travelers on the desert

d. a number of policemen at the station

14. The colonist arrived in Australia in 1800s.

a. a person who writes songs for travelers

b. a person who takes care of sheep

c. a person who settles in a new country

d. a person who fights for his country

15. The young girl lived in a mansion.

a. a large house

b. an old castle

c. a tall tower

d. a small cottage

16. Each soldier is armed with a bayonet.

a. a handgun used by policemen to protect people

b. a long and sharp blade fixed at the end of a gun
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c. a whistle used by policemen to get attention

d. a knife used by soldiers to kill animals

17. A gold digger waved a placard at the soldiers.
a. a flag people wave in public to get attention

b. a sign people hold in public in a demonstration
c. a piece of cloth people use to cover their heads
d. a cotton scarf people wear in cold weather

18. The young man was made to stand on a barrel.
a. a large tree trunk for people to stand on it

b. a wooden bench for people to sit on it

c. a large container with two handles

d. a large container with flat top and bottom

19. Emus attacked the settlers with sharp beaks.
a. the long and sharp knife used by hunters

b. the hard pointed part of a bird’s mouth

c. the sharp blade at the end of a gun

d. the pointed horn of a large animal

20. The young traveler played his accordion undettitee.
a. a whistle used to get attention

b. a big bell used to tell people time

c. a box-shaped musical instrument

d. a musical instrument like a trumpet
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Appendix D

Multiple-Choice Reading Comprehension Questions
Based on the reading passage, please circle thettmsswer for each question:
1. When the European settlers arrived in Austialidie 1800s, they hadnaisunderstanding about the inland of
Australia. What is the misunderstanding?
. They thought the inland of Australia was a lafgeest.
. They thought the inland of Australia was a lapgairie.
. They thought the inland of Australia was a |lamgguntain.
. They thought the inland of Australia was a laajee.
. Which of the following is mentioned as one & ttangerous things the easittlers had to face?
. bad weather of the inland
. thieves who steal cows
. bayonets of the newcomers
. animals with sharp beaks
. The early settlers did NOT have which of théof@ing?
. old clothes
. metal armor
. small houses
. animal meat
. The main character in the song “Waltzing Matildaa
. shepherd
. soldier
. songwriter
. traveler
. According to the passage, the character indhg did NOT have
. asmall bag
. an accordion
. a horse and saddle
. a sharp blade
. What did the policeman use to call for a meetinthe center of the town?
. an accordion
. acornet
. a whistle
. agoblet
. How did the main character in the song die?
. He was killed by a stone.
. He was killed by a gun.

. He was killed by a noose.

o0 w>» OO ®>» 9 00O0®®>» 00O ®>» 00T PP®OoO®>DNOOTP

. He was killed by a bayonet.
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8. In many stories about the European settlers #iéd 850s, a character is oftesed to describe the life at that
time. Who is that character?

A. a young woman

B. a settler’s wife

C. a young soldier

D. a young shepherd

9. What did the newcomers do to show their distikthe soldiers?
A. They moved away from the center of the town.

B. They walked on the streets and waved signs.

C. They threw small stones at the soldiers.

D. They used bayonets to fight the soldiers.

10. What pictures did the newcomers draw on thegptis?

A. pictures of prairies

B. pictures of satchels

C. pictures of ghosts

D. pictures of animals
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Abstract

This study investigated the effect of computersissi instruction (CAI) on adult second
language (L2) learners’ vocabulary recognition prmuction across high and low proficiency
levels. Seventy-four participants were assignedxjperimental (CAIl) and control groups. All
participants in the CAI group were categorized ihiigh and low proficiency levels, based on
their L2 vocabulary knowledge. The treatment ladimdone semester, 16 sessions, during
which 16 passages were covered. While the CAI giadpvidually worked on the passages
uploaded on the CALL software, enhanced with hyperannotations, the control group read
the same passages through traditional teachen@iremnstruction. The comparison of
vocabulary recognition and production pretest andt{est scores revealed the significant
effect of CAl on L2 learners’ vocabulary uptakelie immediate and delayed post-tests. While
no significant differences were found between tightand low proficiency participants in
terms of their improvement from production pretesthe post-test, lower-level participants
revealed more vocabulary recognition gains. Thdifigs have pedagogical implications for
L2 teachers, practitioners, and courseware designehat they can rely on CALL software as
a viable scaffolding tool for L2 vocabulary growth.

Keywords: asynchronous CALL; computer-assisted instructi@Alf; hypertext annotations;

vocabulary uptake

1. Introduction

Almost all second language (L2) learners and teacaee well aware of the fact that learning

an L2 involves acquiring a large number of wordgpétts and researchers in second and
foreign language acquisition have increasingly emspted the importance of investing in

vocabulary learning. According to Gardner (2011 ,léarners’ most important goal is to work
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for communicating effectively in the target langaagVithout a good command of L2 lexical
knowledge they may face communication breakdowdedwl, vocabulary acts as a bridge
between other language competences which are edgentearners’ effective communication
(Schmitt, 2010). Nevertheless, L2 language learhax® difficulty with vocabulary learning.
Only a few learners come close to the thresholéllé@v terms of the breadth and depth of
vocabulary knowledge (Qin, 2012), thus, it is intpat to systematically design the learning
and teaching of a large number of new words.

Despite the importance of vocabulary acquisition,seems that the traditional
approaches to vocabulary learning have been ineffeand teachers and scholars must look
for alternative approaches to make vocabulary legran enjoyable and autonomous practice.
In recent years, advances in computer technology the individuals’ easy access to the
Internet have opened new paths to instruction warety of scientific fields. Accordingly,
language learning has been informed by the introaglu©f new instructional technologies. In
the domain of technology-enhanced language lear(iitj-L), computer-assisted language
learning (CALL) andcomputer-assisted instruction (CAl) have been mwiregly applied by
language teachers and practitioners to numerowectspf L2 instruction in synchronous real-
time and/or asynchronous delayed-time md@egsleil, Fisher, & Newbold, 2004).

Coincidental with the application of CALL technoleg in L2 classes, a number of
CALL-oriented studies have been conducted by L2hees and researchers; nevertheless, the
literature in the field on different L2 aspectgy(eKilickaya, 2015; Li, 2018; Mohamadi, 2018)
in general and L2 vocabulary (e.g., Khezerlou,sE#i Sadeghi, 2017; Tsali, in press; Yun,
2011) in particular is yet inconclusive, and moedges are needed to arrive at a more robust
picture of the role technology plays in vocabulestruction. The need is even more evident in
the context of Iran as a developing country withakv@nline infrastructures, which do not
easily allow the implementation of CALL. Moreovamost of the existing studies have
addressed a single level of proficiency (e.g., ,Tsaipress; Wang, 2014), and few studies
(Chen, Chen & Yang, 2019; Gorjian, Moosavinia, Hiora Kavari, Asgari & Hydarei, 2011)
have looked at the differential impacts of CALL participants at more or less proficiency
levels.

Given the shortcomings of previous research anadahidor more studies on the effects
of CALL adoption especially in rarely touched cotig this study aims to investigate the
effect of CALL on the acquisition of L2 academiccabulary among Iranian university

students. Moreover, it explores whether the eftdcCALL differs as far as the proficiency
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level of the students is concerned. The followiresearch questions were specifically
addressed:
1. Is there any significant effect for asynchronousI@h Iranian L2 learners’
vocabulary recognition?
2. Is there any significant effect for asynchronousl@h Iranian L2 learners’
vocabulary production?
3. Does the effect of asynchronous CAl, if any, difeaross learners at different
proficiency levels?

4. s the effect of asynchronous CAl, if any, retaime@r a long time?

2. Literature review

2.1. Background

With the advances made in information technologg #me growing use of the Internet,
computer technology has permeated educational xisntever since, in the field of EFL, many
teachers, educators, and practitioners have ad@piéd -afforded technological platforms as
an alternative to or a complement for their conweral instructional approaches. Meanwhile,
in vocabulary acquisition, the affordances avadainl CALL (in terms of numerous contacts
with the lexical items and the provision of valuabhformation regarding vocabulary use,
spelling, pronunciation, and collocational patteimsnultimedia environments) have received
lots of attention.

Adopting technology for learning/teaching purposessupported theoretically and
empirically. Theoretically, Paivio’'s (1991) dualding theory and the generative theory of
multimedia learning (Mayer, 1997) lend support ke tuse of multi-modal technological
interfaces. These scholars argue that differentemanf presentation (verbal, pictorial, and
textual) may collaboratively provide more favorabbenditions for the acquisition of
instructional objectives. While employing differemodes simultaneously, the burden placed
on the working memory will be reduced, and it camcpss the information in a less demanding
way. Apart from the theoretical support, a wealtlempirical studies (e.g., Chen et al., 2019;
Eftekhari & Sotoudehnama, 2018; Li, 2018; Moham&fl18) also offer evidence on the
advantages associated with computer technology.

This study does not involve many multimedia modssice we limited our
experimentation to the textual annotation. Accaogtlin our study borrows its theoretical

foundation from Vygotsky's (1978) sociocultural ¢ing, and in particular the notion of
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scaffolding. According to Frawley and Lantolf (198%he learning process may be regulated
by the individual's interaction with others (othemgulation) or with the tools or mediational

means (object-regulation). Based on this view, almer of tools act as a buffer between the
learner and the social environment and mediaterdtaionship between the learner and the
social world (Lantolf, 2000). From among a variefytools, computer-mediated platforms can
be regarded as scaffolding tools or mediationalnadar promoting learners’ L2 knowledge in

general and vocabulary knowledge in particular.vidng on this theoretical foundation, the

purpose of this study was to investigate the eftéasynchronous CAI on Iranian university

students’ L2 vocabulary uptake.

Two important aspects of vocabulary include g@gnition and production of lexical
items. According to Harley (2008), “recognizing a@ra occurs when we uniquely access its
representation in the mental lexicon” (p. 207).phoduction, on the other hand, we go from
three phases of conceptualizing the message, fatmgl it into a linguistic form, and
executing it by phonetic planning and articulatigvhile recognition involves the activation of
existing memory traces, production demands seagchithin the mental representations of the
already acquired knowledge (Cariana & Lee, 2001yef the various underlying processes
involved in recognition and production, differemtctors might affect each of them, amongst
them, according to Lee and Pulido (2016), the preficy level of the individuals. A further
purpose of this study was thus to explore whether dffect of asynchronous CAI on L2
vocabulary recognition and production is signifitandifferent for learners at different

proficiency levels.

2.2. CALL and vocabulary acquisition

In L2 vocabulary acquisition, computer-mediated cations or glosses can be employed to
clarify the meaning of unknown words. They have plo¢entiality of assisting learners in an
adaptive, autonomous, and individualized contekesE annotations might be L1 translations,
L2 synonyms, definitions, exemplifications, visyats a combination of them. There is ample
evidence that the use of hypertext glosses aftbetgeading skill and vocabulary gains in a
variety of ways. According to Abuseileek (2008)e tincorporation of CALLper se does not
explain the overall vocabulary acquisition, butittes so via increasing the retention time and
decreasing the vocabulary look-up time. Some ostedies (e.g., Su, Li, Liang, & Tsali, in
press; Wang, 2016) also attributed the benefi¢fatts of CALL to learners’ positive attitudes,

perceptions, and motivation towards reading enléhbgehypertexts.
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In pedagogical contexts informed by CALL technolptparners may be engaged in an
online synchronous (e.g., video conferencing aradtety) or offline asynchronous (e.g., emalil
and blog) CALL. As stated by Abrams (2003), syncmas and asynchronous CALL are
similar and different in a number of ways. Bothtbém offer affordances in terms of more
opportunities for language use, increased amounispot and output, and more interaction
and negotiation. Synchronous mode is simultaneous raquires immediate response and
feedback, not allowing for external support. Asymctous forum, on the other hand, is not
subject to time constraints, and learners aretaliearn the language at their own pace without
being interrupted by the factors inherent in tiad&l face-to-face modes. Due to the
affordance provided in asynchronous mode in terimeftection on one’s ideas, it results in the
production of more sophisticated lexicon and syitally more complex language (Zapata &
Sagarra, 2007). According to Fitzpatrick and Dolyng010), decisions on whether to adopt a
synchronous/asynchronous approach are contingeoh @ number of factors including
individual dimensions, preferences, aims, purposasd institutional and pedagogical
objectives.

The interface between synchronous/asynchronous G#ld_L2 vocabulary acquisition
has been examined in a number of studies, proviemMence on the preference of CALL over
traditional approaches. In a meta-analysis, Chiad82 found an overall average effect of
CALL on L2 vocabulary development. She enumeratedr fimportant moderators of
vocabulary learning in CALL: treatment durationstpapants’ educational level, game-based
learning, and the instruction of the teacher. Leesnvho received CALL treatment over a short
period of time (about a month) benefited from ttyige of instruction more than those who
were exposed to similar instruction in the long.loreover, CALL proved more effective for
students at high educational levels (e.g., unitxeisivel) compared with elementary levels.
Instruction via CALL without the games appearedo better than game-based instruction.
Finally, autonomous student-centered learning teddtter outcomes than teacher-directed
instruction. Similar observations in term of thevatages of CALL were also reported by
Wang (2016), Mirzaei, Rahimi Domakani and Rahinfil&), and Tsai (in press).

A number of CALL-focused studies have found tharmers’ vocabulary retention may
vary as a function of their proficiency level, ameh other factors. The corresponding
vocabulary growth was found to be dissimilar fowland high proficiency learners. Some
studies offered evidence on better vocabulary gaimslvanced learners (e.g., Abraham, 2008;
Gorgian et al., 2011). Abraham (2008), in synthagizhe findings of previous studies on the

impact of glosses on reading comprehension andlental vocabulary acquisition, found a
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small effect size for beginners compared with miediate and advanced learners. She,
however, argued that since the number of studies lw@ited for each of the instructional
levels, these conclusions were tentative. In eh&urstudy, Gorjian and his colleagues (2011)
found that low achievers benefited from CALL in abalary retention (as shown by their
immediate post-test scores), but high achieversodsetrated gains in both vocabulary retention
and recall (as shown by their delayed post-testes3o

The better gains of the advanced learners wergeapatrted in all studies, with some
research documenting better scores of low profayielearners (e.g., Chen et al., 2019; Li,
2010; Yun, 2011). Li (2010) explored the short-teand long-term effects of using computer-
mediated dictionaries on Chinese English as a $ktanguage (ESL) students’ retention of
vocabulary items across different proficiency lev&uring the treatment, the participants were
required to read stories in two conditions: witld amthout the support of monolingual print
dictionaries and/or bilingual electronic dictioresi This was followed by some vocabulary
tests based on the reading texts. The results shthaé low-ability learners outperformed their
high-level counterparts. Similar findings were rgpd by Yun (2011), who conducted a meta-
analysis to synthesize the findings of some previstudies that compared the effect of
computer-mediated glosses on L2 reading and voaabtgtention among learners exposed to
these glosses versus those who used traditionahitpees. He found the positive impact of
computer-mediated glosses on these measures. tioupear, it appeared that, in comparison
with intermediate and higher-level learners, lovesel learners were more likely to get
advantage from multiple multimedia glosses. Thisatws with the findings of Chen (2019),
who developed a corpus-based paraphrasing sys$sistiag learners to expand the knowledge
of form, meaning, and the use of lexical items #mohd the better improvement of the weaker
students.

Considering the mixed findings in terms of the b#s@f CALL to learners at high/low
proficiency levels, this domain opts for more sasgdito arrive at robust findings and
generalizable results. Moreover, given the multieinsionality of the construct of vocabulary
knowledge (Zhong, 2014), vocabulary-focused re$esiould be designed in a way to account
for different aspects of word knowledge, includirggognition and production. Accordingly,
this study aims at examining the effects of asymecbus CALL on Iranian EFL learners'
acquisition of vocabulary knowledge across high kvd proficiency levels. It also explores

whether the vocabulary gains, if any, are mainthioser a long time.



Teaching English with Technology, 19(3), 68-89 http://www.tewtjournal.org 74

3. The present study

3.1. Design

This study adopted a quasi-experimental design with intact classes to investigate the
impact of asynchronous computer-assisted instmg@Al) on L2 learners’ vocabulary uptake

across different proficiency levels. The instructitype was the independent variable and
learners’ comprehension and production of vocalgutepresented the dependent variables.

The proficiency level of the learners served asodemating variable.

3.2. Participants
The participants of this study were selected fram intact classes in a national University in
East Azarbaijan Province, Iran. They were 79 (4%emaad 34 female) freshman students in the
age range of 18 to 27 (M = 23.6). The first languad the participants was either Farsi or
Azari Turkish, and they had an average of 6.5 yeafsrmal pre-university English learning.
Based on their scores in the quick placement t@RT], the participants were at high-
intermediate (N = 37) and low-intermediate (N = 420ficiency levels. They enrolled in a
general English course which is an obligatory cedos all university students. There was a
7% subject attrition. Since some students (N =i@)ndt take the post-test or were not present
in some treatment sessions (N = 2), they were drdurom the final analysis. So, from the
original pool of 79 participants, the data from(R4= 74) participants including 41 males and
33 females were analyzed.

The classes were assigned to CAI (N = 43; 24 naldsl9 females) and control groups
(N = 31; 17 males and 14 females). Moreover, basedtheir scores in the QPThe
participants in the CAI group were assigned tohigh (N = 23) and low proficiency (N = 20)

levels.

3.3. Instrumentation

Quick placement test (QPT): QPT is a standardized test with establishedbiitvaand validity
developed by Oxford University Press and UniversifyCambridge Local Examinations
Syndicate. It includes two parts, 60 items, with gecond part including more difficult items.
For this study, the first part of the test was usenhcluded 40 multiple-choice items, 25 items
for vocabulary and 15 cloze items. The test tooduall5 minutes to complete. The internal
consistency of the test was also acceptable asatadi by a Cronbach’s alpha coefficient of
7.
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Vocabulary pre/post-test: Two isomorphic researcher-made versions of a vdeapu
test were administered as the pretest and thetgsistThe vocabulary items included in each
test were meticulously chosen from the studentsts®book to represent all chapters covered.
Each test included 40 multiple-choice and 40 cotigie@tems, which were used to assess the
participants’ recognition and production of L2 vbatary prior to and following the treatment.
In each of the tests, the items were equally tisted in terms of the word classes (parts of
speech) including five items for each of the noadljective, verb, and adverbs. Moreover, to
control the effect of word frequency level, an aipe was made to choose the lexical items in
the test stem and response options (in the casieakcognition test) from among the 4,000
and 5,000 word frequency levels. In scoring th@gedion test, each correct answer was given
0.05 point. There was no penalty for wrong answ@itse criteria used for scoring the
production tests were based on the lenient/stwetuation proposed by Yoshi and Flaitz
(2002). Accordingly, partially correct answers weigen 0.25 points while the fully correct
answers were allocated 0.5 point. Otherwise, nmtpeias assigned to the responses. The
maximum score for each of the recognition and pctido tests was 20.

The original version of the pretest was piloted@0 students similar to the target
population. Following the pilot test and having solted with two specialists in the field, some
items were removed or replaced. The reliabilitigstioe tests were also measured by
Cronbach’s alpha coefficient and found to be aadptyielding .78 and .73 coefficients for
the pretest and the post-test, respectively. Thgestive judgments of two experts in TEFL
were used to check the content validitjoreover, the inter-rater reliability measures loé t
production test scores were verified by SpearmawBrFormula with coefficients of .79 and
.83 for the production pretest and post-test, respay.

Questionnaire: A background questionnaire was administered itot ¢he participants’
prior knowledge and experience in using computathrielogy. The 20 items in the
questionnaire were adapted from Warner (2004), iandddition to demographic questions
(name, age, gender, native language), it includezbtparts:

@) questions on the participants’ amount of acceshdocomputer/Internet [how
many hours a day they used computers at campuwgrm/home, at work (if
they had a job), and other (specify)],

(b) the purposes for which they used the computer (woodessing, email, World
Wide Web, chat and online discussions, and gaming)

(c) their assessment of the extent to which they usedeichnology for a variety of

purposes (for career, communication with peoplarnieg about people and
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cultures, overcoming weaknesses, getting a senselofiging to a community,
and enhancing the creativity).

The participants provided their responses to (@rand (c) on a 5-point Likert scale.
The participants’ responses to the questionnaradtwere used to assign them to control and
experimental groups, with the students with morergknowledge and further experience of
the computer technology being placed into the erpatal group. This was done to ensure
that the experimental group’s computer literacy dasonstruct irrelevant variance) or a lack
thereof did not affect their post-test performance.

Textbook: To pass the general English course, all studeetxled to cover eight
chapters (16 passages)Autive Xills for Reading 2 (Anderson, 2008). It remains one of the
major sources for General English courses in mbshe universities in Iran. The book has
been authored with an intermediate-level audienaaind who aim at increasing their general
and academic English knowledge and are preparingté&mdardized tests. It includes a variety
of passages with interesting and engaging topiag, (goung athletes, human body, leisure
time, and music). Each unit contains some brainstay questions followed by two passages.
After each passage, there are several activitiekidmg reading comprehension exercise,
activities designed to promote learners’ criti¢ahking skills, vocabulary matching exercises,
and completion type exercises. For this studyfalbas was mainly on the activities that aimed
at promoting L2 vocabulary knowledge.

Vocabulary building software: The vocabulary building software employed in this
study wasLearning with Texts, version 14. It is a tool to support the generad academic
language learning through reading, listening, @stirig the words in the context. It has a lot of
user-friendly resources; however, not all of thizsdlities were used in this study. One of the
most important and useful features of this softwaweghich is hardly present in similar types of
vocabulary software — is its potential for usersiptoad their content. The main feature of the
software used in this study was the glossed diatipwhich enabled the learners to look up the
words’ L1 translation, synonyms, and parts of shee&lso, specific modules have been

incorporated into this software to provide the vgonunciation.

3.4. Procedure

Prior to the treatment and based on the particgpaesponses to the background questionnaire,
the participants with more prior experience with LCAapplications were assigned to the
experimental (CAIl) group while those with lessempemence sat in the control group.

Moreover, based on their QPT scores, all partidgpanthe CAI group, in an uninformed way,
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were assigned to high and low proficiency leveihsthe introductory session, the CAI group
was familiarized with the type of instruction an@terials used and received technical training
on how to use the vocabulary software.

The CAI group received the treatment in the langukaiporatory equipped with PCs
with the vocabulary building software installedatiphones, and a good Internet connection.
Before each session, the reading passage that weuwddvered in that session was uploaded by
the teacher (one of the researchers). At the vegynning, the learners listentemthe passage
through headphones. Following this, they read #ssage on their own. While encountering a
new word, they clicked on it. A window then opergidplaying the information needed to
clarify the meaning of that word like synonyms,aryms, definitions, and sample sentences
including the word. Halfway through the task, tleadher walked around and assisted the
students if they encountered any problems.

While the CAI group received the treatment in thaguage laboratory, the control
group attended the sessions in a normal classrodtim mo computing facilities. The
participants in the control group covered the sgassages individually with no access to the
CALL software. Prior to reading each paragraph, riteanings of the unknown words were
clarified by the teacher through verbal cues iniciggynonyms, definitions, and examples.

After reading each passage, sample textbook aeswiith a major focus on vocabulary
development were done by both groups. While eacticant accomplished the activities
individually, the teacher monitored their perforrmanand offered them feedback and
assistance. Finally, the answers were checkedtaaréd with the whole class.

The treatment lasted three months, 16 sessions,an@ek and twice every other week
for 90 minutes. Following the treatment, the pest-tand four weeks later, the delayed post-
test including the vocabulary recognition and puioiun tests were administered to gauge the

participants’ recognition, production, and retental vocabulary items after the treatment.

3.5. Data collection and analysis

The data for this study were collected using thiretruments:QPT, questionnaire, and
vocabulary pre/post-test. QPT was administeredrbdfee treatment to check the participants’
general English proficiency level. The questionmairas completed by the students to assign
them to control and experimental groups. Vocabufastest and post-test, including a similar
number of multiple-choice and completion items ftte recognition and production of
vocabulary, were administered to gauge the paaintg knowledge prior to and following the

treatment.
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The data collected were analyzed using SPSS veBlo\ series of inferential and
parametric statistics were run. After ensuring tieemal distribution of the data, a series of
tests were run to answer the questions. The ldwagnificance was set at 0.05. As for research
questions 1 and 2, two independent samiptests were conducted to compare CAIl and control
groups’ post-test scores in both measures of retogrand production of vocabulary items.
Moreover, two paired samplégests were run to make sure that the CAl groupgavgd from
pretest to post-test in recognition and productidrvocabulary. As for the third research
question, a series of ANOVA tests were run to camgagh, low, and control groups in
vocabulary recognition and production at pretest post-test stages. Using the Scheffe test,
post-hoc paired comparisons were also run to losare the difference between the groups
lies. To answer research question 4, two pairedpbstrtests on recognition and production
post-test and delayed post-test scores of the CGalpgwere conducted to check whether the
effect of the instruction was durable over time.

The following section presents the results, whioh @ganized around the three main
areas of focus in this studfa) the effect of CAl on vocabulary uptake, (b) #féect of CAl
across high and low proficiency levels, and (c) kveg-term effect of CAl on vocabulary

uptake Finally, the results obtained from the questiormaiere discussed.

4. Results

4.1. The effect of CAl on vocabulary uptake

The first and second research questions addreseesffect of CAl on vocabulary recognition
and production. Table 1 shows the descriptive sttesi for CAl and control groups in the
pretest and the post-test. The comparison of mglaows that the CAIl group outperformed in
vocabulary recognition post-test (M = 13.43; SD.53} compared with the pretest (M = 9.69;
SD = 3.24). Similarly, the mean increased from putin pretest (M = 10.03; SD = 3.18) to
post-test (M = 13.03; SD = 3.01).

Table 1.Descriptive statistics for the pretest and the p@st scores

ean n. ax.

EANRLIGIHEHBZRRLES! #0188 489 (P 1840

CAl, Production Pretest 43 10.03 3.18 7.50 18.0
CAl, Production Post-test 43 13.03 3.01 9.00 16.5
Control, Recognition Pretest 31 961 122 850 14.00
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Independent samplédests were conducted to compare the means ofAheu@ control
groups in vocabulary recognition and productiontytests (Table 2).

Table 2.Independent samplégest for vocabulary recognition and productiontgest scores of CAl and control

groups
Paired Differences
95% Confidence InterVa
Mean SD SEM Lower Upper t df Sig.(two
-tailed)
CAl, Control Rec. 3.16 0.35 0.29 2.56 5.98 9.74 43 0.00
CAl, Control Pro. 2.90 0.47 1.3 .020 3.07 10.23 39 0.00

Note. The mean difference is significant at the 0.Q&le
Rec = Recognition, Pro = Production

The results of independent samplietests, as illustrated in Table 2, show a significa
difference between the post-test scores of coatndl CAl groups in vocabulary recognitian (
= 9.74,p < 0.05) and productiont € 10.23,p < 0.05). To assess the CAIl group’s improvement
from pretest to post-test (within-group comparisgodired samples-tests were conducted
(Table 3).

Table 3. Paired samples t-test of CAl group’s sedoe the vocabulary recognition and productionstes

Paired Differences
95% Confidence Interval

Mean SD SEM Lower Upper t df Sig.(two-
tailed)
Rec. pretest-post-test ~ 3.74 23 43 -2.38 3.98 10.26 21 0.00
Pro. pretest-post-test 3.10 45 1.2 -3.02 4.64 12.76 21 0.00

Note. Rec = Recognition, Pro = Production

The results of paired samplésests (Table 3) comparing the effect of CAl on almdlary
uptake show that significant differences exist lestw the participants’ mean scores in
recognition { = 10.26;p < 0.05) and production post-test<12.76;p < 0.05) compared with
the pretest. Thus, in response to the first andrgkoesearch questions, it can be concluded that
CAl had a statistically significant effect on vocddry uptake of Iranian L2 learners.
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4.2. The effect of CAl across high and low proficiecy levels

The focus of the third research question was tfexedf CAl on vocabulary uptake across the
participants at high and low proficiency levelsblea4 shows the descriptive statistics related
to the pretest and post-test scores of controh,lagd low groups. As shown in the table, there
are differences in the vocabulary recognition anmatdpction mean scores of the high group
(Recognition M = 14.32; SD = 3.07; Production M 3.49; SD = 1.02) and low group
(Recognition M = 12.03; SD = 1.09; Production M238; SD = 2.73).

Table 4. Results of the pretest and post-test saufreontrol, high, and low groups

N M SD Min. Max.
High Group’s Recognition Pretest 23 1124 4.03 10.0 15.00
High Group’s Recognition Post-test 23 14.32 3.07 12.0 19.00
High Group’s Production Pretest 23  10.63 3.21 7.50 19.00
High Group’s Production Post-test 23 13.49 1.02 11.5 16.50
Low Group’s Recognition Pretest 20 8.12 2.81 5.00 11.00
Low Group’s Recognition Post-test 20 12.03 1.09 9.50 15.00
Low Group’s Production Pretest 20 9.54 4.31 7.00 12.50
Low Group’s Production Post-test 20 1258 2.73 9.00 14.50

To compare the significance of differences betwibenmean scores across the high, low, and
control groups, two one-way ANOVA tests of betweseijects effects were run to compare

the recognition and production scocéshe three groups (Table 5).

Table 5,ANOVA tests comparing the improvement of high, lamd control groups from vocabulary recognition
and production pretest to post-test

Sum of squares df Mean Squares F Sig.
Rec. Between Groups 326.74 2 163.37 36.12 0.00
Rec. Within Groups 215.02 47 5.63
Total 541.76
Pro. Between Groups 298.20 2 203.25 29.86 0.00
Prod. Within Groups 167.32 47 12.02
Total 465.52

Note. Rec = Recognition, Pro = Production

As Table 5 shows, there is a significant differetmdween the three groups in terms of
vocabulary recognitionq = 36.12,p < 0.05) and production scords£ 29.86,p < 0.05).
To determine the location of the differenpest hoc pairwise comparisons were run.

Tables 6 and 7 present the results of paired casges.
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Table 6. Post hoc pairwise comparisons of vocabpukrognition gains

Mean SEM 95% Confidence Sig.
Difference Interval
Lower Upper

High Group Control  4.05 0.21 1.73 443 0.01
Low 2.29 0.72 0.11 5.01 0.00
Low Group Control  1.76 0.54 1.24 3.81 0.00
High -2.29 0.72 -5.01 -0.11  0.00
Control Group High -4.05 0.21 -4.43 -1.73  0.01
Low -1.76 0.54 -3.81 -1.24  0.00

Note. P < 0.05

As shown in Table 6, the vocabulary redtogm post-test scores are significantly
different in three groups. The high group outperfed control (mean difference = 4.05; SD =
0.21) and low groups (mean difference = 2.29; SD.'2). Likewise, a significant difference
was found between control and low groups (mearewtfice = 1.76; SD = 0.54). A further
point is that although both of the experimentalup® appeared to perform significantly better
in vocabulary recognition post-test compared with pretest, as observable in Table 4, the
recognition gains were higher in the case of the dooup (pretest-post-test mean difference =
3.91) compared with the high group (pretest-post-teean difference = 3.08). It can be
concluded that asynchronous CAIl had an effect aitd@ learners’ vocabulary recognition,

and the effect was higher for low proficiency leans

Table 7.Post hoc pairwise comparisons of vocabulary pradnaains

Mean SEM 95% Confidence Sig.
Difference Interval
Lower
Upper
High Group Control 3.26 0.61 071 521 .001
Low 0.91 0.73 -5.01 3.53 .067
Low Group Control 2.35 0.46 1.28 3.84 .000
High -0.91 0.73 3.53 5.01 .067
Control Group High -3.26 0.61 521 -0.71 .001

Low -2.35 0.46 3.83 1.28 .000
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As presented in Table 7, the high and low grouptpeed significantly better than the control
group on vocabulary production post-test (high ematrol group’s mean difference = 3.26<5
0.05; low and control group’s mean difference =528 < 0.05). However, no significant
difference was found between the high and low giiaupe production of L2 vocabulary when
exposed to asynchronous CAl (high and low groupgsumdifference = 0.9 > 0.05). Thus,
there was an interaction between the proficienegll@and the type of vocabulary tests. In
response to the third research question, it casoheluded that while both high and low groups
outperformed their pretests in vocabulary recognitind production post-tests, the low group

revealed higher recognition gains than the higlugro

4.3. The long-term effect of CAl on vocabulary uptie
To address research question 4, which addresselbribeerm effect of CAl on vocabulary

uptake, the post-test and delayed post-test sajrése CAl group were compared. Table 8
shows the descriptive statistics.

Table 8.Descriptive statistics for the post-test and dedgyest-test scores of the CAl group

N M SD Min.  Max.
Recognition Post-test 43 1343 2,53 12.0 19.0
Recognition Delayed Post-test 43 13.29 3.21 11.0 17.0
Production Post-test 43 13.03 3.01 9.00 165
Production Delayed Post-test 43 1297 3.45 7.00 185

To compare the significance of differences betwienpost-test and delayed post-test mean
scores, two paired samplegests were run.

Table 9.Paired sampleistest for the post-test and delayed post-test saafrthe CAl group

Paired Differences
95% Confidence Interval

Mean SD SEM Lower Upper t df Sig.(two
-tailed)
Rec. Post-Delayed 0.14 .23 .63 0.07 1.23 1.47 47 .15
Pro. Post-Delayed 0.06 145 1.42 -1.08 2.69 9.53 38 .07

Note. Rec = Recognition, Pro = Production

Table 9 shows no significant differenge= .15) between the vocabulary recognition
scores in the post-test and the delayed postitést .14, SD = 0.23) with (47) = 1.47p >

0.05. Similarly, vocabulary production scores rée@ano significance difference between the
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post-test and delayed post-test scores (M = 0.D65 $.45) witht (38) = 9.53p > 0.05. Thus,
in response to research question 4, it can be ededlthat the effects of CAl on vocabulary

uptake were retained over four weeks.

4.4. Questionnaire results

The results of the first part of the questionnauggested that while almost all learners had
access to computers and the Intertiet,place and the amount of time they spent on atenp
per day were different across participants. Theonitgjof the students reported that they had
access to computers at campus (4.2), in dorm @tépme (4.3), and in dorm computer center
(2.02). Few of them (1.6%) reported computer acaesgork, and only 1.21 percent used their

friends’ computers.

Table 10. Participants’ responses to the questiongart 1)

The place where you access the computer Hours per day
At campus computer 4.2
In dorm room 3.6
In dorm computer center 2.02
At the place where you live (if not a dorm) 4.3
At work 1.6
From a friends computer Other (please specify) 0.21
Other (please specify) 0.03

Concerning the second part of the questionnaie ftirposes for which the computer/internet
was used), surfing the World Wide Web receivedhighest score (@), followed by word

processing (53%) and email (48%). Using the teaymofor online chatting and discussion in
groups did not receive as much ratings (21% and, ¥é%pectively). Eighteen percent of the

participants reported that they used the comporegdming purposes.
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Table 11. Participants’ responses to the questiongart 2)

often sometimes  rarely never
Word processing 53% 15% 29% 3%
E-mail 48% 21% 24% 7%
World Wide Web 79% 13% 5% 3%
Online chatting and discussion 21% 15% 53% 11%
Gaming 18% 22% 29% 31%

The last part of the questionnaire addressed theipants’ ratings of the extent to which they

used the computer/internet for a variety of purgoddost of them (84%) believed that

computers are useful for their future careers. @&ugearters of them (75%) reported that

technology assisted them to overcome the weaknesgkesbstacles. Seventy-one percent and

64 percent used it for communication with othergde@nd for learning about other people and

cultures, respectively. Some students (29%) fowordputers less threatening than face-to-face

communication. About half of the students (52%]j telsense of belonging to a community

while using the technology, and a little more shidg60%) perceived technology as a means

for fostering creativity.

Table 12. Participants’ responses to the questiongart 3)

Please rate each of the following questions strongl agree no disagree  strongly
agree opinion disagree

Learning how to use computers is important for ~ 79% 5% 3% 6% 7%

my career.

| enjoy using computer to communicate 43% 28% 14% 5% 10%

with people around the world.

Using the Internet is a good way to learn about 46% 18% 21% 13% 2%

different people and cultures.

Computers help people overcome weakness and 57% 18% 13% 5% 7%

powerlessness.

I am less afraid to contact people by e-mail than 17% 12% 23% 35% 13%

in person.

Using e-mail and the Internet makes me feel 34% 18% 17% 23% 8%

part of a community

Working with computer makes me more  48% 12% 25% 43% 12%

creative.




Teaching English with Technology, 19(3), 68-89 http://www.tewtjournal.org 85

5. Discussion

This study aimed to investigate the effect of abyasous CAIl on vocabulary uptake among
adult L2 learners and to explore whether the voleaipgains differed across learners at high
and low proficiency levels. It was found that CA&ch a positive effect on vocabulary

recognition and production among adult L2 learndrgywever, an interaction was found

between the proficiency level and the type of vataty tests. The differences in pretest and
post-test means reveal that while both high andpasficiency groups showed almost similar
degrees of production gains, low proficiency pgvaats revealed higher recognition gains.
Finally, the effect of CAl was found to be durableer four weeks.

The outperformance of the experimental group costpavith the control group
documents the beneficial effect of CAl on L2 vodaby development, which has been
corroborated in some studies (e.g., Su et al.,  2048i, in press; Wang, 2014). These studies
argued that online vocabulary tools provide opputies for vocabulary practice and
enrichment, an affordance non-existent in trad#loapproaches to vocabulary instruction.
Boers, Warren, Grimshaw, and Slyanova-Chanturid{2@rgued that using different forms of
glosses afforded by online tools brings about leegrmental engagement with the target word
and hence promotes the acquisition of differenteetspof the word. This finding is also
consistent with the SCT in that the technologicallg provide affordances for learning and
regulate the learning process, providing mediateistance to learners and help them move
from object-regulation towards autonomous functignor self-regulation.

The higher recognition gains observed in the lolggel participants concur with the
findings of some studies (e.g., Chen, et al., 2014,92010; Yun, 2011) which claimed that the
online vocabulary enhancement tools including tlemputer-mediated dictionaries and
particularly bilingual dictionaries conform to loability learners’ learning styles and
preferences. Zapata and Sagarra (2007) arguedftiiat processing the unknown words, low-
ability learners experience greater difficulty amgdh cognitive load and are likely to avoid
allocating much time and mental operations to edtbese words. The provision of computer-
mediated aids helps “enhancing cognitive resouaces lead[s] learners to engage in deeper
processing when needed” (p. 168).

The improvement of the weak learners, however,raditts the results of some studies
(e.g., Abraham, 2008; Gorjian et al., 2011) thaobreed higher performance gains by advanced
learners and attributed this to the dual code th@@aivio, 1991). According to this theory, two
mental systems or codes, including verbal and resbal, account for the knowledge of

language and knowledge of the world. When appleetiz vocabulary acquisition, by using
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multiple (auditory and visual) glosses of retrigyinew vocabulary, knowledge of the lexical

item is established as a result of the simultaneogagement of auditory and visual memories.
However, not a variety of hypertext glosses wesun this study, with the major gloss being

the textual one. Although the pronunciation modude been incorporated in the program as
well, it assisted the participants’ mastery of ptlogical form rather than meaning and did not
contribute to learners’ test performances.

Vocabulary recognition gains differed across vargdficiency levels, however, a
similar trend was not observable for productionngaiWhile both high and low groups
outperformed their vocabulary production pretestas, not a significant difference was found
between the two groups in their vocabulary produrctjains. Moreover, as revealed by their
delayed post-test scores, both groups were foundeteon the vocabulary gains after four
weeks. It can be concluded that both groups not os¢d the textual glosses to make sense of
the general meaning of the text, but also retathedlexical associations and cues for future
use. This corroborates the findings of some pres/giudies (e.g., Li, 2010; Rimrott, 2010) that
documented the long-lasting effect of CALL on vaglalpy acquisition.

6. Conclusion, limitations and suggestions for futte studies

The limitations of this study should be acknowlatigks a novel experience, exposure to CAl
in the beginning sessions entailed some degreesistance on the part of the students with a
lesser degree of ambiguity tolerance. This was,dvew alleviated gradually, and despite an
awkward commencement, the students were comfortafile the technology in the later
sessions. A further limitation relates to employangmall population and a single type of gloss,
i.e., textual. Future research may address theeimghtation of CALL with a bigger sample
size, a variety of annotation types, using mora&rigeasures, and over a prolonged period of
time to provide a detailed account of how the ipooation of CALL technology alone or as an
extracurricular program affects the developmentifferent aspects of L2 in general and L2
vocabulary skill in particular.

This study contributes to CALL research by prowglievidence on the affordances
offered by CAI in vocabulary recognition and protios among L2 learners at high and low
proficiency levels in both the short- and the lang. Some pedagogical implications may be
drawn. Teachers, L2 practitioners, and materiaigess are suggested to incorporate the
technology in the design of the curricula as aningidool in conventional face-to-face
instructional contexts. The overall better improestof the low-level group suggests that CAl

may be potentially more effective for weaker studeprovided that the affordances of this
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technology are appropriately tailored to the pieficy level of the students (Cakmak &
ErCetin, 2018). Various features of the CAl intedfanay be customized to cater for the needs
of a variety of students with different educatiogabls and objectives.

While implementing CAI, it should be noted that Heology does not necessarily
guarantee success. The educational system’s anfmastructures, the stakeholders’ computer
literacy, the properties of the program, and lea'nattributes including their learning styles
and preferences (verbalizer or visualizer) are taetors in need of consideration in
adopting/adapting the CAI. Moreover, it should lmerbin mind that, as suggested by Kowie
and Sakui (2013), employing computer technologylanguage learning should not be a
replacement for the whole learning/teaching prastiand processes, but rather it can be a

complement facilitating these practices.
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PLICKERSAND THE PEDAGOGICAL PRACTICALITY

OF FAST FORMATIVE ASSESSMENT
by David Kent
Woosong University, Daejeon, Republic of Korea
dbkent @ wsu.ac.kr

Abstract

Student Response Systems (SRS) can provide effedthmediate, and efficient feedback to
students, particularly when undertaking formatiesessment. Coupled with active learning
approaches, the use of such systems can be bahdfici English language learners by
providing opportunities for increased engagementhwiontent and reflection on their
knowledge gaps. These opportunities can then paligntlead to increased learner
participation, motivation, and linguistic skill dgepment. As an SRS system, the pedagogical
practicality of using and developing content witte Plickers application is reviewed, with
features of the application presented in detail.thdds of applying the application,
determining how it aligns with technological franmws, and presenting the potential of the
application for use in the language teaching cdrdex also presented. Ultimately as a tool that
can be used to engage students of all ages in fmeressessment, it is unique in that it can do
this by taking technology out of learner hands wlsimultaneously assessing all students at
once.

Keywords. mobile-assisted language learning; formative assent;Plickers

Application Details

Publisher: Plickers

Product type: Web and Android/iOS applications

L anguage(s): English (website/app), Variable (question text)

Level: Any

Media Format: Image/text

Operating systems. Any smartphone that can run the app, active cctioe to the Internet if
using the website in conjunction with the app (m@ajuired)

Hardware requirements. Smartphone (iOS/Android), Internet connection (i§ing the
website)

Supplementary requirements. paper-based QR codes for each student (freert laminated
cards available for purchase)

Price: Free (app/website), paid/free (laminated/downddéel QR cards)
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1. Introduction

When teaching English as a foreign or second layggu&FL/ESL), one of the biggest
challenges for instructors is that of motivatingl@angaging learners (Niederhauser, 1993; Lee
& Oh, 2014). So too, in recent years, large ‘comaon’ classes of 40-60 students are
becoming the norm (Chetchumlong, 2010), couplecdh vaften limited access to in-class
technology, and learners that have a fear of bemwgg or are too shy to respond to questions
asked of them (Mula & Kavanagh, 2009; Wong, 20&6)leading to difficulties for students in
terms of being able to attain adequate languagetipea and in receiving prompt feedback
from instructors. This is often coupled with envinments where practitioners are inhibited by
administrative procedures or classroom contextd themper the effectiveness of their
instruction, and again, all leading to less timedtudent-teacher interaction and the provision
of timely and adequate feedback. As such, admai@ts, educators, and researchers need to
look for ways around these issues — a new and am@y being the innovative implementation
of student response systems (SRS) sudhiekers (www.plickers.con.

SRSs have long been available to educators and imsevays that fundamentally
enhance engagement with learning content by suppottie instructional process (Espey &
Brindle, 2010) by providing efficient, effectivené immediate feedback to assist in guiding
students with their learning (Crossgrove & Curr®®&. However, as Kim, Al-Mubaid, Yue,
and Rizk (2011) note, it is the use of active lesgrapproaches (e.g., group work, discussion,
and collaboration) that leads to learning gains rwleenploying an SRS. Active learning
principles, sustained by the use of Communicataeduage Teaching (CLT) and constructivist
methods, have long been at the center of TESOlseta@Monk, 2014). One way of using this
method and approach when implementing an SRS baestudents need to work with each
other to identify relationships between new infotiora while using prior knowledge to help
them reach a conclusion, and that in turn leadsd¢oeased comprehension skills, opinion
sharing, participation and student-teacher intevadl.ee & Oh, 2014; Yoon, 2017). Espey and
Brindle (2010) also note that when learners us&RS8, they can reflect upon peer mistakes
and retain more of what they study. Other reseangiporting SRS use in the classroom shows
that it can lead to increased student satisfadiitumg, 2017), participation (Cordoso, 2011),
motivation (Yu & Yu, 2016), vocabulary developme(tu, 2014), and communicative
competence (Agbatogun, 2014). Further, researchlogipg the Plickers SRS specifically
(Kent, 2019) illustrates that it can stimulate aetiearning, highlight student knowledge gaps,
focus learner attention, and encourage engagenidntentent through formative assessment.

Indeed, the most significant implementation of @RSSin the educational context is for
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formative assessment (Espey & Brindle, 2010). kimsl of assessment in the EFL classroom

is something that can help engage students withleaming process and assist them in

developing mastery of skills (Premkumar, 2016), #mslis something that teachers can use the
Plickersapplication to provide (Kilickaya, 2017; KrauséN@il & Dauenhauer, 2017).

The purpose of this review, then, is to highlighe means of developing pedagogical
content with thePlickers application, explaining how to use it with studefior formative
assessment purposes, and to illustrate the feabfitbe application in detail. In this way, the
potential of the application for use in the Englésha foreign/second language teaching context
Is presented, along with the method for how it banused to engage students in the learning
process. The paper also goes beyond other reviaved, as Kilickaya (2017) and Krause,
O’Neil, and Dauenhauer (2017), by considering hdwe tapplication aligns with the
substitution, augmentation, modification, redefont(SAMR) model (Puentedura, 2009) while
illustrating how the tool can be applied to providstantaneous formative assessment while

taking technology out of student hands.

2. Description

Paper clickers, oPlickers is a free student response system (SRS) thatqusels response
(QR) codes printed on paper for use as a papeecl{see Figure 1). In this case, each side of
the QR code corresponds to one of four options mttipg on how the card is oriented (A, B,
C, or D), with each card assigned a unique numbd3] for each student. These cards are
available for purchase (laminated in packs of 40)are freely available to print from the

website in various sizes and quantities, with #rgdr cards easy for young learners to handle.

Figure 1. Sampl®lickerscard
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To date, QR codes have been used in EFL setiingeat effect (Kent & Jones, 2012a),
improving motivation, and allowing for the integmat of various technologies into the
classroom alongside the practice of language colikenmt & Jones, 2012b). An advantage to
this app is that, in a minimum-use setting, anrutsor-held smartphone or tablet and a paper-
based handout per student are all that are reqtoretthe SRS to be effective. Responses can
also be displayed in real time, using BleckersLiveView option from the website, and if Wi-
Fi and a computer with beam projector are availdekdback and discussion on each item can

then be conducted easily on-the-fly.

2.1. Pre-class

2.1.1. App and website preparation

Prior to using thélickersapp with students, the teacher needs to ins@lafplication on their
smartphone/tablet (i0S/Android), and then, using Rfickers website or application (after
registering), create a class (see Figure 2) angrassudents to virtual cards (matching the
physical ones that they will later use in clasg Bgure 3). Classes of up to 63 students can be
handled, with student details typed in or entengduiting and pasting a class roster. Cards are
assigned based on student order, so the first tuhethe roll sheet will need to uBdickers
card one. Classes can be edited, archived, oredefedm the main page as necessary, but at
this time, there is no way to add classes or stisdeom within the app. However, the website
and app both provide access to the question libasauy classes, with the app providing a
question history with the website providing reppdscess to LiveView (discussed later), cards

to print for free, and a comprehensive help section

Basic Class Info

Name your class
¥ My C!ass\

Year - Selectayear -

Subject Select a subject

Class color { .o. '....

Figure 2. Adding a class on the website
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@® My Class

B Liam B Emma B Travis

n Edward B Mandy B David ﬁ ﬂ w
ﬂ Tracy B Rebecca n Christine E E E
m Kylie m Eric m Mark

m Rod m Jeff m Michael E E

Figure 3. Assigning students to cards

2.1.2. Question design
After classes are created and students assigneatds, it is time to add questions, and this is

done by clicking on ‘Library’ and ‘New Questiongs Figure 4).

Reports Classes: Live View

il My Library / My Questions

No guestions in this folder

Figure 4. Adding a question

Text, images, or a combination of both, can be ddde¢he question text, and any language can
be used for this purpose. Answers can be multiptaee or true/false (yes/no) with a correct
answer set, or left unselected if conducting aeyr poll (see Figure 5a). Up to four answer
options can be provided. Questions can also baecrdeom within the app by selecting the
class that the question will be used with, and paimg the fields in the same manner as the
website (see Figure 5b). The application can ald@eaithe smartphone/tablet camera and
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photo library to insert images into questions dise@fter being entered, questions can then be
edited, moved, un/archived or deleted. Questioorieare available from here, as well as the
ability to assign the question to a class usingdAd Queue’ (see Figure 5c¢). Once questions
are assigned to a class or a list, they are reathg tused in the classroom in conjunction with
the teacher-held smartphone/tablet (with app ilestabnd the student-held cards. The order of
the questions can also be rearranged at this w&miger from website or app, or chosen at

random during in-class time.

New Question

Question

Answe

P\c‘:‘ guestion text here..

e Multiple Choice True/False
Correct?

BRBEA:

FigureEmtering questions (iPhone app)

Figure 5a. Entering questions (website)

it My Library / Idioms

You should take whatever he says with agrainof

A chili
B | salt
C herbs

B

=+ Add to Queue...

He was left with ___on his face

A soup B spaghetti C Jegg

# Edit question
= Move guestion
i@ Archive question

® Delete question

e

Expand

Figure 5¢c. Example question list (website)
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2.2. In-class

2.2.1. Scanning and recording responses

During class, the app alone can be used with pagssd handouts or questions from a
textbook, with the app collecting student resporassesshowing details to the teacher, or it can
be used in conjunction with LiveView from tlidickerswebsite. If using LiveView, questions
are displayed on a screen for all students toaee(Figure 6a), with the question displayed on
the smartphone/tablet as in Figure 6b. When thehegas ready to scan student responses, the
‘Scan Now’ button is pressed and with the smartp¥tablet held vertically, a sweeping motion
across the room is used for the camera to recepbnses.

i
It's apieceof ———
A:bread il | Savimbe R
B: fruit Lyt S e ;.‘-:-d
Edward Mandy David g
C: cake Tracy i Rebecca Christine zare
D: candy ) Kylie Eric Mark
Rod Jeff 15 Michael
o Matthew Warwick Kim
George Amy Andrew
Penelope Sharon Sara
5| Jasmine 6 Molly Kent
! Nicole Daniel Richard
Terry Constance Tim
Christoph... Kelly Pamela @_sz-ﬁr
Katherine John Noel :
Figure 6a. Question display (LiveView) Figule Question display (app)

After scanning the room, student answers are disdlan real time on the smartphone/tablet
display (see Figure 7a). Information presenteduishes number of correct (green) and incorrect
(red) responses, total cards scanned, and shothaisg not scanned (gray). Individual question
responses can also be cleared at this stage tnssp need to be rescanned for any reason, or

saved before proceeding to the next question.
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Figure 7a. Scanned question view (app)

Once a card has been scanned, the LiveView card@&uchanges to a tick, assisting both

teacher and students in knowing if all cards hasenbscanned (see Figure 7b). The ‘Reveal

Answers’ option is available to disclose hidderpmesses (with incorrect options displayed in

red, correct in green) if desired.

®
It's a pieceof

A: bread
B: fruit
C: cake
D: candy

Students

Reveal Answer

Liam

4  Edward
Tracy
B2 Kylie
Rod
4 matthew

Jasmine
u Nicole
Terry

M Christoph...
Katherine

B Atex

SortBy: Card number ~

Emma ;| Travis
Mandy David
Rebecca B

11 Eric

v BB
Warwick

20| Amy
Sharon
Molly
Daniel
Constance
Kelly
John

Figure 7b. Cards scanned, hidden responses, quegiv (LiveView)

There is also an option to show student responsesyaously as a graph initially, and then

with the correct responses (see Figures 7c). Alaingcreen is also displayed on the

smartphone/tablet (see Figure 7d).
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Mot
It's a piece of e || gk
Vv 3
A: bread 12
B: fruit
8
C: cake 6 SR
D: candy ‘ ‘ o
o i 5] v 5]
e Answer = =
My I @
“hrisdire | [t B
lbre Bk A
M i g 1 .n
Figure 7c. Answer response graph with correct anglweeView) Figure 7d. Post-scan graph (app)

Depending on how the questions are being usedcaiskion can then occur revolving around
response choices and the merits of each, or the question can be displayed and answers
scanned in the same manner as described aboveallirgilestions set for the task have been

completed.

2.3. Post-class

2.3.1. Accessing student response data

All student response data are available from thiesite through the reports section and can be
filtered by class and by date, with access to dataindividual questions (see Figure 8a)
indicating correct and incorrect answers, individitadent responses, and the percentage of the
class responding correctly. Also available is aessloeet for an entire class that shows, for any
given date range, the total number of questions e class has responded to, individual
student responses to each question, the overakipige of correct responses per question and
in total, and a running percent total for each studegarding all questions that they have
responded to (see Figure 8b). Individual questicas also be excluded from the totals if
necessary by unchecking the box above each, oriegdrm detail by clicking the title to open

a panel to the right of the scoresheet which alsksIto individual question data from the

report section. These data can be printed, or éxgdor grading or offline archiving purposes.
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® n B St 0l 35 Sotunesy 20
(]

You should take whatever he says with a iy @ rich
grainof __ iz

A. chil
B. sait
C. herbs

D. sand

Figure 8a. Report data for individual questions iguFe 8b. Scoresheet for a class

3. Evaluation

Ultimately, usingPlickersto deliver and inform upon the teaching and leagrprocess using
formative (low-stakes) assessment is the strenigtiecapplication (Kilickaya, 2017), with this
kind of assessment referring to a wide varietynepliocess checks of student comprehension,
learning needs, and academic progress throughesons, plus units of study and courses
(Dodge, 2009).

Plickersalso excels at allowing teachers to engage ewesltiest students in classroom
activities, allowing those reluctant to respondnormal classroom discussions to contribute
anonymously (if desired) while engaging with comtenlassmates, and the instructor
interactively. The application also provides teashwith a means to allow learners to
undertake assessment in a way that is less intimgland anxiety-promoting than those
provided in a summative, traditional, or a papeai-pencil-based manner. In this regard, it is an
app that addresses one of the most critical neédsachers: rapid identification of learner
progress. Instant checks for understanding, in,tiglentify those students who require
additional support or may be experiencing challengdlowing teachers to decide which
students to then assign to others during pair/gmeagk by tying stronger learners to weaker
ones.

Flexibility for teachers to craft their own questicontent for delivery, although limited
to four-option choices, provides for the importquiestions and graphics from student-assigned
content, as well as allowing teachers to crafotad questions that can encourage analysis,

inquiry and target language practice. This mayidlyt be time-consuming, as questions are
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entered one at a time, but questions are reusable@daptable. This potentially allows for a
variety of uses across a range of classes, ingudeveloping polls on hobbies or favorite
things for use with low-level conversation clasgespy-quizzes for review or as a summary for
all levels that might also offer practice for seme structure and vocabulary; and presenting
content-based questions for English for specificppse classes that check on both the
understanding of big concepts and the masteryith$.sk

The customization inherent in thickers app allows any use of it to align with the
TPACK framework on an individual level. This is wkethe use of digital tools in the
classroom (technical knowledge) crosses over whih method and practice of teaching
(pedagogical knowledge) to present and ensureifgpfmrom material being taught (content
knowledge), with the relationship between thesedhareas producing different classroom
dynamics to traditional instruction, and from whieffective teaching with technology can
emerge (Koehler & Mishra, 2009), particularly wheonsidering the SAMR model of
classroom technology integration (Puentedura, 2a69yhichPlickersaligns very well:
Substitution — Plickers replaces paper-and-pencil formative assessmeks,tasnd is more
interactive and engaging than having students rass®ls or indicate a thumbs-up/down to
provide responses, offering anonymity in the preces
Augmentation — both teacher and student are immediately awarecorded responses and, if
desired, whether that response is correct or iectrr
Modification — Teachers and students are able to visualize exssiv real time, and react
accordingly. Teachers can then holistically discussponses by sharing responses
anonymously, and without revealing the correct amswllow students to rethink and revise
responses.
Redefinition — All students can participate simultaneously, @sosed to calling on students to
provide answers individually which at times may seme learners unable to participate at all.
Teachers can also use the app to ask questionsnaenytiring a lesson, recording answers that
can instantly inform on the direction of instructio

As the app relies on laminated or printed cardat tare scanned by a single
smartphone/tablet, this can be less intimidatingtézhnology-challenged teachers or those
new to teaching with technology, and this allowacteers to focus more on teaching than on
setting up. Also, the use of a single device inwoction with the app, combined with verbal or
paper-delivered questions, is all that is requifadchnology is lacking in the classroom, and
this is just as easily performed as using the dppgsaide thePlickers LiveView website if

technology is available. The smartphone/tabletalaa save student-response data for teachers
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to analyze later from the device itself, or frone tivebsite once an Internet connection is
established. As such, there is no reliance on iddal learners to possess or be provided with
equipment that might be forgotten, dead, or whiwh student does not know how to operate,
all of which can lead to lesson and classroom gdigwn, particularly if there is a need to
deliver 40-63 individual clickers to students orr fausing the same number of
smartphone/tablets in the classroom. Of coursejithsany technology use, contingency plans
are a must in case the teacher’s device fails.

The laminated cards that can be purchased fraes Bke Amazon allow for plentiful
reuse, but if lost, can be freely printed. Theyoatsake it easy for all levels and ages of
students to grasp the concept of providing answass,cards are simply rotated to the
appropriate orientation, and if teachers/studenighwesponses can be hidden from peers.
Cards are also compact and light enough for teadieecarry in their everyday toolkit, with
guestions and polls easily created on the flyglureed. One issue here, though, is that teachers
need to ensure that each student gets the coamstt and using roll sheet order might be the
best way to assign cards, particularly since, nmseof privacy, no student information is
actually required by the app or website. Teachexg afso need to practice scanning techniques
with challenges stemming from students shakingrthards, holding them at low angles,
getting glare from lights, or if a student is blowk another in a cramped classroom. Further,
students also need to be sure that they are haldewgcards with their chosen response at the
top in order to avoid erroneous scans.

Although designed to be used with one card pefestt) this can be adapted with a card
assigned to pairs or groups to encourage discussimmngst students or teamwork activities,
with responses scanned once members have talkeagtha response. This would allow for
the development and inclusion of collaborative neay activities where students work in
groups or pairs to develop and demonstrate undhelisig of content and concepts
(Warschauer, 2011), from which instruction can bedifred in real time through question
choices as the activity is conducted. The repaid tlzat is collected after scanning also easily
allows teachers to go back and identify where mnkyahas performed poorly, indicating overall
knowledge gaps, as well as being able to identifyaowvhole-class level where learners lack
knowledge. HereRlickersuse solves the difficulty associated with a teatheng to perform
such a task by simply monitoring students as th@yplete in-class tasks, or when going
around the room interacting with individuals, paws groups on a more personal level as they

practice their language skills.
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4. Recommendation

A major benefit ofPlickersis that it sees minimal to no expenditure from ith&tructor or
institution (Taylor, 2016). As an SRS, it is unigaehat there is no special equipment to use or
maintain, nor do students need to comprehend onegetechnical systems or download any
apps (Lam, Wong, Mohan, Xu & Lam, 2011). In congewthere class hours are limited, this
facilitates fast and easy setup, allows for easemployability with small to large classes
(either housed in big lecture halls or crammed oitset-sized classrooms), and it can do so in
a way where the focus remains on class contealsdt provides increased instructor autonomy
over technology and the learner content being dediy, and wrestles technology away from
the student.

Overall, the app is pedagogically adaptable taraye of formative assessment types,
classroom polls, and review tasks, while also prgwio be worthwhile as an exit ticket for
lessons. As an app effortlessly added to the ars#revery 2% century language teacher, it
can help students easily and quickly understand Wiy caught from what was taught, while
simultaneously providing instructors with snapshaftéearner understanding from which they
can identify student needs and knowledge gapsctrathen be actioned upon in real time or

during follow up lessons.
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