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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

While computer technology has established itstfugjiplace in a foreign language
classroom, no longer being viewed as a noveltyedmna or a resource exerting a ‘wow
factor’, it cannot pass unnoticed that the spedifiplementations of computer technology
have been changing over the years of publicatiofeathing English with Technology.
Computer-Mediated Communication, e-learning or rimt&based language teaching are
giving floor to m-learning, telecollaboration viacsal networking portals or virtual worlds.
More and more powerful computers, more accessibitphones and lower Internet transfer
rates make learning in virtual worlds or mobile lggiions much more frequent than before.
It is inevitable that also greater research intengs be devoted to these forms of Computer-
Assisted Language Learning.

Thus, the publication strand from the January issfieTeaching English with
Technology is continued in two different dimensions — on three dhand, we can see further
explorations of the new subbranches of CALL merdtrabove. It is useful to note that
especially with Second Life we are moving from tigbbased articles to more theoretical
deliberations over the philosophy of learning uhdeg educational applications of SL. At
the same time, well-developed studies into theiegipbn of MALL in the foreign language
classroom clearly demonstrate the potential of sB¥®OD instruction (Bring Your Own
Device) for language learning and teaching purposes

The other publication strand, continued throughaotimber of issues so far and quite
visible also in the current volume, is expansiorieahnology-assisted instruction to all areas
of the world. We are more than happy to welcomelad from Indonesia, Ecuador, Iran,
Turkey and Poland, as we strongly believe that sudiversification of views on the role of
computer technology in the FLT classroom will eescmnstant interest of our readers.

In this month’s issue ofEWT Anna Turula (Cracow, Poland) explores a well-known
concept of learner autonomy, showing its new matateon in a course run in a social

networking environmenttalki. The author concludes that learner autonomy is rfedtéy
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new learning tendencies and technological affordaraf the new media, and it can be both
self- and other-regulated, yet in its nature iedatned by individual learner issues, motives
and attitudes.

On a MALL note, Farzaneh Khodabandeh, Jalal ed-din Alian and Hassan
Soleimani (Tehran, Iran) investigated the effect of mobilsisted language learning tasks
(MALL) on patrticipants’ English grammar learninggatised within the framework of Task-
Based Learning. The study concluded that shariskgstan virtual networks can have positive
results for language learning, specifically gramiearning.

“Using the Second Life Digital Environment for FL Education: A Postmodern
Perspective” by.event Uzun (Bursa, Turkey) puts forward Second Life as a Usafdel to
focus on and investigate in order to derive sonmeorgtical and practical guidelines and
conclusions that will be consistent with all phopsies, applications, stakeholders,
instruments, and conditions in educational settingbe current age of technology and in the
future.

Referring to m-learning in an Indonesian conteRtiyatno Ardi (Yogyakarta)
highlights the opportunities created Bghoology m-learning platform, a social networking
learning management system, for facilitating thereise of autonomy in English language
learning. The study reports hdsghoology m-learning platform fostered learner autonomy in
an EAP class at an Indonesian higher education.

Research on teacher technology use has beengiweadtothe article “Exploring the
Use of Educational Technology in EFL Teaching: A€&tudy of Primary Education in the
South Region of Ecuador'Lida Solano, Paola Cabrera, Eva Ulehlovaand Verdnica
Espinozashow that technology is not commonly used in stateools of the south region of
Ecuador and, if used, it is not adequately appliddis, the study calls for teacher trainers to
work out methods of integration of technology towl$h appropriate teaching strategies in
EFL classrooms.

Finally, Mohsen Ebrahimzadeh and Sepideh Alavi examined the effect of a
commercial digital video game on high school stusidanguage learning motivation. Results
indicated a significant language learning motivatiocrease over time. According to the
authors, the use of commercial digital video gamess help enhance high school students’
language learning motivation.

We wish you good reading!
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LEARNER AUTONOMY AS A SOCIAL CONSTRUCT
IN THE CONTEXT OF |ITALKI

by Anna Turula
Pedagogical University
ul. Podchogzych 2, Cracow, Poland

anna.turula @ gmail.com

Abstract

The article looks at language learner autonomy sc&l construct in relation to the context
and its user based on the exampldtaki, a social networking site for tandem language
learning. Considering the two foci — the contexd dine learner — the study is divided into
two parts, both carried out from the perspectiverdine ethnography, each utilising different
techniques and tools. Part 1, based on participatbservation and user experience of the
author, was aimed at investigating the contexttalki as a language learning environment.
Its affordances, noted in the course of the stady, analysed against the three aspects of
social learner autonomy (Murray 2014): emotionablitigal, and spatial, in order to
investigate the potential dfalki for interdependent learning. In Part 2 of the gtwidth its
focus on the learner, the data were gathered bynsne& semi-structured open-ended
interviews withltalki users (N=10). One of these interviews evolved mtoase study, in
which elements of social network analysis (SNA) avatilized to look at learner autonomy
of an individual user.

The results of the study indicate that learner manay in the digital age can be both
self- and other-regulated; characterized by leaim#gpendence as well as interdependence.
All this is very much promoted by new tendencieslanguage learning and affordances
offered by the new media. At the same time, thouhé,nature of the autonomy exercised
will, to a large extent, be determined by indivitligarner agendas, motives and attitudes.

Key words: learner autonomy; tandem learning; online ethaphy

1. Introduction
Palfreyman (2006) argues that one needavw@yslook at learner autonomy in the context of
learning. Such contexts frame education, amongsthg providing resources, both material
and social. At the same time, though, central éséhcontexts is always the learner who uses
these resources, with his/her unique agenda, nstared attitudes.

With such a point of departure, this article pragmthat the contemporary concept of
language learner autonomy as a social construeh(2895; Little, 2004; Murray 2014) may
be investigated from two perspectives. On the arahlearner autonomy is about reaching

out as the learner’'s “means to transcend the lbarbetween learning and living” (Little,
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1995: 175). Living has certainly changed: the leeenmeans have become networked and
highly influenced by the ways of Web 2.0. This h#ered the nature of autonomous learning
in general and, in particular, the character of-getessed education. Social — or interactive
(Hauck et al., 2012) — resources are more eas#ylable nowadays, and, as a result, they
may prevail over the material ones. This results ainshift from independence to
interdependence in contemporary autonomous leariaogking at learner autonomy as a
social construct can involve examining the natureuch a shift vis-a-vis functionalities of
individual learning environments.

At the same time, though, it is equally intriguittgsee to what extent such a shift can
also be seen in learner agendas, motives anddatitun such a case, the research will focus
on:

(i) whether the autonomous learner of today utilizésrattive resources to satisfy

his/her individual learning needs well ago reach out téhe other

(i) if he/she attempts to transcend the barriers betiesaning and livingout also

communicative / cultural boundaries;

(ii) if he/she wants to utilize what others offamd to be a resource him/herself in

establishing different communities of learning.

The present article attempts to look at both thetecd and the learner in its
investigation of learner autonomy as a social gonstin doing so it is divided into two parts,
each presenting an aspect of an online ethnogragbhéty carried out in March-May 2015.
The article opens with a descriptionltdlki, a social-networking language learning website,
designed for formal and informal tandem learning w@rious world languages. This
description is based on the outcomes of Part 1lhef dtudy, carried out by means of
participatory observation as well as based on ezperience of the functionality of the site
and its affordances. These research results are dhalysed with reference to the three
dimensions of autonomy as a social construct (Mur2914): emotional, political, and
spatial. The aim of this part of the research was\vestigate the context and to determine its
potential for interdependent learning in its thobfferent dimensions. As the research was
planned as a thought experiment, this is donelatioa to the concept of learner autonomy as
a social construct anubt vis-a-vis research to date. Afterwards, the atpresents the results
of Part 2 of the study: the qualitative researcto ithe routines, motivation and partner
selection criteria of 1@talki users as autonomous learners of different langudgehis part,
data were gathered by means of semi-structured-epeed interviews. As one of the

interviewees agreed for a more in-depth study, aentiborough insight into the personal
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context of this user is also presented. His intevacnetworks are examined, mapped onto
collaboration graphs and subjected to social ndtvemralysis (SNA). During this part, the
study focuses on learner agendas, motives, ariddsts. Similarly to Part 1, the subsequent
data analysis pertains more to these factors, &@eonnected to learner autonomy as a social
construct, than to learninger se as such, it is not examined in the context ofviones
research efforts. The article closes with conclusidrawn based on the study as well as

teaching implications pertaining to language leaengonomy as a social construct.

2. The study

2.1. The aims of the research

The study ofitalki, a social networking site for tandem learning iffiedent world languages,
was carried out for three months, in March-May 20i.Bonsisted of two parts, each of which
had its own objectives:

(1) to investigate the functionality of the portabether with the language learning

opportunities it offers;

(2) to examine the routines as well as agendasivesoand attitudes dfalki users,

including the quantity and quality of personal cections created by such users.
Related to these objectives are, respectivelyresearch questions:

(1) Doesltalki have the potential for developing / exercising ablgarner autonomy

in its three dimensions: emotional, political, apétial (Murray, 2014)?

(2) Can the shift from independence to interdeperoede seen in the routines as well

as agendas, motives and attitudelalki users?

While the research as a whole was carried out ftben perspective of online
ethnography, each of its parts had its own datecodn techniques and tools.

Part 1 was based on online participatory obsemadiod collection of digital artifacts
(notes and their corrections, chat samples, édu@r a period of three months, 100+ hours
were spent on differeritalki activities (text and voice interaction, in-chatepe&orrection,
note writing, note correction, reflecting on thetenortfolio, browsing of site and its user
profiles, etc.). During this exploratory period 5@ifferent artifacts were collected and stored
in the form of researcher notes and screenshot®{she latter are presented in Figures 1-6);
additionally, a user interaction journal was ketgt ¢ontents were analysed and mapped into
the collaboration graph presented in Figure 7).

Part 2 was based on semi-structured open-endediewes with 10ltalki users. The

guestions of the interviews revolved around twoib&sues of why the interviewees used
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Italki and what their criteria for partnering were. Otighe interviews revolved into a case
study in which the user’s social interaction paitewere examined and mapped onto
collaboration graphs regarding both his learningvoeks as well as elements of his lifestyle.
As such, this part of the study utilized some elet:i®f social network analysis (SNA). This
was an attempt to place the motivation of an irdliad user in his own unique context, an
approach advocated by Ushioda (2011). Additiondte detailed description of such an
individual context served the purpose of a deepsight into the emotional, political, and
spatial aspects of autonomous learning (Murray4201

As for its scope, the two-partite study was a stsedlle investigation for a number of
reasons. As a learning environmdtdlki is rather elusive to a researcher. This, in pddicu
has consequences for research sampling procedtrssof all, the total number active
users is virtually impossible to determine withadimin-level insight. As a result, the size of
the population, which is a factor in selecting atistically valid sample, cannot be known.
Additionally, users tend to protect their privagyhich, in turn, makes in-depth interviews
very difficult to carry out unless trust has beearned as a result of long-term language
partnering based on regular interaction. A solutionthese two problems was recruiting
respondents from among thiglki contacts of the researcher (who chose to be anande
language learner for three months). The main geleatriterion was whether or not the
respondents were autonomous learners, which posgbea problem. The characterltdlki-
like tandem language learning — extracurriculatf-in@iated, self-regulated — makes it
justified to assume that learner autonomy in ear is a given. This is why the criterion was
refined based on Little’s (2002) definition of lear autonomy. As Little (2002) notes, “there
is a consensus that the practice of learner autgnequires insight, a positive attitude, a
capacity for reflection, and readiness to be proactive self-management and interaction
with other$ (emphasis added). Consequently, the study samadeselected from among the
researcher’s network based on the subjects’ praattehaviour as regards interaction: the
fact that they actively initiated and sustainedtaononitalki.

2.2. Research context: introducindtalki

Italki — along withlang8 Buusy MyLanguageExchangeeToM (electronic Tandem on
Moodle), Speakynd many others — is a social networking site aesigor tandem language
learning. Such learning is based on one-to-one angds between speakers of different
languages, who partner up to teach each other thatiner tongue (or a language in which
they are proficient) and to learn the target laggutom one another (Cziko, 2004). Apart
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from such language-for-language barter exchangedalp like Italki offer their users an
opportunity to learn with professional teachersdauition fee.

A registered user of italki.com has his/her owshteard, where different actions can
be initiated (Figure 1; with description of indivdl aspects of the site functionality 1-10);
and a profile (Figure 2), which can be personalifpkoto; description — 4, Figure 2).
Importantly, the profile serves as a learner ptidfomm which the learner can keep all notes
(including their corrections offered by othéalki users — 5, Figure 2) and which can be used
for revision purposes and, in time, for insighbioine’s language development.

Upon a newcomer’s first login, tHealki profile is randomly shown to other users,
which may result in the first text-chat contactgy(ffe 3). It is also possible to get in touch
with fellow Italkers, channeling the search through one’s target lagegi@r by publishing
notes in the languages learned — they are likelgtti@ct the speakers or teachers who can
make corrections or add comments (Figure 4). Tregsepotential tandem partners with
whom the user can subsequently initiate one-toemmtacts or schedule sessions. There will
also be system-generated suggestions ilDthgou want more helarea (Figure 5), based on

the notes published as well as the user’s prafiie. i

€ italki.com funny pictures

1 2 3
152 English + Q ¥ Tl 2

3

<N
B o
B

.
italki.com

Dashboard Practice your writing again! 8

Sessions Practice is the only way ta improve.

et Bantshow s agan
Messages
Finance Student Tasks: Getting Started
10
& contact a Teacher

Search for a teacher and tell them your study goals

gg Buy italki Credits

ick Li edits (ITC) o schex s wi
Quick Links italki Credits (ITC) are used to schedule lessons with

« How do | schedule alesson with a

er on italki

italki Credits (ITC)?

teachers

[%] schedule a Lesson
Set a time to get your first online language lesson

&, connirm the Lesson
Now that you've had a lesson, give feedback on your
teacher View Teacher Profile

Schedule Session

Meet New Friends
You don't have any favorite teachers yet. Here are some suggested teachers

Contact a teacher and improve your fluency 1 Med
Samir Bpe 3

&
Y Morocco  Teaches Arabic, French
So 100 ITC / hour GG
S, Schedule Session .ﬁ

Figure 1. Italki dashboard

1. notes written to-date; 2. scheduled sessionls tedchers; 3. friends; 4. messages; 5. naotifinati@f new
followers or friends requests); 6. currétatlki savings (ITC =ltalki credits, bought with real money — used to
pay for lessons with teachers); 7. profile; 8. guaxcess to various functions (slideshow); 9. irtgoar
information (incl. introduction tdtalki); 10.where you buy ITC
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User Profile Edit Profila

Anna . Ogiine

Languages: Polishlllll. Englishllll. Russianllill. Frenchlilli, German
Learning: French, German, Russian
Female, From Wroclaw, Poland, Living in Katowice, Poland

Local time: Apr 10 19:25 (Central European Standard Time)

I'm a teacher of Englis oreign language. I'm also a learner: of French, German and Russian. I'm open to

all kinds of language exc. s, formal and informal.

Point 1 506 @
2 2 Activities About Me Notebook Student History
3

MepBLIA pa3 no pyccky

CerogHs A rOBOPWIA NO PYCCKI C AHTOHIHOR YEPEs CKaiir. 370 Gbln0 DUeHE CTPAHHHO TOBOPUTS N0 PYCCCKM NOCAE JONT0r0
nepepuea.

 Russian

Figure 2. User profile

1. points scored (can be exchanged for ICTs); Atamts; 3. padtalki activity of the user; 4. personal info; 5.
notes written to date with history of correctiols;past sessions; 7. a note (the most recent 8nejiother
tongue; 9. languages learned (with level marked).

- |
italki.com =7 Q searsh peop ¥ o s = P

Hi, Anna. How are you? | am from Russia. I'd like to help you in learning Russian in exchange

B g‘ English.
With respect, Antonina.

. pr——
. . 3 Show More

. What time would you prefer? m

Apr 08, 2015 18:49

Show More
I think we could to speak at any time. When it is convenient for you? Now I'm in a decree and |

' have much free time.

Apr O 5

Friday afternoon - 5/6pm would be fine ('m 1h behind you, which means 6/7pm your time). m

Apr.08, 201 7

I Ok. See you soen. Good luck.

Apr C8, 2015 1214

Figure 3. First contacts on Italki
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MepBblit pas no pyccku

CerofiHA 5 roBOpWNIa NO PYCCKK ¢ AHTOHWHON Yepes ckain. 3To Bblio 04eHb CTPaHHHO
TOBOPMTD NO PYCCCKW MOCNE A0NToro Nepepusa.

snare:[Z] 7 EH 1 E3
B & ® Anna 23 minute 2 cormectio 11 A\ Flag
Carrect this e
0 comments
Corrections Newest :|

MepBblil pas no-pyccku

CerogHa A roBopwuaa No-pyccky ¢ AHTOHMHON Yepe3 ckain. 3To B0 04EHb CTPAHHHO
TOBOPMT L NO-PYCCCKM NOCNE JONTOro NepepbiBa.

9 & [J] wna 3minuesago  1comment- Add a comment A\ Flag
Mepebii pa3 no-pyccku
CerogHs f roBOpUAa No-pyccki ¢ AHTOHWHOW 4epes No ckaliny. STo Obiio c4eHb
CTPaHHHD - FTOBOPUTL MO-PYCCEKN NOCE fOATOT0 NEPERbLIBA.
e & W Marna 3Iminuesage  1comment- Add a comment A\ Flag
Figure 4. Other users’ reactions to a note pubtishe
More notebook entries written in Russian
= [po Buneapg (3)
. ,ﬂ,DI\‘aLLIHE‘E‘ 3aganve (2)
* Spme sentences.
* Sckrwexup (4
* Beuepa (3)
Show More

Do you want more help?

Find a teacher to help you improve.

e "=

Languages: Russianiilll,
Ukrainianlllll, Englishiil

patineuse &5

Erom RUsS

Languages: Russian(illl.

Englishillll, Frenchilll,

an Federation

Denis Legezo
From Russian Federation

Languages: Russianiiill
Englishilll, Germanlill|

Thailllll, Germanlilii, Japaneselilil Spanishlilll
Frenchllll

Hourly Rate Hourly Rate
Hourly Rate 70ITC 65ITC
100- 150 ITC =26.35 PLN =24.47 PLN

=37.65- 56.47 PLN

Figure 5. System activity upon a note published
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After the first contact, which can be carried outhelingua franca(Figure 3) or in
both languages simultaneously (Figure 6),lthkki users who are ready to partner up may
agree to have a voice chat via one of the popli&€ @ools (Skype), as italki.com itself does

not include voicechat functions.

Show More

Y BAC BCT HUKAKAR MAEA KaK Mbl MOKEM YUHTLCA BMECTE? m

Maybe | will write to you in English and you will write to me in Russian, for some time? And
then we can meet for a skype chat?

Yro BbI gyMaeTe?

rl Moi ckain marinamasloval8
Apr 10, 2015 19:27
SnowAnnieColour is mine.
Do we also write? Or do you want to talk only?

I I 51 joGasuna :) Ml MOKEM M NEPENHCLIBATLCA, W PA3TOBAPHBATE )

Awesome, thank you =) m

Figure 6. The bilingual text chat dtalki

As the number of contacts dtalki grows with use, after a time one is likely to
become a node in a network (Figure 7), in which isree node: (i) in relation to other nodes,
creating and maintaining ties which may be strormgexeaker; (i) engaging in voice, text or
voice-or-text exchanges; or (iii) free not to sustthe unwanted edges (=relations with
nodes).

Italki is an informal service in the sense that it is pait of any institutionalized
schooling system. Enrolment and participation areagter of choice for any user and so is
the agenda, which may range from mere exploratiomugh socializing in a foreign language

to informal (peer-to-peer) or formal (tutored) lalage education.
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\ /7 wolcs chat | [ '
| Aymedepm 1 | = || ssssions with teachers ] | .
| maring jrusseng) | - \ |
/ I/ | Mody-Mody (arabdeng)
W/ A

Tristan (frapl) i "

! Elfoy {rusdang) .

=== N
- - [CLiEE e Bais (tamdang) i\ l Aleksandr (rus4pl) ]
\ _ I
Veronica (rueT) i - J | ‘r
| \ a : | conis jengagen) r " Litya rusap)) |
olgafrustpy | /| | 1 } :
| ([ - taiki taxt chat —| Moedo rustsng)
{ ! notes . i
Iring (rusdsng) : & = e I\ ’ )
i \ | dessica (raeng) |
Marina {rusT) I t‘l-
I\ | Dimitr {rusdang)
i
| mostystav rusepy —

| Fanny maeng)
correcting | 2,

! Miodisen (gerdpl)
| carviine (fraang)

| sson gspaeng)

-~ Chisko {japdang)

Figure 7. Italki user as a node in the web of ccista

(color blue indicates the regular ones; ladigng indicates a proficient speaker of language a Iaghanguage

b; T=teacher)
2.3.1talki as a scheme for learner interdependence — discussib
Considering all its characteristics described ia frevious section — the non-institutional
character of education; self-direction; opport@stior self-reflection (portfolio); choice as
the basis for all user actionsltalki can be seen as what Little (2002) calls a seléssc
language learning scheme. As such, the portal rdaext in which autonomy can be
developed and exercised based on the resourceselhaccess scheme offers. These
resources are by all means social rather than rmatehich makedtalki different from the
self-access centers of the past. These centersdesigned for language learning which was
individual-cognitive rather than social-interactilsed on one’s capacity for taking on the
responsibility for (Holec, 1981; Little, 1991) ossuming the control of one’s own learning
(Benson, 2011)ltalki, in turn, with its architecture and dynamics adaial network, offers
its users a chance to develop and exercise leattenomy in interaction; autonomy seen as
a function of interdependence as well as indepeselenmore recent literature on the subject
(Little, 2004; Palfreyman, 2006; Murray et al., 20Murray, 2014). This section looks at
Italki vis-a-vis the three aspects of language learntwnamy as a social construct: the

emotional, the spatial and the political.
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According to Huang and Benson (2013), the capacigontrol one’s own learning is
based on three mainstays: the ability to take an résponsibility and to manage one’s
education; the desire to do so; and the freedotaki® action. Thé can — | want to — I'm free
to triad is translated by Murray (2014) into threefetiént aspects of learner autonomy as a
social construct. In the first place, these aspeutkide the emotionall (want t9 and the
political ('m free tg facets of being responsible / in control. Howewas Murray (2014)
notes, all the three components of autonomy prapdseHuang and Benson (2013) — the
ability, the desire and the freedom — should alwbgsconsidered in the context in which
abilities are developed, desires are formed, aetivm is granted. Such a context is the third,
the spatial, aspect of learner autonomy.

In order to evaluatdtalki as a self-access scheme, it is important to ansieer
question of how well the portal accommodates theetraspects of learner autonomy as a
social construct: the emotional, the political, ahd spatial. This will be done by analysing
the affordances of the site described in Sectionthe light of relevant literature to-date.

2.3.1. The emotional aspect of learning a language Italki

There are numerous links between the cognitive amedacognitive aspects of learner
autonomy (thé canfacet) and motivationl (vant). What is important is that the cause-effect
relation ofl can therefore | want tonay be as strong as the ond @fant to therefore | can
(Turula 2006) On the one hand, self-determination (Deci and Rg&42) is a powerful
internal drive which encourages learners to makartein spite of their limitations. On the
other hand, self-efficacy beliefs (Bandura, 1997 an important factor in deciding to
undertake and persevere with education. The séesahing possible ortalki can be a
powerful motivator as well as create and reinfarek-efficacy beliefs in several ways. These
ways can be explained based on the three prindiptasulated by Little (2004) as a result of
his observation of Dam’s (1995) successful and lighotivating way of developing learner
autonomy through interdependence. These principledade learner empowerment, learner
reflection and the appreciation of the target lagguuse.

Learner empowerment, as Little (2004) points ait;losely related to the feeling of
being in charge / in control. As Murray (2014) aguin autonomy-promoting contexts, this
feeling has an equivalent: a sense of freedom. Ehithe case oftalki, where the user
entertains freedom in many different spheres: ito joe network; to initiate language contact;

to choose his/her language partners and / or tutmnespond to invites from other users; to
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select the functions s/he wants to use; to decae mmuch self s/he is ready to disclose /
invest. This gives a sense of power which addsdbwvation ( can therefore | want {o

Self-efficacy can also be formed / reinforced tlyloself-reflection. As Little (2004)
observes, it is impossible to accept responsibfbitylearning without thinking about it. In
addition to exercising control / freedom, settingalg and making choices, autonomous
learners need to reflect upon the outcomes, ewathatr progress, identify their strengths and
weaknessedtalki affordances — with special regard to the repositdnyotes which serves as
a learner portfolio — enable such reflection. Tleeository of notes can be a source of
satisfaction or dissatisfaction which emerge duthmgself-reflection phase and take the form
of emotional self-reaction (Zimmerman, 2013). Cdesing the fact that thitalki notes are
public and interactive (other users can comment @rdect), such emotions are social in
nature (Damasio, 2003).

Last but not least, based on his already-mentiatservations of Dam’s class, Little
(1999, 2004) emphasizes the importance of puttoggther school knowledge and action
knowledge. The latter is activated in authenticgleage use characteristic for autonomous
learning contexts (but is rarely found in more ifiadal settings — cf. Legenhausen, 1999).
Italki is an interactional context which gives numerouparfunities for the appreciation of
the target language authentic use. It is likelyowxur during less formal peer-to-peer
exchanges as a result of interaction in which esfeal (=real, meaning seeking) rather than
display (seeking to practice a language functiargstjons are likely to be asked. In response
to such questions, users are socially coercedpedls as themselves” (Legenhausen, 1999),
as people rather than as language learners, red@ygage their own motivations, identities
and personal interests in their conversations” (@i 2011: 15). What is important, in the
very context ofitalki — largely informal, out-of-class, freedom-basetthe- identities engaged
will be the transportable ones (who the personyésl rather than situated (who the person is
in the classroom) or discourse (what the persauposed to say) (Richards 2006). All this
Is a powerful social motivator underlying autonomdanguage learning.

Finally, there is a word to be said for one magfeetof socially grounded emotional
investment of the autonomous learning Italki: motivation as an experience of belonging
rather than a motivational trait, “the desire tdobg to multiple communities of practice”
(Sade, 2011: 53), whichalki has a potential to satisfy. Apart from being a elég learn
languages in tandem setting, the portal is alsbgiaharing economy. The question will be
discussed in more detail in the subsection devtudtie political aspects dfalki as a self-

access scheme. At this point, however, it needsetpointed out that the social architecture
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(community) and the interaction dynamics (langutiydanguage) of the portal may attract
all these who like to think of themselves as indelemt from the traditional market
mechanisms and forces; those who incline towardsigydor-goods or service-for-service
exchanges based on experience they may have in fotimes of community-based sharing
(car pooling, couch surfing, etc.). This brings tes integrative motivation in its new
understanding: seeking group membership based tinegndhat are very personal and linked
to one’s internal identification with one’s selfrmept (here: a participant in sharing economy)
rather than a certain external force (Dornyei, 2&I#9). Learner autonomy developed with
such motivation will be both “situated in termstbe institutional and cultural context and
dependent on learner goals and personality trdit® interaction of these internal and
situational factors will determine the degree ofoaomy demonstrated by the learner.”
(Leary, 2014: 17).

2.3.2. The political aspect of learning a languagean I talki

Promoting learner autonomy always happens in ai@llicontext. No matter whether we
understand culture as national, institutional shared way of life (Palfreyman, 2003), efforts
aimed at proposing, developing, and sustainingheraindependence and self-regulation will
need to take into account the specificity of thaatext.

In the case of the national and institutional ceisteas Murray (2014: 334) points out,

[w]e need learning spaces that facilitate actigitirat promote the development of learner autonomy
and self-regulation. These learning spaces wildnteebe equipped with digital and material resosirce
while at the same time enabling students to moweerat and work with each other. The creation of

these spaces is going to take political will andgation.

Such political will and imagination have to be partarly strong in educational cultures that
favor hierarchical organization of and in schoolimglue control and coordination over trust
and collaboration, and prefer teacher-fronted trrer-centered classrooms. This refers to
both national schooling systems as well as micrteods of individual institutions, with their
ideas of what should happen in the classroom aadsghe roles teachers and learners, the
routines of communicating, asking and answeringstjoes and other aspects of education,
which Jin and Cortazzi (1998: 37) call “key elensamnt cultures of learning”.

Learning a language in a tandem on sites lii&ki is a potential challenge to such
systems. It is extracurricular and teacher-indepetidt crosses the boundaries of traditional
education in many different ways, bringing togetther real and the virtual realms, the school

and the active knowledge (Little, 2004), the worldside and outside the classroom
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(Legenhausen, 1999). By making the language classhm-walled (Richardson and
Mancabelli, 2011), it requires a change in educatiich goes beyond minor improvements
into the realm of a paradigm shift. Opening a laggiclass to social networking does not
require an educationalfoem, it requires trarfermation (Richardson and Mancabelli, 2011).
And transformative changes can be of great, sonestumwelcome proportions, resulting in:
(i) hierarchy flattening — most exchanges talki, including student-teacher
interactions, are rather informal in terms of |laage;
(i) authority distribution —the teacher is replaced byumerousteachers, and the
learner moves from predetermined classroom settnipe freedom of choice
Italki grants;
(i) control loosening — ortalki the user is self- and peer- rather than teacher-
regulated.
In educational cultures — national or institutioralvhere hierarchy flattening and authority
distribution are seen as undermining the teaclpersstion, and control loosening is perceived
as a threat to both the system and the learneringndike language classroom walls thin by
encouragingltalki-like tandem language learning may indeed requioétigal will to
acknowledge the agency of the learner. It will aiske the imagination to think out of the
current educationatatus quawith its practices, assigned roles and institigiorhis does not
imply thatltalki users will always have political agendas when uaéteng tandem learning
on the site. However, their decisions to do so lmlical meaning (even if unintended) and
consequences (even if yet to be seen).
Italki-like tandem learning will also be political whenderstood as a way of living.
With their community-based, language-for-languggeer-to-peer mode of operation, such
portals are strongly embedded in sharing econonoptd®l in the changing attitudes to
consumption and facilitated by the Internet, stgrieconomy is also referred to as
Collaborative Consumption (CC) and defined as (Haetaal., 2015) “the peer-to-peer-based
activity of obtaining, giving, or sharing the aced¢s goods and services, coordinated through
community-based online services.” There is a gérteralency to relate these practices to
Web 2.0 and its defining characteristics, such sexr-generated content, sharing practices
(social media), collaborative online projects (eWikipedig, all of which are associated with
the following motivations (Oh & Syn 2015: 2045): j@yment, self-efficacy, learning,
personal gain, altruism, empathy, social engagenmmmunity, interest, reciprocity, and
reputation. Importantly for the present line of argent, most of these motivations are social

in nature. Like the use of social media as welp@ktices such as car pooling, couch surfing
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and other forms of collaborative consumptitialki tandem learning is not only an aspect of
contemporary lifestyle but also a challenge to itimolal consumption and redistribution

patterns, which, in the case of language learrang,organized private and public schooling.
As a result, exercising this kind of autonomy inueation is a political action (once again —

even if unintended or yet seemingly inconsequeéntial

2.3.3. The spatial aspect of learning a language otalki

When thinking abouttalki from the user perspective, it is only natural tealde it as “a
place where one can learn languages in tandemsisi@&ring the fact that this place is a
virtual space based on architecture which is primarily humas @oding being of lesser
importance here), it seems right to see this spabased on the general consensus among
theorists on human geography (cf. Murray, 2014:)33@&s a social construction. As such,
Italki has a number of autonomy-related spatial chaiatts:. its networked structure, its
flexible boundaries and its multidimensionality.

Engaging in the different forms of tandem languadg@ning onltalki, the user
gradually builds his own web of relations — witindaage partners, teachers, correctors —
which, as every personal learning network, is highdividual, in terms of numbers (how
many contacts), intensity (how often) and selettiywho with) of interaction, as well as
formal variety (which activities). The networkedustiure has consequences for the two other
spatial factors: boundaries and dimensions.

The issue ofitalki boundaries is associated with the idea of autonashcontrol
(Benson, 2011). Murray (2014: 331) questions tbisceptualization in relation to the spatial
dimension, proposing “in this social learning spaageonomy primarily manifests itself as the
possibility for learners to exercise their agencyhin the environment rather than their
control over the environment”. This is very muck ttase oftalki tandem language learning.
With the open, networked structure of interactidiodl, control seems impossible and gives
way to the freedom of choice. In this area, Ith&i user can exercise his/her agency as to the
shape of his/her network, the range of activitias, well as the personal and financial
investments s/he is willing to make. In practides twill translate into the user making their
choice of: potential language partners based on fteedom to favor the preferred
interlocutors and ignore those with whom learniadeiss effective or unenjoyable (or even
ban unwelcome contacts); teachers, following fraarher styles, preferences or agendas;
activities, which can cover a number of skills (feg, writing, listening and speaking; words,
grammar and spelling) or be limited to just onghem; and of the extent to which s/he is
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willing to make personal investments: disclosertame, face, communicator IDs, etc. In this
sense, by empowering its user with the freedom Hafice, Italki is a space with thin
boundaries which allows setting personal boundarisscial, formal, organizational,
temporary, etc.

This freedom of choice is closely related to theltidimensionality ofltalki as a
space. The user’s involvement may be deep or daopérflong-ranging or temporary,
comprehensive or channeled. S/he can broaden hisétevork or deepen the existing
relations; buy lessons with different teachersvianiety or in search of the one(s) that suit(s)
him/her. The learner may practice all languagdsskil a balanced way or decide one of them
(speaking? writing?) is his/her priority and coricate on it. And s/he may pursue learning
goals, learning and social goals, or purely sagiels, treatindtalki as a language class or a
social network, and the target language — as a&sy§&ubsystem?) to master or as a means of
communication.ltalki as a space understood as a social constructionisgits user the
autonomy in all these areas of decision makinglaaching management.

Overall, developing and reinforcing learner autogam Italki is definitely social by
way of the emotional, political and spatial chagaatf actions taken on the website. As a
result, as it has been shown in this section, ammus tandem language learning is likely to
generate emotions most of which will be of socidio, because, as Ushioda (2011) puts it,
they will be expressed in the social setting destifor autonomous learning as well as the
social setting will give raise to them. Learnercaustmy on sites likétalki is also political: its
users, even if unaware of the fact, challenge thisting educational practices, roles and
institutions as well as consumption patterns. Babdéing this, the site is likely to promote — as
well as to cater for — new attitudes, beliefs afestyles. Finally, autonomous education in the
form of tandem learning is social through its sggtroperties: a learning place understood as
a social construction, thin-walled and based oedoen, and multidimensional in its human
geography. In this sense, the answer to ResearehtiQu 1 is affirmative.

What is important to note here is that the abowesitlerations — the synthesis of
learner autonomy as a social construct #atki affordances — are rather theoretical and
speculative. What is interesting is hosal users ofitalki employ this potential. The answers

to this question are presented and discussed tin8ex2, presenting Part 2 of the study.

2.4. The learner: introducing I talki users
The insights into user routines, agendas, motiaed, attitudes were gained in two different

ways. First, a group of 1@alki users were interviewed as regards their motiveseamning
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on Italki and their partner selection criteria as well a®nale. This sample included 3 men
and 7 women, aged between 15 and 51, coming frossiRU?2), Poland (2), Japan (2),
Ukraine (1), Morocco (1), Great Britain (1) and irca (1).

After a series of semi-structured interviews, tneltalki users were asked to take part
in a follow-up study aimed at seeing their motiues unique, personalized context. The only
person who agreed was U7. He was a 24 male fromnBplvhere he had lived all his life
with the exception of the last 12 months, spenth@ United Kingdom (7 months, student)
and the United States (5 months, participant ofkvasrd-travel programme). He is a native
speaker of Polish, a proficient user of English @QESCambridge certificate, 2010, level C2)
and a learner of Japanese. He holds an M.Sc. italdgignal processing — a joint diploma
from two universities, Polish and British. His irgsts include artificial intelligence, natural

and artificial languages, literature, cinema aadétling.

2.4.1. The interviews

All ten interviews were carried out in May 2015.€elhlasted between 15 and 30 minutes
each. The CMC channel used was a synchronoushektAs mentioned above, the interview
was semi-structured, in the sense that all its tqpresrevolved around the two main issues:
the user’s motivation for usinigalki and his / her partnering criteria. The answerthef10
respondents are summarized in Table 1.

As it is shown in Table 1, the motives for tandearhing ontalki can be ascribed to
two basic orientations: instrumental and integetihe former is manifested by some
respondents in their linkingalki practice with present or future jobs or study pex$p (U1,
U2, U5); the latter — understood as an experiericbetonging, the desire “to belong to
multiple communities of practice” (Sade 2014: 53)somply to affiliate with likeminded
individuals — seems to be behind the interest heotultures and people a number of the
respondents express (U6, U7, U8, U9). These twodrsees are confirmed by the partnering
criteria reported: they range from goal-orientdgk (thoice of proficient / native speakers only
— U1, U4) to people-oriented (nice; the need tacktl- U7, U8, U9). Yet, the individual
motivations of the ten respondents need to be glame an instrumental-integrative

continuum rather than considered in terms of atrtungental-integrative dichotomy.
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Table 1. 10 Italki users’ motivation for languagaining and partnering criteria

Who [sex]
(proficient or native
user of .../ learning ...)

Why

‘Who with

UL [f]
(rus/eng)

U21[f]
(rus/eng)

U3 [m]
(fi/eng)

U4 (1]
(fi/eng)

U5 [m]
(eng/ger)
U6 [f]

(eng/mus)

U7 [m]
(eng/jap)

U8 [f]
(jap/eng)

U9 [f]
(jap/eng)

Ul0 (D
(rus/ang)

I want to learn English to be a
teacher of this language.

T want to pass my entrance exams to
university. I also want to
communicate with other users of
English.

I want to talk in English. I want to
check if T can be understood by a
proficient user of the language.

I want to practice speaking English.

Ineed German in my job.

I'm interested in other cultures.
English is just a means of
communication. a lingua franca.

T want to learn Japanese — the
laguage and its culture.

T want to speak better English. to
learn about foreign cultures and to
meet new people.

I want to polish my English. And to
meef new people.

Learning English is a hobby (I'ma
stay-at-home mum and I want to kill
time). Plus I want to talk in a foreign
language and see somebody
understands me.

I'm ready to learn with any proficient
user English. But I check their profile
first.

T learn with everybody who speaks
good English as long as they are
female and know a little about
language teaching.

I partner with anybody who knows
English and can teach it.

I only interact with native speakers of
English.

T'll learn with anybody.

I partner with anybody as long as they
want to learn. T'm not interested in
flirting

T’ll learn with anybody as long as we
“click™ (and it’s not about flirting). It
is also important that we understand
each other (I exclude users who speak
English poorly — with my only basic
Japanese we cannot communicate.

T parter with anybody who is a nice
person.

I choose my partners based on their
profile (they have to declare the will to
learn Japanese) and on the first-
contact impression: if they use my
name when they write to me.

I"'m ready to learn with anybody.

This is because the motives of most of them — withpossible exception of three persons
reporting exclusively instrumental orientation (M4 and U5) — are a combination of
different shades and degrees of both types of mndin. Another important observation is
that the motives are connected with the self:gbeceivedone as well as thigleal and the
ought-toselves (Dérnyei, 2005, 2009). The users state evtiery want to see themselves as a
result of tandem learning (the ought-to or the lide#f; U1, U2 and U5); and they are people

with identities: what and how they learn, as Lit{f#004) puts it, is part of who they are
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(matter-of-fact: U2, U5; nice, people-oriented: WMH). Finally, as shown especially by the
partnering criterialtalki as a learning context is characterized by the sisex¥édom of choice
which, based on very individual criteria (learniaga goal — U1, U3, U4; social preferences —
U2, U6, U7, U8, U9, personal safety — U2), is eisad by the users.

2.4.2. The case study

The data obtained in the in-depth interview with ke been mapped into three different
collaboration graphs in which U7 is the central erodisItalki web of contacts (Figure 8) as

well as two other networks accommodatitaki: his personal learning network (Figure 9)

and his collaborative consumption experience (ledud).

e W — \
| Hanako (japT) =l \I'.
\ J/ '

/ |
| Erico (japT) /.‘I e / ~
\ ) T User 7 Lvoice chat |
|Il|l /'
| Fei(iapT) | /
~ J T

Figure 8. User 7 as a node in the Italki network

As it can be seen in Figure 8, thalki network of User 7 is not too vast — it is limited
in three different ways. First of all, even thouthte user has tried lessons with different
teachers, his sessions are now regularly heldwithyMisa (whom he chose for her teaching
style and her interest in culture). He is similasiglective in his choice dtalki tandem
learning: he has two regular partners, and he dictimoose to report his one-time experiences
dismissing them as inconsequential. Finally,Itaki activities are restricted to speaking. The
reason for this can be noted in Figure 9: User < His own ways of practising vocabulary,

grammar and writing and does not have to relytalki peer correction of notes.
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Figure 9. User 7's online personal learning netw(@fke image is illegible and enclosed only to slbe/scale; the complete PLN can be demm6)
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Figure 10. User 7’'s collaborative consumption (@g)erience
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What can also be seen in Figures 8-10, is that

» the scale of the personal learning network of Usevhich is vast and diverse, his
areas of interests range across sciences and higsafiom linguistics through
philosophy and politics to computer science; amdraalized by means of an array
of new media;

* User 7 has experience in various forms of shaimguding social networking as
well as three different areas of the CC economy;

» Italki is the common node of the PLN and CC networks,ifhighere the learning

routines and collaborative consumption meet (Fig@and 10);
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« for User 7 theltalki experience has the-context-within-context quaktyit is
embedded into two much vaster networks of who teesgn is, in terms of

cognitive and affective needs, interests and lfest

2.5. Between independence and interdependence —adission 2

Similar toDiscussion 1the analysis of the data is carried out in refato the three aspects
of social learning autonomy: the emotional, thatall, and the spatial. However, the focus —
especially as regards the emotional aspect — ighencognitive-individual vs. social-
interactive, in an attempt to answer Research @me&t—Can the shift from independence to
interdependence be seen in the routines as wedlgasdas, motives and attitudes of Italki
users?

When it comes to the emotional aspect of learnesreumy, the responses given by
the ten users show thiaalki learners have a sense of empowerment, undertakeffsakent
actions based on reflexivity, and enjoy the auticaige of language. The results (Table 1; in-
depth interview with User 7) demonstrate that #reusers have well-defined expectations of
the portal as regards language learning as wel iasmost cases — their partnering criteria.
They also exercise the freedom to only use thetiome of the portal that help them meet the
expectations; as well as select the teachers amd path whom to learn in relation to their
agenda. Additionally, the integrative motives répdrby most show that they enjoy the
experience of using the target language. They irest

(i) away to talkas themselved.egenhausen, 1999; Ushioda, 2011) and hear others
do the samet@ learn about foreign cultures and to meet newppee U8);

(ii) a challenge of the sort commonly not offered in treglitional languagetd
check if | can be understood by a proficient udahe language- U3);

(iii) authentic in the sense that it meets current gaalstt- and long-terml’'tn a
stay-at-home mum and | want to Kkill timewant to learn English to be a
teacher of this languagdJ10).

An important point in the discussion of the respikstaining to the emotional aspect
of autonomy as a social construct is the questibrthe integrative and instrumental
orientations noted in the study. On the one hamel fact that some users (U1, U4 and U5)
demonstrate the exclusively instrumental drive nmalycate that, in their case, other people
(and portals, likdtalki, where they can be found) are self-access cemengir pre-Web 2.0
understanding. For such peofti@ki may not go far beyond a place where individuahdgs
can be implemented and not a community of praeticere one can learn not orfhlpm other
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people but als@boutthem andwith them. Oxford (2003) differentiates between these t
type of socio-cultural learning describing them @¥:individual learning in a group, the
socio-cultural aspect of learning limited to itsrgesituated in space and time, in context; and
(i) group learning, carried out in communities gfctice. If we adopt this division as the
basis for classifying user motives underlying aotapus learning omtalki, it needs to be
said that a shift in the learning model / new crtg®f autonomous learning (discussion

1) is not necessarily followed by a similar changeevery learner. In the research sample
described there are users whose autonomy can medeh the individual / (meta) cognitive
rather than socio-interactive terms. Their socgarhing is socially motivated only when it
comes to learningfrom (the self-access model) and not necessaaibyput or, more
importantly,with others.

At the same time, such an interpretation can bgstto two major reservations. The
first follows from the new understanding of theeigitative language learner motivation in the
globalized world (D6rnyei 2005 and 2009; Ushiod2l 2, Ushioda and Ddrnyei, 2012). Since
such motivation is seen as a very personal corisaulink to one’s internal identification with
one’s self concept rather than with some kind démal force (Ushioda 2006 and 2011), it
seems appropriate to expand integrativeness totefa generalized international outlook or
attitudes to the international community at larg@Jshioda, 2006: 150). This goes hand in
hand with Yashima’s (2002: 57) concept of “interoaél posture,” defined as “interest in
foreign or international affairs, willingness to gwerseas to stay or work, readiness to
interact with intercultural partners, and [...] apess or a non-ethnocentric attitude toward
different cultures”. As such, the concept includesth the intercultural friendship and
vocational interests, thus combining aspects ofiribegrative and instrumental orientations.
An attitude of this kind is manifested by all okthO respondents, and in each of the cases it
can be seen as an experience of belonging (Sad4):28artaking, through language, in
various cultures; being a member of a professi@oahmunity; belonging as opposed the
loneliness of a stay-at-home mother; etc. Thisalao be seen in the personal learning and
experience networks of User 7 — learning ltedki makes him a part of a number of
communities of practice: speakers of other langsiagelf-directed learners; collaborative
consumers. In the light of this, it seems a bitfef@hed to classify some learners as
independent-rather-than-interdependent, based @ir tinstrumental — as opposed to
integrative — motives alone.

The second reservation to be made vis-a-vis théndi®n between the cognitive-

individual and the social-interactive autonomyltadki is the one commonly expressed in the
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context of motivation research. As Ushioda (200@ues, in general the conclusions in
research into motivation are drawn based on statisiverages rather on insights into unique
characteristics of particular individuals. As aulgsironically, despite the focus on how
people differ (from each other or from a standatil)s research “concerns itself ... with the
shared characteristics of particular types of imhligls” (Ushioda, 2009: 12). The alternative
she proposes is a “person-in-context relationalvVief motivation: focus on real persons
rather than learner abstractions; focus on “thenegef a person as a thinking and feeling
human being, with an identity, a personality, aquei history and background, with goals,
motives and intentions” (12-13). The case studggméed in this study shows that a similar
approach may be desirable in autonomy studies. ffarspires from the complexity and
contextuality of User 7’s autonomous behaviors. &ionportantly, though, it also indicates
that before classifying users Ul, U4 and U5 as peddent-rather-than-interdependent in
terms of their agendas, motives and attitudes, lveild consider them in a broader and —
inevitably — dynamic context of their interactioms Italki and beyond. This being outside
the scope of the present study, no definite cormhssas regards their beliefs and attitudes are
justifiable.

When it comes to the other aspects of learner antgnas a social construct — the
political and the spatial — the results of Partf2he study seem to endorse the assumptions
presented in Sections 2.2 and 2.3.

As regards the political aspect of autonomy, itmanifested, first of all, in the
composition of the research sample. It is — mosbably like Italki population overall —
multinational. This means that learner autonomy ifeating itself in the decision to learn on
Italki is political in the sense that the tandem languedigcation happens across borders,
ignoring the administrative divisions in the conparary world. Other borders the study
participants cross are institutional: all of thehose to learn outside their own educational
systems. This transpires from the answers of alltedki users but is most clearly visible in
the personal learning network of User 7 (FigureTdle amount of knowledge he seeks and
finds out of his university shows how thin-walled tiecided to make it. It also brings up the
question of proportions and an observation thasuich PLN-based education prevails in
others like himself, the schooling systems worldwiduld soon be facing a major revolution.
Finally, based on User 7’'s CC experience networguiie 10), we can note that exercising
one’s right to autonomous learning dtalki goes hand-in-hand with a new model of
consumption: sharing economy; not to mention a featation of one’s lifestyle. In this sense

autonomous learning of this kind has political megrnand consequences, even if neither
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User 7 nor any other of thialkers studied admitted having a political agenda when
undertaking tandem learning on the site.

When it comes to the spatial aspectltafki learner autonomy, both the criteria of
partnering of the 10 users and the “Japanese” pbdiéser 7’'s PLN prove that the site is a
place characterized by the freedom of choice raim@n control. This freedom — to choose
who you want to learn with; to come and go; to @cotyour privacy; to invest your identity
(or not) — can be exercised because the sociakxbuoinder investigation is a truly thin-

walled classroom

3. Conclusions

In conclusion, it can be said that tandem langubsgening sites, likeltalki, have a
considerable potential to develop and reinforcenkeaautonomy. The results show that for
some users autonomy may be more about leafrongothers, which coincides with pre-Web
2.0 construct of learner autonomy based on indegpesed rather than interdependence.
However, as it was admitted earlier in the texsdohon a study as limited in terms of scope
and depth as the present one, it is difficult toide how social the autonomy of individual
Italki users really is. This is why the study offers ostyme insights into the problem and
delineates areas for further research rather thjainireg to any conclusions.

On a practical level, the pedagogical implicatidresed on the present studl
result in two recommendations. First of all, coesidg all its advantages as regards
developing and reinforcing learner autonomy inalisthree aspects, it seems advisable to
encourage tandem language learning in the langdagsroom as an activity extracurricular
to mainstream education. Secondly, sites litedki should attract language teachers. If
teachers are facing an inevitable paradigm chamgelucation — or if they think it proper to
induce such a change — the experience of the teawhea learner in the thin-walled
educational context (strongly advocated in Richandsnd Mancabelli, 2011) is likely to give
them a better insight into both the advantage$f®fiteractive learning of languages as well

as learner autonomy understood as a social construc

References

Bandura, A. (1997)Self-Efficacy: The Exercise of Contrdlew York: Freeman.

Benson, P. (2011Yeaching and Researching Autonof® ed.). London: Longman.

Cziko, G.A. (2004). Electronic tandem language feay (eTandem): A third approach to second language
learning for the 21st centur@ALICO Journal,22(1), 25-39.

Dam, L. (1995)Learner Autonomy 3: From Theory to Classroom PctDublin: Authentik.



Teaching English with Technology7(2), 3-28,http://www.tewtjournal.org 27

Damasio, A. (2003).ooking for Spinoza: Joy, Sorrow and the Feelingi&rLondon: Vintage.

Deci, E. L., & Ryan, R. M. (eds.) (2002Handbook of Self-Determination Resear€&tochester, NY: The
University of Rochester Press.

Dérnyei, Z. (2005).The Psychology of the Language Learner: IndividDifferences in Second Language
Acquisition Mahwah, NJ: Lawrence Erlbaum.

Dérnyei, Z. (2009). The L2 motivational self systeim Z. Dérnyei & E. Ushioda (edsMotivation, Language
Identity and the L2 Sefpp. 9-42). Bristol: Multilingual Matters.

Hamari, J., Sjoklint, M., & Ukkonen, A. (2015). Tisbaring economy: Why people participate in coltative
consumption. Retrieved November 30, 2015, frottp://people.uta.fi/~kljuham/2015-hamari_at al-

the sharing _economy.pdf

Hauck, M., Fuchs, C., & Miller-Hartmann, A. (201Promoting learner autonomy through multilitera&ills
development in cross-institutional exchandesiguage Learning and Technolod(3), 82-102.

Holec, R. (1981)Autonomy in Foreign Language Learnir@xford: Pergamon.

Huang, J., & Benson, P. (2013). Autonomy, agenoy ientity in foreign and second language education
Chinese Journal of Applied Linguistic&6(1), 7-28.

Jin, L. & Cortazzi, M. (1998). Expectations and sfiens in intercultural classroomdntercultural
Communication Studie3(2), 37-62.

Legenhausen, L. (1999). Traditional and autonomeasers compared: the impact of classroom culture
communicative attitudes and behaviour. In C. Edélhend R. Weskamp (eds.)Autonomes
Fremdsprachenlernefpp. 166-82). Munich: Hueber.

Little, D. (1991).Learner Autonomy: Definitions, Issues and Problemgblin: Authentik.

Little, D. (1995). Learning as dialogue. The depmmmk of learner autonomy on teacher autonddygtem,
23(2), 175-181.

Little, D. (1999). Developing learner autonomy e tforeign language classroom: a social-interactiga/ of
learning and three fundamental pedagogical priesiflevista Canaria de Estudios Inglesa8, 77-88.

Little, D. (2002).Learner autonomy and second/fgmelanguage learning. IiThe guide to good practice for
learning and teaching in languages, linguistics ada studiesUniversity of Southampton: LTSN
Subject Centre for Languages, Linguistics and ABtadies. Retrieved November 30, 2015, from

https://www.llas.ac.uk/resources/qgpg/1409

Little, D. (2004). Constructing a theory of learrsutonomy: Some steps along the way. In K. Makiren,
Kaikkonen, & V. Kohonen (eds.Future Perspectives in Foreign Language Educatjpp. 15-25).
Oulu: Publications of the Faculty of Education inl®@University 101.

Murray, G. (2014). The social dimensions of learagtonomy and self — regulated learniggudies in Self-
Access Learning Journab(4), 320-341.

Murray, G., Gao, X., & Lamb, T. (eds.) (2011yehtity, Motivation and Autonomy in Language Leagni
Bristol-Buffalo-Toronto: Multilingual Matters.

Oh, S. & Syn, S. J. (2015). Motivations for sharimjormation and social support in social media: A
comparative analysis of Facebook, Twitter, DelisiodouTube, and Flickdournal of the Association
for Information Science and Technolo§$(10), 2045-2060.



Teaching English with Technology7(2), 3-28,http://www.tewtjournal.org 28

O’Leary, C. (2014). Developing autonomous langulageners in HE: A social constructivist perspectiveG.
Murray (ed.),Social Dimensions of Autonomy in Language Learr(pyg 15-36). Basingstoke, UK:
Palgrave.

Oxford, R.L. (2003) Towards a systematic model &flearner autonomy. In D. Palfreyman and R.C. Smith
(eds.),Learner Autonomy Across Cultures: Language Eduoafierspectivegpp. 75-91). Basingstoke:
Palgrave Macmillan.

Palfreyman, D. (2003). Expanding the discourse earrler development: A reply to Anita Wendémpplied
Linguistics,24 (2), 243-248.

Palfreyman, D. (2006). Social context and resoufaelnguage learningystem34(3), 352-370.

Ryan, S. M., & Deci, E. L. (2006). Self-regulatiand the problem of human autonomy: Does psychoheggd
choice, self-determination, and willeurnal of Personality, 76), 1557-1585.

Richards, K. (2006). ‘Being the Teacher’: Identityd classroom conversatiofspplied Linguistics27(1), 51-
77.

Richardson, W., & Mancabelli, R. (2011personal Learning Networks. Using the Power of Camions to
Transform EducatiorBloomington: Solution Tree Press.

Sade, L. A. (2011). Emerging selves, language iegrand motivation through the lens of chaos. IM@rray,
X. Gao, & T. Lamb (eds.)ldentity, Motivation and Autonomy in Language Leéagn(pp. 42-56).
Bristol: Multilingual Matters.

Turula, A. (2006)Language Anxiety and Classroom Dynamics. The Sifidp Adult BeginneBielsko Biala:
Wydawnictwo Naukowe ATH.

Ushioda, E. (2006) Language motivation in a reqpmiéd Europe: Access, identity, autonordgurnal of
Multilingual and Multicultural Developmeng7(2), 148-161.

Ushioda, E. (2009). A person-in-context relatiovialv of emergent motivation, self and identity.AnDérnyei
and E. Ushioda (eds.Motivation, Language Identity and the L2 Séffp. 215-228). Bristol:
Multilingual Matters.

Ushioda, E. (2011) Motivating learners to speakthasnselves. In G. Murray, X. Gao and T. Lamb (eds.)
Identity, Motivation and Autonomy in Language Léagn (pp. 11-24). Bristol-Buffalo-Toronto:
Multilingual Matters.

Ushioda, E., & Dornyei, Z. (2012). Motivation. In &ass & A. Mackey (eds.Yhe Routledge Handbook of
Second Language Acquisitigpp. 396-409). New York: Routledge.

Yashima, T. (2002) Willingness to communicate irsexond language: The Japanese EFL conkdatiern
Language Journal36(1), 54-66.

Zimmerman, B. (2013). From cognitive modeling ttf-segulation: A social cognitive career patducational
Psychologist48(3), 135-147.



Teaching English with Technology, 17(2), 29-41 http://www.tewtjournal.org 29

THE EFFECT OF MALL-BASED TASKS
ON EFL LEARNERS' GRAMMAR LEARNING

by Farzaneh Khodabandeh, Jalal ed-din AliarandHassan Soleimani
Department of Linguistics and Language TeachingaRe Noor University
PO box 19395-3697 Tehran, Iran

farzaneh.khodabandeh @ gmail.com, jalal.alian @ilgram, arshia.soleimani @ gmail.com

Abstract

Many studies have confirmed the importance of tasklanguage learning. Nowadays, many
teachers apply different kinds of tasks in theérsskooms. The current study investigated the
effect of mobile assisted language learning tabk&L() on participants’ English grammar
learning. The researcher administered a pre-valigtammar test to 90 junior high school
participants aged between 14 to 16 with the meanlédg The researcher taught grammar to
both groups inductively and asked the participamtdo their assignments according to their
group’s tasks. Based on the post-test resultgnitoe concluded that the experimental groups
had better results than the control group. Theystugbports the hypothesis that sharing tasks
in virtual networks can have positive results fanduage learning, specifically grammar
learning.

Keywords: grammar learning; Mobile Assisted Language Learr{iiM@\LL); photocopied

guestions; social networks; tasks

1. Introduction
In the past twenty years in Foreign Language (FElariing, there have been many studies
about the effects of tasks on language learningk Tafers to a “work plan that requires
learners to process language pragmatically in otdeachieve an outcome that can be
evaluated in terms of whether the correct or apjtg propositional content has been
conveyed” (Ellis, 2003, p. 16). Nowadays, most leage teachers use tasks in their classes to
teach English. Task-based instruction refers to ativities such as solving problems or
completing projects in order to get learners inedlvin meaningful and goal-oriented
communication (Syyedi, 2012).

There are many studies that have confirmed the litapoe of tasks on language skills
(e.g. Beglar & Hunt, 2002; Kim, 2009; Robinson, 208alimi & Dadashpour, 2010). There

is a clear relationship between all language |legrrskills (speaking, listening, reading, &
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writing) and as Linse (2005) states, progress ie ckill can be a precondition and
prerequisite towards progress in other skills.

Many researchers have confirmed that learners lismeign language skills better if
teaching focuses explicitly on grammatical or lekitorms (Norris & Ortega, 2006). Based
on recent studies, grammar instruction helps leanttereach the high level of proficiency in
accuracy and fluency (Ellis & Celce-Murcia, 2002, ated in Ellis, 2003). Unfortunately,
uninteresting lessons about grammar have had autaging effect on its learning among
learners in the last decades (Wang, 2010). Whendhtent in a coursebook is presented in a
boring way, it becomes very difficult to stimuldte interest of learners (Ruso, 2007).

As such, lack of sufficient research into the efeof tasks on grammar learning
creates a need to study the effects of some mutyyaasks on grammar learning. These
situations can be seen as an opportunity for astedy that focuses on combining interesting
tasks and grammar learning.

Nowadays participants in some institutions learrglish through smart phones.
Trifanova, Knapp, Ronchetti, and Gamper (2004)reefnobile devices as “any device that is
small, autonomous, and unobtrusive enough to acanoyhpise at every moment” (p. 3).
Prensky (2005) states that a mobile phone is oneoinstruments which can be used by
students to learn in technology era. Zhao (2008icates that smart phones prepare the best
situation for foreign language learning. In additionobiles can be used in numerous forms
such as face-to-face or distant modes. Unfortupatelsearch into the effect of mobile
assisted language learning-based tasks (MALL) @mgrar learning is still rather rare. To
fill this gap, the current study investigates thiéect of MALL-based tasks on EFL

participants' grammar.

2. Literature review on MALL

There have been a lot of studies about the eftddissk-based teaching approach on learning
a foreign language. For example, O’Brien (1996)ptbthe positive effects of using tasks to
improve participants’ oral proficiency, while Bygat(1999) indicated the efficacy of
communicative tasks on participants’ grammaticahpetence. Similarly, McDonough and
Mackey (2000) reported the effectiveness of usasikg in enhancing participants’ focus on
language communication. In another study, Sheh&al@bi) indicated that using tasks helps
learners to practise initiation of a communicatamtivity. Mann (2006) and Torky (2006)
reported that applying tasks was remarkably beiafin developing oral performance of

learners. At the same time, Karimi (2010) stateat tsing tasks effectively expanded the
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participants’ knowledge of words, while Korkg6tz {40 found that the participants had
positive attitudes towards tasks when combined watthnology. Hasan (2014) maintained
that task-based classrooms provided the opportuioitythe learners to speak without
hesitation. According to Choo and Too (2012), tlse wf task-based teaching motivates
learners toward language learning. Beglar and H(#G02) revealed that working
collaboratively on tasks motivate learners. Rogansl Medley (1988) showed that the
grammar of learners proved to develop through axgos$o tasks. Fotos and Ellis (1991)
revealed that teaching grammar communicativelyuginotasks helped participants improve
their understanding of difficult grammatical forms.

There are quite a few studies about the effect abila phones on language learning.
For instance, Thornton and Houser (2005) examiheduse of mobile devices by Japanese
university participants in a language learning eahtand the results confirmed the positive
effect of mobile devices. Basoglu (2010) companediitional flash cards on paper with
digital flash cards and mobile phones. His findiegsfirmed that the participants who had
used the mobile application obtained better resuitsanother study by Sole, Calic, and
Neijmann (2010), participants who reported workihgpugh mobile phones showed a better
engagement in learning. Baleghzadeh and Oladrog20thl) investigated the effect of
MALL on grammatical accuracy of EFL participanthi€elresults showed that the participants
in the experimental group displayed better perforceathan the participants who were in the
control group. Begum (2011) made an attempt to stigate the possibility of using cell
phone in the EFL classroom of Bangladesh as arugiginal tool. After analyzing the data,
it was revealed that despite some challengespbelhe has great potential as an instructional
tool. In 2011, Motallebzadeh, Beh-Afarin, and DalRad proved that SMS has a positive
influence on the retention of collocations amoranian lower intermediate EFL learners and

that participants have a positive attitude towaating collocations through SMS.

3. Study

3.1. Aim of the research

All of the studies summarized above considered MAlsLa method of learning, not a task. In
addition, little is said about the effect of MALRgks on EFL learners’ grammar learning. In
the current study, the researcher investigatesxéurei of MALL and tasks to see its effects
on EFL learners' grammar learning to verify thédi@ing hypotheses:

1. MALL-based tasks have no effects on EFL learneesngnar learning.
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2. There are no differences between the MALL grouptaedcontrol group.

3.2. Participants

In the current project, 60 Iranian junior high schearticipants from Qom province, Iran
were selected out of 160 students. The homogenéitlge participants was checked before
starting the data collection procedures. In so gldiney were pre-tested through a test which
contained 30 multiple-choice items related to strrec and written expression and 10 items
related to reading comprehension. The selectedcipamts were those with intermediate
level of language proficiency. The mean and thedsied deviation of the participants’ test
scores (M=34.18, SD=2.20) were used as the cnitdoo their selection. Based on the pre-
test results, 60 participants whose mean scorggammar knowledge were one standard
deviation above and below the mean were chosernthAlparticipants were male and native
speakers of Persian. The researcher briefed th&cipants about the mechanism of the
research and randomly divided them into two graefl20 participantss.

3.3. Design and procedure

The effect of MALL tasks versus traditional oneslmanian junior high school students was
investigated through a quasi-experimental desidre participants were randomly selected
and assigned to the control and experimental grolips researcher conducted a pre-test and
at the end of the research, a post-test was aderieds

In the current study the researcher used the faligwstruments:

1. Tests The researcher used three tests, one for hongiggrihe participants, one
pre-test and one post-test.

2. Smart phones In the MALL-based task group, the participantsl dheir
assignments in their sub-groups with the use ofiegipns of their smart phones
such as Movie Maker and Google Photos and shaesd tim a defined telegram
group.

3. Marker and whiteboard. To teach grammar inductively, the researcher used
marker and whiteboard. The researcher wrote thepbes on the whiteboard and
the participants had to discover the rules.

The current study was conducted over 12 sessiorchwias enough time for teaching

the grammatical rules of the course (Present Sintpise, Present Continuous tense,

possessive 's and of, possessive adjectives, adokftequency).
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The researcher first homogenised the subjectpagiripants were chosen according
to their mean scores on the test. They were randdmmided into two groups in two different
classrooms. In each group, there were 30 partitspam both groups, the researcher divided
the participants into six sub-groups. There were participants in each sub-group. Then the
pre-test was administered to both the control amel éxperimental groups before the
treatment. The researcher taught grammar indugtieeboth groups. The difference between
the groups was their tasks. As an assignment ofdh&ol group, the researcher asked them
to do their workbooks and for their tasks, the aesleer gave them photocopied questions
which were related to the grammar lessons.

The researcher taught grammar rules inductivebotb groups as follows:

1) The researcher presented the participants withriatyaof examples for a given
concept without giving any explanations about hbevrule is used and formed.
2) The participants drilled and practised the exampkes instance, the learners
applied their speculations to find out the gramuosdtrule.
3) As a conclusion to the activity, the researcheedske participants to make new
sentences and find out the rule of the examplesa&pkhin the grammatical rule.
4) As an assignment, the participants of both growgs o do their course work
book.
Beside that, the researcher gave the participamt® sssignments according to their groups.
The control group’s participants had to do the pbopied exercises given by the teacher.
They included doing multiple-choice questions, wastbling sentences, filling the blanks
and finding errors. The participants had to anstese written questions. In the following
session, each of the participants had to come ¢oftbnt of the class and answer the
photocopied questions on the whiteboard.

On the other hand, like the control group, theeexpental group comprised 30
participants and 6 sub-groups. The researcher asteried the Telegram instant messaging
system to the participants of the experimental gr@dn the first day of the experiment, the
researcher created a Telegram and asked the partisito join the group. The teacher did not
give them the photocopied questions, they hadn éxtra materials which were related to
the grammar rules of their lesson and share theth®melegram group. For example, one
sub-group made some pictures that illustrated pleeied rule and shared it on the Telegram

group. For 12 weeks, the participants performedgif@@nmar tasks and shared them on the

group.
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During the last session the researcher took a glidated post-test to find out the
effects of the tasks on participants’ grammar kmalge. The post-test consisted of 40
multiple-choice items, with each item accounting@db points. There was no negative score;
therefore, the maximum score was 20.

To assess validity and reliability of the currenidy, both tests (pre-test and post-test)
were given to a jury of three English languagerutdbrs to elicit their views about the
accuracy, clarity, and appropriateness of the unsénts. Then, the researcher reviewed and
modified the tests according to their recommendatidhe usability of the tests was tested
through a pilot study of 30 participants that teeearcher had excluded from the sample. In
the current study, the researcher used Cronbadple do calculate the reliability of the

study.

3.4. Results and findings

One of the null hypotheses of this study was thal Mbased tasks did not have any effect
on EFL learners’ grammar learning. In order to gealthe data to test the null hypothesis,
first the descriptive statistics of the pre-testraveomputed. Afterwards, the independent
samples t-test was used to compare the scoresdretive control and experimental groups.

Descriptive statistics of the pre-test indicate thean of the control (7.87) and the
experimental group (7.97). In addition, the disitibn of the data was normal for each group,
because the degree of skewness and kurtosis wevedre-2 and +2 (Appendix 1, Table 1).

Next, the researcher used the independent samfa#sesdn the pre-test results to find
out the degree of significance difference betwdencontrol and the experimental groups (to
test the second null hypothesis). The t-test resudtealed that there was no significant
difference in grammar knowledge between the cordgnal experimental groups on the pre-
tests (t = .464, P = .644, Ru>in which the P value was more than .05, and ibleserved
.644 was less than the t-critical, 2.04. Therefirean be concluded that the two groups were
homogenous at the pre-test (Appendix 1, Table 2).

Before calculating the statistics of the post-tesults, it was necessary to investigate
the reliability and validity of the post-tests. Thesearcher used Cronbach’s alpha to obtain
the reliability calculation. Cronbach's alpha wa810Q therefore, the test can be assessed as
reliable (Appendix 1, Table 3). Next, the researdatculated the descriptive statistics of the
post-test results. The means of the experimentalcamtrol groups were 18.43 and 10.48

respectively (Appendix 1, Table 4).
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The researcher used Shapiro-Wilk test to investiga® normality of the distribution
in two groups based on the post-test results. Torenllity Test revealed P values of .208 and
.152 for the grammar post-test in the control amel éxperimental groups respectively. P
values for both groups were more than selectedfsignce, i.e. .05 for this study (P &;
consequently, it can be claimed that two sets ofescare normally distributed (Appendix 1,
Table 5). Thus, the parametric independent sanmgkst was applied to compare the results
of two groups based on the post-tests. The tesictet significant difference in grammar
learning between the two groups on the post-test33.462, P = .000, P &); consequently,
the null hypothesis of this study was rejected (&px 1, Table 6).

4. Discussion

Task-based language teaching is an interesting topFL classes (Skehan, 1996). Many
previous researchers believed that there is aip®gielationship between using tasks and
language learning, such as O’Brien (1996), Byga899), McDonough and Mackey (2000),
Shehadeh (2001), Mann (2006), Torky (2006), Kaf20i10), Korkg6z (2011), Hasan (2014),
Choo and Too (2012), Beglar and Hunt (2002), Roges Medley (1988), Fotos and Ellis
(1991).

Based on the research findings, it is disclosed tha MALL-based-task group
achieved better results than the control group. fiidings of this research are in line with
Thornton and Houser (2006), Sole et al. (2010)chtl et al. (2010), Bryson and Cai (2004),
as well as Baleghzadeh and Oladrostam (2012), ndiodated a positive relationship between
using mobile devices and language learning. In tenidi based on the researchers’
observations, it can be concluded that the paditgpwho took part in the mobile-based task
group had a higher motivation to learn grammar titencontrol group. The findings of this
study also showed that the motivated participalsts performed better in the post-test. The
present study is in line with Lochana and Deb'0@0esearch, who suggested that task-
based instruction helps learners not only in teohgroficiency development but also in
terms of motivation. Richards and Rodgers (200%p akported that learners’ success in
achieving the goals of tasks increases their mibina

In addition, it was proven that using mobile phortedps learners have better
interaction and better engagement with their pdérglings of this study are in congruence
with Zhao (2005), who declares that smart phoneaterthe best situation for learning that
can hardly be found. The study results also comatieahose of Lopez (2004), who indicated
that the learners who perform tasks which are edlad their language course learn English
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more effectively and collaboratively. The findingthis study confirmed the principle of the
sociocultural perspective that stated social imtgva facilitates learning through the process
of scaffolding.

In the control group, the participants’ task was aaswer the written questions
prepared by the teacher. The results showed taaidtticipants in the control group obtained
lower scores. It is consistent with Wang’'s (2016)idf that lessons about grammar that are
not interesting and motivating have a discouraggffgct on learners’ attitude towards
grammar teaching and learning. As the results & tontrol group showed, using
photocopied questions as the teacher did can haegative effect on participants’ language
learning and motivation. Similarly to Ruso (200if;an be stated that when the content of a
coursebook is presented in a boring way it is redyeto stimulate the interest of the

participants.

5. Pedagogical implications and final conclusions

The analysis of data indicated that the experim@ntaup’s participants were highly satisfied
with sharing their tasks in the Telegram group. Tihdings revealed that the Telegram social
network in this study was helpful in triggering d#mts’ learning and motivation. It
encouraged the participants to present various tdskugh it which increased their practice
opportunities. According to the results of the pregsstudy, it can be concluded that students
welcomed the idea of using tasks through socialods while learning English as a second
language. In short, the findings of the controlugraevealed that the teacher’s photocopied
questions were not helpful as the social netwoildse results clearly proved that the
experimental group participants had greater intemacwithin the Telegram group which
affected their learning positively.

Further research can investigate the effects ofpenéicipants’ motivation in social
networks on learning English. Furthermore, it wobkl worth comparing the participants’
interaction within the social networks and classneo Besides, virtual discourse can be
compared and contrasted with a traditional clasaroo

The findings of this study have pedagogical impgiaas for teachers and participants.
Teachers should carefully select the materials @barsebook and provide learners with
interesting materials that trigger their intere&tcording to Allwright and Bailey (1991),
learners can switch off because they do not like way the content of their course is
presented in the book. The results showed thaexperimental groups outperformed the

control group since the use of tasks on Telegrasedathe motivation of the participants. It is
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recommended that language teachers become famittai elegram, which is a very popular
social network, and adopt it in language teachirge experimental group’s participants were
quite receptive to using tasks in Telegram grougachers can ask their participants to use
Telegram and ask them to provide a variety of eaipbgy tasks. As Ruso (2007) states, serious
consideration should be given to using enjoyabgkdain classes and language teachers
should provide their participants with opportursti®® make use of content learnt through
tasks. Using social networks as a framework to @beedasks not only improves the
participants’ language skills but also expandsrteecial knowledge of the world. Besides,
this is how teachers can incorporate new methodstechniques in their skillset (Wallace,
1991).
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Appendix 1.
Table 1. Descriptive statistics of the pre-test
N Minimum  Maximum  Mean Std Variance Skewness Kurtosis
.Deviation

Statistic Stc Statistic Std
.Error .Error
Control 30 7 9 7.87 776 .602 242 427 -1.261 .833
Experimental 30 7 9 7.97 .890 792 .068 .427 -1.780 .833

Table 2. Reliability statistics of the post-test

N of Items Cronbach's Alpha
40 .813

Table 3. Independent sample t-test between thealard experimental groups on the pre-test

Levene's Test for
Equality of
Variances t-test for Equality of Means
Sig 95% Confidence Interval
- Mean Std. Error of the Difference
F Sig. t df tailed) Difference Difference Lower Upper
Score Equal
varnances - ng0 54.335 78 .000 9.000 0.166 8.670 9.330
assumed
0.208
Equal
varlances 54.335 77.830 .000 9.000 0.166 8.670 9.330
not assumei
Table 4. Descriptive statistics of the post-test
N Minimum  Maximum  Mean  Std. Deviation
Experimental group 30 17 20 18.43 .848
control group 30 9 12 10.48 .987

Table 5. Shapiro-Wilk Test of Normality for two gnos based on post-test results

Statistic df Sig.

Experimental group .953 3( .208

control group .948 30 152
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Table 6. Independent sample test to compare thet@stsresults in control and experimental groups

Levene's Test for
Equality of
Variances t-test for Equality of Means
95% Confidence Interval
Sig. (2- Mean Std. Error of the Difference
F Sig. t df tailed) Difference Difference Lower Upper
Score Equal

variances 292 33.462 58  .000 7.950 238 7.474 8.426
assumed

1.132




Teaching English with Technology, 17(2), 42-54 http://www.tewtjournal.org 42

USING THE SECOND LIFE DIGITAL ENVIRONMENT
FOR FL EDUCATION: A POSTMODERN PERSPECTIVE

by Levent Uzun
Uludag University
Gorukle, 16059 Nilufer/Bursa, Turkey

ulevent @ uludag.edu.tr

Abstract

The aim of the present study was to raise awaremdsted to the postmodern educational
philosophies, and to the opportunities providedh®yemerging technologies and conditions
of our era with regard to foreign language (FL) eadion. The main discussion was that
educators and educational practices are not in Egenparmony with the recent products of
technology or with the needs, interests, and halbitiie learners.

The current work proposed Second Life (SL) as efulsmodel to focus on and
investigate in order to derive some theoretical prattical guidelines and conclusions that
will be consistent with all philosophies, applicats, stakeholders, instruments, and
conditions in educational settings in the curreyg af technology and in the future.

The present study concluded that the adminisegatide of education has fallen far
behind the progress in technology, and thus renwiite traditional and static, which creates
a paradoxical situation suggesting that the teacipiart has lost its power and efficiency,
while the learning part continues to be innovatine creative.

Key words: Second Life; foreign language education; educatitechnologies; educational

philosophies; postmodernism.

1. Introduction

Like many other fields in social sciences, educatdeals with highly qualitative and
incalculable variables that urge us to refrain fret@reotyping and generalizing. Therefore,
the main mission of education should be guiding lelging people to be good learners by
showing them effective ways and sources rather tpashing them to memorize, or
automatizing them with homework or some predeteeshimethodologies and formulas.
However, although sustainable examples of goodtipescin education have been proposed,
the majority of work has followed the positivistmature of the physical sciences, with a
tradition to create fixed approaches and framewdthks were postulated to be applicable or
used for everyone. This tendency should be opatisimussion and criticism in the field of
education, especially today when conditions forvitialized and differentiated education

are available more than ever before.
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2. Background

2.1. Why does philosophy matter in education?

Philosophy, just like the foundation of a housethis most basic and vital component- the
backbone of anything, and therefore, the most ésseand irreplaceable part of education
(Uzun, 2015, pp. 14-15). All of the methodologiegproaches, techniques, teacher and
student roles, the materials and procedures tcsed, etc. are regulated by the philosophy at
hand. If a country can be ruled peacefully withautonstitution, or if judges can perform
their tasks harmoniously without needing or holdindgheir book of law, then educators may
do their jobs without philosophy. What would happetthout a stable philosophy in
education is quite similar to what would happenaircountry or legal system without a
constitution. Unfortunately, although the matterthsit serious, the philosophy subject in
education is often ignored or neglected (Uzun, 20E8ucators concentrate on the automatic
applications on the surface without thinking of baesics that underlie these applications. This
is most often the reason behind ineffective andustasnable applications and decisions in
education. The fact is that it is very easy to &rgbout the ultimate goal(s) and to stick just
to the means that have been designed for the $dke main goal(s) for longer than needed.
The problem can be explained and exemplified byhékp of the modern vs. postmodern

distinction in the literature.

2.2. Why does philosophy matter in education?

Modernism and postmodernism have been hot disqusgpics, particularly for the last thirty
years. Although there is not a single and wellgtrted definition of these concepts, they
have been compared and discussed within the ewplofi mankind in history as well as the
developments in the social and scientific aspeats, the tendencies and habits related to
these aspects (see Uzun, 2015, pp. 26-33). Whastigated from the educational point of

view, it would be possible to describe at leastritan differences as indicated in Table 1.
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Table 1. Modern vs. postmodern education

M odern Education Postmoder n Education
Teaching-oriented Learning-oriented
Mostly authoritative Contributory and participatory

. ) Anytime, anywhere, anyhow
Fixed time, place, method N ] ]
. i ] Modular, modifiable, flexible materials and
Fixed materials and topics )
_ topics
Mass education o ) ) ) )
Individualized, differentiated education
Pen and paper

) _ Digitalized
Physical environments _
Online, blended
Local
Global

2.3. Educational technologiesin the postmodern era

The noticeable progress in technology has enhamchkatational technologies as well.

Although it has been discussed that the innovationghe field of education have been

outperformed by the improvements in other fieldss might be caused by the static habits
and tendencies of the educational stakeholdersrrdthan by the very technology.

Likewise, it would be possible to suggest thahtedogy-based tools and materials are
more than enough for the time being. However, th@yain unexploited and therefore
underdeveloped. There are thousands of websiteswaidogs as well as hundreds of
software programs and platforms that have not lr@ended for education, but which can be
used for educational purposes with slight modiiwmad. The fact is that the supply and
demand relationship works not only for commercefbugany field.

One of the mentioned platforms that has not begially intended and developed for
education is Second Life (see Fig. 1). The SL tuliesensional 3D digital environment has
been selected not only because it has been venylgooecently, with over 1 million active
users, but also because it has been used suctessthldifferent purposes by a very serious
number of educational institutions around the wobs a matter of fact, it stands to be a most
flexible and versatile place with promises speaificfor education, as it enables users to do
everything and many more in the SL virtual worldritcan be done in traditional educational

environments.
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Figure 1. The SL platform

Moreover, the scientific literature on SL which gsowing rapidly (e.g. Blasing, 2010;
Peterson, 2010; Wehner et al., 2011; Jauregi e2@11; Wang and Vasques, 2012; Wang
and Shao, 2012; Lan et al., 2013; Aydin, 2013; Bezhal., 2013; Wigham and Chanier,
2015; Garrido-lfiigo and Rodriguez-Moreno, 2015,)efaroposes that when evaluated from
the supply-demand theory, it seems that SL willrerausly improve in the future. It is also
possible that other platforms similar to SL may eoout soon. The SL virtual environment
allows us to carry out all of our educational piget, organize meetings and conferences,
communicate synchronously as well as create caitaively.

Explaining that virtual worlds are a type of realin which students can meet and
communicate with other learners in the target laggy Kruk (2014) investigated the
effectiveness of using online activities and a lsembased virtual world in teaching the
second conditional in English. The results revegesitive effects on teaching and learning
grammar. In another study, Jarmon et al. (2009)oea@ the nature and process of learning in
SL in a graduate interdisciplinary communicationurse. They concluded that the SL
learning environment was effectively used with theoject-based approach to foster
experiential development of interdisciplinary commuation awareness and strategies.
Similarly, Diehl and Prins (2008) argued that Slengsparticipate in an activity system,
engaging in myriad activities (e.g. language classéich provide structured environments
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that generate both intended and unintended outcontesr findings revealed that in many
ways participation in SL enhanced participantsenatitural literacy — for example, by
fostering use of multiple languages, cross-cultueacounters and friendships, greater
awareness of insider cultural perspectives, andrgss towards new viewpoints.
Additionally, Edirisingha et al. (2009) examinedetpedagogical potential of SL
related to socialisation and learning. They remgbtteat the learning activities designed for
SL, the artefacts and the 3-D immersive environmprdvided exploratory learning
experience for the participants, and SL constit@edenvironment where the ‘socialisation’
stage occurred smoothly. Likewise, Wang et al. 20lhvestigated student teachers’
experience of teaching English in an experimenfl Brogram in SL, observing student
teachers’ overall positive perceptions of SL a€&ih learning platform. They concluded as

follows:

... the student teachers took a lot from this oppotyuand felt confident about its future
potential. Second Life is clearly a platform withuch to offer to EFL/ ESL instruction. With
the addition of technology support, clearly defiragjectives and curriculum, and supporting
resources such as blogs and lesson plans, SLss¢td become a great supplement to EFL
learning and instruction. In the exact words of ¢e&cher, “I see so much potential, it's so

exciting.” (p. 37)

Notwithstanding the potential, barriers may alwagise when new and unusual things
are to be employed. Warburton (2009) maintains tthet complexity of immersive
environments spans a range of technical and sint¢fadacies, and presents a particular set of
problems to educators and developers seeking watsiteducational activities in a virtual
space. However, the positive contributions of Sensgo be too serious and important to
ignore or neglect. Evaluating their case study, §vand Braman (2009) advocated that the
implementation of SL results in improved learningperience as well as higher learning
motivation and better performance. White and Lendd2010) claimed that teachers wishing
to take advantage of virtual worlds should apprahem as an ‘other’ cultural space as well
as a platform with given technical functionality,hieh will create an opportunity for
experiential learning, or learning by doing, todgilace. Furthermore, Igbal et al. (2010)
maintained that digital and online technology meeosld create solutions to help out the
illiterate adults by bridging the gap between texbgy-based solutions and traditional

learning theories through the use of virtual enuinents such as SL.
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Therefore, we should confidently suggest thatrenand distance education in virtual
environments has the potential to cover both thetemal and intellectual aspects of learning
and teaching, despite the difficulties and incontyély between the ideal educational

philosophies and the common philosophy in the mofdke current generation.

3. Postmoder n foreign language education in Second Life

3.1. Introductory remarks

According to Ozen Baykent (2015), throughout thigies people acquire certain knowledge,
skills and competence that they are not born viRbgarding the principles of the postmodern
educational philosophies and the educational tdohies that we have today, it would be
possible to criticize the current traditional aprbes to FL education, particularly in such
countries as Turkey, which create people who kntbwfathe grammatical rules of the FL
(English in our case, but also other languages),cha hardly use it orally or in writing.
When people in Turkey complain that they or théilldren have been learning English for
ages, but that unlike their counterparts in manyogean countries they cannot speak or
write, the responses coming from FL teachers tendd that the Europeans have the
opportunities to travel and practise what theyresr the classrooms, which might be a
correct postulation, but if the problem in the Tishkeducational system was that simple, it
would be very easy to solve. Nevertheless, the lpnolseems to be deeply rooted in the
educational philosophy of the country, which seedm®e lacking in the teacher training
programs in the faculties of education throughbetuniversities, and also in the minds of the
teachers.

How should or could FL education be changed ingbstmodern era of technology
then? Below, a model that can be applied by the b&éISL and some other educational
technologies will be proposed. First, we shouldwramd decide about our needs. Second, we
should be willing to change or modify our habitsowrder to adapt to the new and emerging
conditions of the age. Last but not least, we sthtwal ready to modify our roles as teachers
and abandon some of our powers that we are stragtty tightly woven in such areas as
controlling, assessing, and managing our studdiis. does not mean that we will not do
these at all, but that we will do our tasks in $hde of an instructor and facilitator rather than
in the authoritative manner of a teacher and penishhis is possible when we realize that
teachers exist for learners, and that learnersnatehere to satisfy their egos. We should

comprehend and accept that we have already lostdomminance and power as teaching
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bodies after the invention of the Internet and itherovements in all communication and
dissemination software and hardware.

Education needs to be learner-centred and frégeaf and authoritative approaches as
well as of strict timetables and place arrangemeittshould be available to learners
whenever they need it and in the most suitable flomeach individual; and it should be
modifiable and flexible in content and procedurls.of these prerequisites of the probable
postmodern FL education might be met once the dshare transformed into a form
resembling an online international conference whitre environments are thematically
organized and presented simultaneously in multiags that allow people to choose out of a
variety of options supplied in the best suitalteetiand by the person(s) preferred for them. In
other words, we need an online environment, whighbe 24/7 active and well organized in
terms of FL proficiency level, topics, activitiec., so that it will meet not only the schedules
but also the interests, needs, and intelligencestypf as many individuals as possible.
Certainly, it would be impossible to claim that educational environment such as the one
explained will solve every problem, but it will lbs useful as the Internet is for each person in
the world.

Figure 2. SL images
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3D digital environments such as the one in Figui@mages captured in SL) create
opportunities for people to navigate through défdrlocations by teleporting with just one
click. They are enabled to listen to a rich numisiesources; to interact with many different
types of people and materials both synchronoustly aaynchronously; to get assistance and
provide help to others; to create and add their tamguage learning materials, strategies,
suggestions, and so forth; and to learn and teatiheasame time by being a learner and a
teacher simultaneously. There is no authority;eghemo gender, age, ethnicity, or any other
kind of restriction or distinction. These environmeare vivid and always active since there
is no day and night on the Internet; there is abvMsgmeone awake at different points of the
world, which is really good for intercultural commoation and globalization. Such
environments also create opportunities to learh &d&m the native speakers of the language
and to practise the language with them. That satg within SL a Turkish university student
may participate in the classes of any respectedetsity in the world, for example,
communicating with university students from evemrtpof the world, or talking to some
famous professors whose books they have been geddinwhom they have never had the
chance to meet or speak to.

The two important things to consider and impravéhis process of tech-schooling are
the educational philosophies that need to be biasdifferent from the modern philosophies,
and the virtual reality environments such as St il provide the opportunities to practise
the basic language skills and enable the activities people do in classrooms. All other
related issues such as adaptation of traditionaitdyanodification of the teacher and student
roles, arrangement of testing and evaluation, dg@meént of FL software and hardware, etc.
will follow just as e-commerce followed the tremofsdemand, which contributed a lot to the
global economy. A similar model of e-schooling olilige potential in this sense. Indeed,
the present study is a preliminary philosophical #Hreoretical work to what has been realised
successfully in local FL education settings and bel expanded internationally.

3.2. Thelearning setting

Based on the philosophical perspective discusseebiiea scientific research project has
been carried out at Uludag University with the cargpion of a state secondary school of the
Ministry of National Education in Turkey to explom® what degree the SL virtual
environment would allow to realise the theoretibgbotheses that underlie the idea of

postmodern FL education.
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The virtual campus of the Faculty of Educatione(§gégure 3) has been constructed
and furnished with the necessary materials to pthe 3D version of the subjects included
in the coursebook of the students and to supperhtith the most interesting, exciting, and
realistic environment possible. The topics of &l units of the coursebook were covered in
the different parts of the virtual campus, and wpractised with the help of carefully
constructed activities in the designated placesaddition to the researcher and 3 external
experts, 13 third-year university students (tead¢r@nees) and 40 secondary school students
(6™ grade) took part in the experiment. Each universtitident was made responsible for one
of the 10 units/topics and located in the releyaate during the activity hours, which were
made available to everyone in the schedule postethe announcement timetable. The
university students were asked to prepare theivies in line with the curriculum of the
secondary school students, and to apply these @it predetermined activity hours. The
whole process was realised under the supervisitimeofesearcher.

Figure 3. The virtual campus of the Faculty of Eatign
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The university students and the secondary scttadeats did not know one another,
and had not had any kind of contact before the rxgat. As it is often criticised by the
students that speaking to their classmates anti¢eat L2 is not realistic in L1 settings, the
project aimed at overcoming this issue by appaintiifferent roles to play (i.e. a football
player from Argentina, an Italian artist, a Swedsbsician, an actress from the USA, etc.) to
ten university students who acted as teacherseiigital campus. Thus, although everyone
in the area was Turkish, virtually they pretendedé foreigners; and speaking in Turkish
was prohibited on the campus, particularly for timversity students. The remaining three
university students acted as Turkish teachers gfi§nas in the school of the secondary
school students.

Each secondary school student was given a useraath@assword with which they
could log in to the digital campus and join theihaties. They could also freely wander
around and use all the language learning matefiialsvocabulary boards, grammar exercise
boards, videos, reading texts, etc.) individudllge activities were 30 minutes each, and were
repeated twice a week in the predetermined schedllere were 10 different structured
activities that were in line with the curriculumdathe course book of the learners. They could
communicate with the people in the campus bothrittem and spoken ways. The digital area
was open 24/7 although the activities were carmdduring the certain times. Therefore, the
participants had plenty of free time to be involwediree activities and communication.

Fundamentally, everyone was a learner althoughpénspectives, aspects, and roles
varied. The task of the teacher trainees was tm lbaw to teach online by creating and
organising their activities as well as applyingnthemoothly, pretending to be a foreigner at
the same time. On the other hand, the task of éberslary school students was to explore
and enjoy the environment while completing the 8pmetasks given as homework by their
teacher at school (1 task per week, over the pafiddweeks) through attending the activities
and communicating with the people in the virtualimnment. The homework of the students
required them to complete a series of tasks thasisted of talking with others or exploring
the materials installed in the campus, and recgrttie information on specific templates to

submit to their teachers at school.

3.3. Resultsand discussion
All of the logs and written communication data weezorded and saved. The recorded
observations proved that the SL virtual environméotds an important potential for

education, and especially for foreign languagenieardue to its multicultural character. The
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learners preferred to contact the avatars thatftvaiign names rather than the avatars with
Turkish names. This suggested that L2 communicati@1l would be more realistic than it is
in the local classroom settings. The learners t@nddry to speak and know the people they
did not know; and to use more English with the arsathat they thought were from other
countries. The only moment they contacted the avatsat acted as Turkish teachers of
English was when they needed some clarificatioatedl to the tasks they were trying to
complete, or when they could not understand whateatar said to them. They never
attempted to create or initiate a genuine or adihaonversation with the three Turkish
teachers. However, very interesting and long casat@ns were recorded between the
learners and the Argentinian footballer, the Amami@actress, and the Swedish musician as
well as others.

Similarly, the observations with regard to thectea trainees showed that people are
more curious about the strangers. In the beginrtimgy wanted to know who their fellows
were and exchanged information eagerly, reportimat getting to know new people is
exciting. However, when they knew one another, awiten everything was clear, the
communication rate decreased. Additionally, thgyoreed that at the very first stages of the
project they did not have any idea about how thmydtcteach or learn something in a virtual
place like SL. Nevertheless, in time it became velsar and quite easy to adapt to the
environment and its conditions. They stated thay ttould perform their profession through
distance education once they were provided withniémessary environment and conditions;
the rest could be found on the Internet.

It is claimed that the current study was basedtlmn principles of postmodern
education not only because it considered and teflethe principles proposed in Table 1 but
also because although the project activities werseth on topics covered in the national
curriculum and the textbook used, the procedurescamtents were flexibly developed and
modified by the users according to their needswisties. The-four-A ideal of education was
applied, that is, the ‘anytime, anywhere, anyomgjittang’ learning, which takes education

out of fixed time and place or other traditionapegaches.

4. Conclusion

The future is now, that is to say, the future hhsaaly arrived. It can be very closely
associated with technology, and the improvement®c¢hnology, especially in the last two
decades which are remarkable. However, it seentstiieaadministrative side of education

has fallen far behind the progress in technologyg, thus remains quite traditional and static
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This creates a paradoxical situation suggestingttieteaching part has lost its power and
efficiency but the learning part continues to beowative and creative. The educational
systems in different countries are shaped by themmnents, a fact which directs us to the
relation between education and politics (Ozen Bayk2016). Therefore, the governments
need to take the leading role and encourage bleaddtbr flipped education more often.
Only then may the real postmodern philosophiesratated applications be actually put into
practice. Moreover, teachers and scholars who viorthe field of education need to be
awake to the changes in the history of mankintiéfytare to continue to be the aspirants for
leading societies with their knowledge and exp&sn Otherwise, it is very probable that

what happened to postmen may happen to them.
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Abstract

The advent of mobile learning platforms and Webt2dhnologies is believed to provide an
autonomous learning space that minimizes the patricture between the teacher and
students in Indonesian EFL classes, accommodaimgtudents to display their capacity to
navigate their own learningschoologym-learning platform, a social networking learning
management system, is one of potential platformgitéting the exercise of autonomy in
English language learning. This paper aims to ftepow Schoologym-learning platform
facilitated the exercise of learner autonomy in BAP class at an Indonesian higher
education. The qualitative case study involved tyweme-students enrolled in an EAP course
that adopted a blended learning method. The firddggggested th&choologym-learning
platform helped the students to exercise autonamgAP learning. The students exercised
their control over learning management, cognitiv@cpss, and selection of learning
materials. The exercise of autonomy is due to ffeedance ofSchoologyFirst, Schoologis
social networking interface facilitated interactiand communication among the students.
Second, its mobile application enabled the studentearn English at their pace, time, and
place. Third, the media-rich materials encourageel $tudents to further explore other
materials online.

Key words: autonomy in language learningchoologymobile learning; EAP

1. Introduction

The field of language education has witnessed #radaigm shift from teacher-centeredness
to learner-centeredness so as to prepare leambeslearning agents in this rapidly changing
world. This transformation requires educators tp p@re attention to individual attributes of
language learners. Among these, autonomy has gaiggdater attention since Holec (1981,
p. 3) and his pilot project to the Council of Euetso Modern Languages Project, initially
defining autonomy as “the ability to take chargeooné’s own learning.” Autonomy needs to

be fostered as it is an educational goal (Huang é&d®n, 2013; Reinders & Balcikanli,
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2011), which encompasses the relationship of tdevishual to the society (Benson, 2011).
According to Raya & Vieira (2015), autonomy is daliaspect for the development of
lifelong learning in the society as learners wdkficipate in a democratic society and become
decision-makers after finishing their formal edumat For that reason, the promotion of
autonomy in language education is projected togreefearners for social life in the society
where they live.

In the Indonesian context, the promotion of autopamformal EFL classes becomes
a crucial path to prepare students to actively fadee in the democratic society. However,
according to Dardjowidjojo (2001, 2006), implemenqtithe concept of autonomy is a
challenging task for EFL teachers in Indonesia ihyadue to three existing cultural and
philosophical values in its society. The first s tmanut-lan-miturut(to agree and obey)
philosophy, considering that good children are ¢holseying and agreeing with their parents,
elders, or people in high positions. Complaints difig¢rent views are thus not allowed to be
made by children. Another concept is tea&uh-pekewuh(uncomfortable and uneasy)
philosophy, in which people are reluctant to giviéedent opinions to the elders or people
with higher authority. The third is thgabda pendita ratuthe words of a priestly king)
philosophy, saying that the words of people witijhhpositions in the society are regarded as
god’s truth. As a result, those words cannot bestioieed by people with lower positions.

Those three forms of philosophy are manifestednha gower relationship between
teacher and students in EFL classroom practice.t idaglents consequently accept their
teachers as an authority figure they should foleowd obey. They will feel uncomfortable to
challenge the authority of teacher as what thenasays is the ultimate truth. This resonates
Littlewood’s (1999) argument that the communicatpatterns in Asian cultures reflects the
high acceptance of power and authority. As a rethdtteachers control all students’ learning
aspects. According to Chia (2007), a teacher-cbettdearning environment inhibits the
exercise and development of autonomy in languagmileg. This also explains why several
studies on autonomy, according to Nakata (2011gortethat Asian learners tend to be
obedient, passive, and teacher-dependent. Howeweqrding to Benson (2011), those
learners do innately possess autonomy but theimauty is inhibited by the power structure
in the classroom. For that reason, an autonomausifey space is needed to stimulate the
exercise of autonomy in language learning.

The advent of recent Web 2.0 and mobile 2.0 tedyie$ has brought a great deal of
attention to shape the promotion of autonomy in liEhglanguage learning as those

technologies provide learners with more opportasitto take control over their English
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learning. According to Villanueva, Ruiz-Madrid abdzén (2010, p. 7), technologies help the
development and exercise of autonomy by providingltiplicity of access to authentic
documents, multiplicity of access to interactidme thance to reinforce metacognitive ability
through experience with others, via dialogue andvwkdadge of other forms and ways of
tackling problems and learning styles, other paroap of texts and discursive genres, other
criteria and uses of formality and courtesy.” Thegn facilitate self-access and give the
students opportunities to self-direct and naviglagér language learning, providing them with
environments for both independent and collaborasei-directed learning (Benson, 2011).
The advent of recent mobile technologies which En#ie installation of English language
learning applications and mobile version of Web &€ Wang and Heffernan, 2009) also
creates more flexible ways for students to manhge tearning, allowing learners’ mobility
in learning. Teachers’ intervention on studentsirhéng is thus minimized, providing the
learners with ample spaces to work on their ownvels as to interact and collaborate with
others, either within or beyond the language ctassr.

Even though studies on mobile learning or mobil@ t8. boost learner autonomy in
Indonesia are still limited, the integration of W2 technologies into English language
learning in the light of learner autonomy in Asiashbeen reported in the recent literature.
Bhattacharya and Chauhan (2010, p. 383), for exani@lind out that blog-assisted language
learning (BALL) fosters learner autonomy “by dev@ly students’ language and cognitive
skills and helping them to make more informed césiabout their decisions.” The study also
reported that students’ skills to make independkstision and to take independent action
were enhanced through blogging activities. Morepstrdents’ independence was advanced
by their developed interdependence. When integyadircourse management system called
M@xLearn into a Thai traditional face-to-face Esfliclass, Sanprasert (2010, p 120)
reported that the CMS is critical in the developmehaspects of autonomy as it brought
about “circumstances and structures that encouragetents to take control of their own
learning.” The study also documented the changesubdnomous behaviors among the
students due to the experiences with CMS. Furthegn®&nodin (2013) found that CMS could
initiate the development of reactive autonomy imeAscontext.

Since those studiewere conducted outside Indonesia, further reseamth the
implementation of mobile learning system to promlesgner autonomy in English language
learning in Indonesia is needed. In this presamtystSchoologymobile learning system is
deliberately used to promote learner autonomy iglign for Academic Purposes (EAP,

henceforth) course at a private university in Ineia. Schoology(www.Schoologycon) is
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an online social networking learning managementesyshat offers an interactive learning
platform for interaction and collaboration betwdeacher and students as well as students
and students. Its mobile application available atdwid, Apple and Kindle Fire accelerates
mobile learning experiences beyond the languagssiam. Even though the technical
guality aspects oSchoologis software application system could instigate reltearning
experiences (see Sarrab, Elbasir, Alnaeli, 20b@) use ofSchoologym-learning platform to
foster learner autonomy in EFL learning has nonlreported in the literature yet. To fill this
gap, this study aims to describe how tBehoologym-learning platform facilitates the
exercise of learner autonomy in EAP learning. Tlea&trsection outlines the construct of

autonomy in foreign language learning and mobgeriang.

2. Literature review

2.1. Autonomy in foreign language teaching and leaing

The construct of autonomy in foreign language teerhnd learning has been articulated by
autonomy scholars and its concepts can be fourtberiterature of language teaching and
applied linguistics. The original and widely citedncept of autonomy in language education
was echoed by Holec (1981, p. 3), who defined aurtgnas “the ability to take charge of

one’s own learning.” The definition entails thatt@womous learners themselves are fully
responsible for all learning decisions, such astifieng objectives and contents, selecting
materials, monitoring and evaluating their progréssmrners’ responsibility becomes the first
step to autonomy (Little, 2004). Those learningisieas and their implementation occur in

an independent language learning situation in whealhners exercise their full responsibility

for their language learning without the interventaf the teacher (Dickinson, 1987). Such a
situation enables students to develop a psychabgedation to the learning process and
content (Little, 1991, 2007). In a nutshell, thencepts of autonomy in language learning
encompass the components of learner responsibileégrning situation, and learner

psychological state.

Benson (2011) argues that autonomy is a naturdbatie of learners. He believes that
learners naturally tend to have autonomy but therase of autonomy is inhibited by
educational institution. Modifying Holec’s (1981¢fthition, he formulates autonomy as “the
capacity to take control of one’s own learning” §8). Two distinctive elements of this
concept are capacity and control. The former indkdhe potential within learners, which

consists of three interrelated components:
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1. ability, which has to do with the knowledge of the languagd skills possessed

by the students to plan, monitor and evaluate teamning;

2. desire which signifies student’s volition and willingreedo learn the target

language;

3. freedom which indicates the level of control over leagifHuang and Benson,

2013).
While a capacity describes the learners’ potentiahtrol implies “having the power to make
choices and decisions and acting on them” (p. 8tofding to Benson (2011), the notion of
‘control’ is more observable to investigate thaattbf taking charge or being responsible.

The abovementioned definition accordingly implibattthe promotion of autonomy
should be carried out by giving an ample chancedarners to exercise their potentials to
control language learning. There are three dimessad control over language learning as
articulated by Benson (2011). The first dimensicontrol over learning managemenmefers
to students’ observable language learning behawioosit where, when, and how to learn the
target language (Huang and Benson, 2013). Anotlmertsion, control over cognitive
process has to do with how to cognitively control psyabgikcal factors related to language
learning, such as motivation, belief, and emoti(Bmsnson, 2011). To facilitate control over
cognitive process, learners are encouraged to thlmdut and reflect on their language
learning (Little, 2007) so that they take contrbkiweir learning experiences (Benson, 2011).
The reflective process raises students’ metacagnawareness, which, in turn, leads to more
systematic and effective learning management. yastintrol over learning conterguggests
the decisions made by learners to select languzayaihg materials which fit their learning
purpose. Even though these three dimensions ohanty are interdependent, learners might
show a greater degree of autonomy in one dimertkiam in others (Benson, 2011; Nakata,
2011). This happens because autonomy could “takereht forms for different individuals,
and even for the same individual in different catgeor at different times” (Benson, 2011, p.
58). This leads to the conclusion that differerituzal contexts bring about different forms of
autonomy displayed by the learners.

As originated from the Western culture, the eartencept of autonomy is often
associated with independence, individualizatiorip $earning and self-instruction (Benson,
2011; Cooker, 2013), in which learners have fudefiom to decide about all learning
processes starting from setting the objectivesvaduating their learning (see Holec, 1981)
without the presence of the teacher or outside dbranguage education (see Dickinson,

1987). This independent concept of autonomy embr#oe individual choice and decision



Teaching English with Technology7(2), 55-76 http://www.tewtjournal.org 60

rather than the collective ones. However, autonamyanguage learning is more than
learning on one’s own in isolation without any sapggrom the teacher and peers. Instead,
autonomy is developed through interacting and bolating with others in social settings
(Benson, 2011; Cooker, 2013; Little, 2000, 2007020Murray, 2014). The interaction
allows the learners to use the target languagesaoilly construct knowledge by engaging
and collaborating with peers and teacher, in whiofly undertake a collective decision-
making process related to their learning. During thteraction, both teacher and learners
share responsibilities to achieve the goal of iegrnwhich implies interdependence (Benson,
2011). According to Cooker (2013, p. 31), the id&ggrendence which is built through
interaction has impact on the development of autgnas “learners are able to fully interact
with a world in which they have control.” In thisgard, they have more control over their
learning process and content (Little, 2007).

The issue of culture leads to two distinctive forofisautonomy made by Littlewood
(1999). The first form is proactive autonomy, whiofplies that learners themselves manage
both the direction and learning activities. Thisnfioof autonomy resonates Holec’s (1981)
idea of autonomy. On the other hand, reactive aunynis the form in which learners are to
manage the learning activities and resources tfeedirection and objectives are determined
by the teacher.

Accordingly, Asian learners that are generally sagmbedient, passive, and teacher-
dependent (Nakata, 2011) could display autonomhamguage learning. Littlewood (1999,
pp. 87-88) conveys the following five proposals @bthe promotion of autonomy in foreign
language learning in Asia:

1) Asian students have a high level of reactive autonolf the directions and
objectives are set by teachers, the learners dee tabmanage their learning
resources both individually and collaboratively.

2) Groups of learners can develop high levels of boghctive and proactive
autonomy. Group work can enable learners to devalbpgh level of autonomy,
both reactive and proactive, because they aretaldehance self-interdependence.

3) Learners will experience few learning contexts emaging them to exercise
individual proactive autonomy. This occurs becatlse high degree of authority
and control makes learners have little chance tackige in learning.

4) East Asian learners have the same capacity fomanty as other learners. Even

though the cultural and educational traditions,t pasperiences, and learning
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contexts are different, learners from Asia and West are able to develop
autonomy in language learning at the individuaklev

5) Language classrooms can provide an environmenaldeitfor developing the

capacity for autonomy. If language classrooms pl@viearners with ample
opportunities to use their freedom of choice, stisleare motivated to exercise
proactive autonomy.

Littlewood’s (1999) proposals imply that learnetaomy can be promoted in Asia.
Nowadays, the development of autonomy in EFL lesynin Asian contexts is inevitably
shaped by the recent advent of mobile technolo§iedable devices facilitate a greater level
of learner control over language learning. Benstfii{) contends that mobile technologies
enhance learner autonomy by facilitating indepehder self-directed language learning.
Mobile technologies also extend EFL learning beydhd classroom in which learners

exercise autonomy in out-of-class activities.

2.2. Mobile learning and its potential for learnerautonomy

The proliferation of handheld portable devices @mted to the Internet has brought about
new learning opportunities for learners, which daster mobile and ubiquitous learning
experiences. The idea has driven a shift in theetgtdnding of the learners from that in the
traditional classroom to that in the mobile leaghoontext. While in the traditional learning
setting learners and learning are physically siatihie classroom, mobile learning views the
learners on the move and their learning as a mautity (Sharples, Taylor & Vavoula,
2007).

Kukulska-Hulme and Shield (2008, p. 273) define iwolearning as “formal or
informal learning mediated via handheld devicescihare potentially available for use
anytime, anywhere” which can happen in both foraral informal settings. Such a form of
learning occurs when learners are not at a fixeedgiermined location or when they take
advantage of “the learning opportunities offeredrbgbile technologies” (O'Malley et al.,
2003, as cited in Reychav, Dunaway, & Kobayashi,52(p. 142). Mobile learning is also
supported by mobile 2.0, a label formulated by Wand Heffernan (2009) to refer a mobile
version of Web 2.0. The mobile technologies for i@kbearning include mobile phones,
tablets, laptops, and Personal Digital AssistaR3A). This study considers mobile learning
as mobile learning activities that occur within Amdeyond the language classroom by using

mobile phones, laptops, and personal digital assist
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Mobile devices and their application offer somequie features, bringing about
learning experiences that cannot be found in thdittonal classroom. Sung, Chang, and
Yang (2015) mention four properties that make laggulearning via mobile devices different
from that in the traditional language classroome Tirst is mobility/portability, which
enables language learning to take place anytime amyavhere. As a result, the mobile
learning context accommodates students’ new legrrstyles beyond the traditional
classroom. The second property, social connecfinigraction, assists learners in sharing
information, collaborating and communicating withhers. Another feature is context-
sensitivity, in which learners can use the mobiicdes for collecting specific data of a
particular location, environment, and tinkearners can use the devices “to connect language
learning across different settings, times, andtlonga” and access relevant learning resources
(p. 70). The last feature is individuality, whicheams that learners can customize and
personalize mobile devices according to their ilttlial learning needs, styles, and interests

Reflecting upon Sung, Chang, and Yang’s (2015 ufeatof mobile learning, it can be
stated that the integration of a mobile learningtfpfm into language learning has the
efficacy to enhance learner autonomy. First, maleiéning facilitates learners’ control over
their learning. Learners could self-direct and peadize their learning and they can learn
language at their pace, place and time. Second,lent@arning supports interaction and
collaboration with peers and teacher. Interactiod &ollaboration could encourage and
facilitate attention, reflection, and metacognitidiird, mobile learning enables learners to
self-access the learning materials designed byteaeher or explore other materials by
themselves. However, it is worth noting that mobdehnology is only a tool and the mobile
devices themselves do not automatically fosterdéneelopment of autonomy. The teacher
should choose appropriate mobile learning platftlat could accommodate the underlying

principles of learner autonomy.

2.3. Schoology as a mobile learning platform

Schoologyis an online social learning network and intergectiearning management system
initiated by four college students named Jeremgdtnan, Ryan Hwang, Tim Trinidad, and
Bill Kindler in 2007. Nowadays, more than sevenliom users from over 60,0000 K-12
schools and higher education institutions arourdwbrld use this learning platform in their
classroom (Sarrab et al., 2016). This cloud-baskadfopm is accessible via websites

(www.Schoologycom) and compatible with Firefox, Internet Exploreaf&i and Google

Chrome.Schoolog{s mobile application, which is freely available lmandy devices such as
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Android, Apple and Kindle Fire, extends the trazhil learning processes and fosters mobile
learning experiences beyond the limitations ofdlassroom. The Software Information and

Industry Association (SIIA) recogniz&hoologyas the winner of CODIE awards in 2014 as
the best education solution for K-12 and highercation, and learning management system
categories and as the finalist of best K-12 coorskearning management solution and best

postsecondary learning management solution categori2015 $choology2015).

(® schooloay:

Sign in te Schoology

schoology @ 2016 - Privacy Policy & Te Use - Help C TRUSTe »
Schoology @ 2016 * Privacy Policy & Terms of Use * Help Center e Certified Privacy

Figure 1. Screenshot 8choologyog in.

Schoology is a mobile social networking learning managemsgstem which
facilitates pedagogically and socially sound mokefgrning. Its features are the combination
between those of social networking platform andneg management system. As a learning
management systengchoologyprovides various instructional tools, such as oiggble
lessons and self-paced learning, threaded disasssimards, micro-blogging, content
migration and import (Sarrab et al., 2018¢hoologyhelps teachers to systematically manage
media-rich learning materials into folders and tesarious dynamic assessments and
assignments, followed by online grading and comimgntTeachers can prepare learning
materials and assessment in advance and set tlaliakality based on the allowed access
time. Calendaring also helps to guide studentsf-msted learning. HenceSchoology
manages classroom management tasks.

Schoologis social networking interface accelerates bothdett-to-student and
student-to-teacher interaction, communication awsithlsoration within a classroom network
(Sarrab et al.,, 2016). In this regard, learning instigated through interaction and

communication. The students and the teacher camteptheir statuses and share links,
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pictures, or other media, while the other membarsgive comments upon or just like them.
The students can also have discussions in smallpgreet by the teacher and private
messages can be sent by both students and teSchenlogyenables both the instructor and
learners to actively stay engaged and intercondedieey all find it easy to share learning
materials, collaborate, and get connected frommaalile device. To get alert, ttf8choology
account can be managed to receive notificationsitatew materials, comments and updates.
Teachers are also provided with a professionahiegrnetwork, which is intended to boost
their professionalism by connecting and commumigativith other educators and experts
from over the world in various interest groups &lde onSchoology(for further discussion
about Professional Learning Network, see Trustthk&uand Carpenter, 2016). Analytics is
another important feature &choology It allows the teacher to monitor and track stusien
use ofSchoologylt reports students’ last login, spent time ia tourse, number of posts and

the accessed materials.

3. The study

3.1. Aims of the research

The present study followed the principles of a ga@e case study. A case study deeply
explores “a bounded system comprised of an indalidu entity and the context in which
social action occurs” (Hood, 2009, p. 72). In theddf of applied linguistics, an individual
could refer to a learner or a teacher, while antyenbuld represent a classroom, a class, a
school, or a language program. The data are cetlecom multiples sources of information
(Creswell, 2007), followed by coding and triangidat in the process of analysis (Dulff,
2008). However, the data triangulation processis tesearch is not intended to compare the
data gained from one source to other sources téreomternal validity but it is to enrich
data from one source using the data from othercesuto build “the broadest and deepest
possible view of the issue from different perspexti (Hood, 2009, p. 81).

As this study aims to describe hd®choologym-learning platform facilitates the
exercise of autonomy in EAP learning, the entitythis study is a class of learners using
Schoologym-learning system in their EAP learning. Howeweis worth noting that “a class”
here does not only refer to a physical space mat alsocial community of learners who also

learns in spaces beyond the classroom.
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3.2. Context of the study and participants
The study took place in a compulsory EAP coursa ptivate university in Indonesia from
August to December 2015. A blended learning metihvad used in this course, which
consisted of face-to-face meetings and out-of-atasisie learning. The face-to-face meeting
was twice a week for 75 minutes. Fourteen topiceevekscussed in this course during the
whole semester. The course aimed at helping thdests to acquire the advanced level of
English by
1) writing essays, which encompassed strategies otngiroutlines, thesis statement,
and introductory, body, and concluding paragraphs;
2) reading academic texts to identify the main idead aupporting details of the
passages;
3) conducting and writing a research paper in groups;
4) presenting the results of the research by usingramhd presentation skills.
Schoologym-learning platform was employed as the learnirapagement system in
the course. The students were asked to downloadnatall Schoologis mobile application
on their mobile devices, to make an account anpitothe researcher’'s EAP class on the
platform. Besides, they were also encouraged tagltheir mobile devices to the classroom
and use the devices for their EAP learning ac#sitboth within and outside classroom. As
the students had not experienced usiehoology prior to the commencement of this study,

Schoologytraining in how to use the platform was conducted.

(& Materials 7

EAP 2 2015/2016: v
Section 1 *"’{3@6
:. _—r"'l::-_.

Cause & Effect Essay 1

Ij“ Cause & Effect Essay 2

Figure 2. Screenshot of learning materials.
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Various media-rich learning materials were providadadvance onSchoologis
folders before the class began. The folders wegeeseed based on the topic of discussion.
The access time for each folder was customized hiclwthe students could access the
materials one week before the discussion in thescBesides, various learning activities were
also designed to foster interaction and collaboratimong the students both physically and
virtually. The example of the materials is portrdy® Figure 2. The in-class activities
included watching videos, discussing with partngmgparing presentations, taking online
quizzes and playing online games. The out-of-ckd$vities involved reading materials,
writing essays, giving reciprocal online peer fesmly doing weekly projects, conducting
small-scale research, having online discussionvaitthg reflection.

Twenty one students, aged between 18-23 yearsvel®, enrolled in the course. They
came from various majors, such as English langutegehing, management, visual
communication design, industrial engineering, mad# engineering, and computer science.
The average score of their Versant™ English Placeriest (VEPT) was 57.4 (equal to
IELTS score of 6.5). The students possessed sekiatd of mobile devices, such as laptops,
I0S/android-based smartphones, tablet and iPadselrmmbile devices were part of their life.
They were tech-savvy and familiar with social mediach ag~acebookLine, Instagramand
Path

3.3 Data collection and analysis

The data collection process was conducted as fell&ivst, students’ online interactions and
collaborations on the platform were observed teercédr students’ out-of-class learning
activities.Schoologis analytics was checked on a weekly basis to moaitd track how the
students used the platform. Second, the particspaate encouraged to write reflection about
their learning processes &thoologis updates. The reflection shared with the peerthén
class was intended to transform their experienaislearning. Students’ reflection posted on
Schoologywas used as the data for this research sincetitrpd how the students made sense
of their learning processes via the platform. Thpdrsonal messages were sent to several
students to obtain deeper information about thefiection. The messages varied depending
on the reflection that they wrote. Lastly, all odirecords available ddchoologyincluding
students’ posts and comments, threaded discusssbased materials, and analytics, were

also gauged to enrich data for this study.
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The data were coded and corroborated from onecedir another to build a thick
description. The data were then categorized basd8leason’s (2011) theoretical framework

of autonomy in language learning.

3.4. Findings and discussion

Schoologyproved to constitute a socially and pedagogicatlynd learning platform that is
easy to be used by the students. Its user-frieddBign resemblingracebookbecame an
appeal to the students, triggering them to actigetyinto the course. Figure 3 depicts a one-
month dynamic access to the EAP course, revediiagthe students logged in the course on
a daily basis.

Basic Q Home Courses ¥ Groups * Resources Priyatno Ardi  ~

Course Analytics
Course User Assignment Discussion Links

Total Hits per Day
a

: - /. [ wed ow 11
Pl 59 hits
T oee 3
v,
34 ® / ~ .
\.\ /c-... \.-‘.. ] ._--\ / ""-«.._‘__-./.__‘.’_ = ’1\

F ¢ F 3 I ¢ P E 7 £ F T g o ¥ & F § 2 P EBEE @ F§ % R R EF
§ § 7 § 3 §F ¥ F ¥+ k § 7 §F E % g 8 F i

Analytics Summary Page Breakdown for the Month

Figure 3. Screenshot of course analytics

Schoologis social networking interface leveraged on theomfdnce of interaction and
collaboration, such as having discussions with gesnaring thoughts, accessing additional
learning materials, following links, viewing vide@sd pictures, posting essays, as well as
giving comments and likes on others’ posts. Figlirdlustrates the interaction among the
students inSchoologis social virtual space. In addition to its socmdtworking interface,
Schoologis instructional tools pedagogically accommodatestlia rich contents that allowed
the students with different learning styles to pasedize their learning. Hence, it can be
concluded that the platform enabled the participamtdisplay their active engagement in the

EAP learning process.
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Figure 4. Screenshot of student interaction

Students’ active engagement in the process of ilggmn Schoologyis the basis of
learner autonomy. The students were not dependetiteolecturer all the time, instead, they
themselves took responsibility in the process ajlish learning and made choices related to
their own learning. As Little (2004) states, takiregponsibility is the first step to achieve
autonomy. Accordingly, active engagement coulderélie sense of ownership of learning in
which the students took control over their learnprgcesses. The findings of this study
revealed thatSchoologym-learning platform assisted the students in depnt of their

capacities to take control over their learning nggmaent, cognitive processes, and learning
content.
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3.4.1 Students’ control over learning management

Schoologym-learning platform installed in handheld devibedped to facilitate the exercise
of control over learning management. The systeowat the students to choose the place,
pace and time of their EAP learning by themseludside the classroom.

First of all, the findings revealed th&choologym-learning system facilitated the
participants to exercise their choice to accesscthese on an ‘anytime-anywhere’ basis. It
was supported by the portability feature of moldievices that brought about multiple-
settings language learning without any spatial temdporal constraints (Sung et al., 2015).
The students could individually open and accesddaming materials on the platform and
submit the assignments from their home, withouhgdo campus. Therefor&choologym-
learning platform facilitated students’ self-diriect of their own learning (cf. Benson, 2011).

The students expressed their views as follows:

Rahesza Tama Dec4, 20153t 5:19p
m One day, my friend asked me for having dinner in 2 mall near my boarding house. Since that day was her specil
; day, after the class I went to that mall. Then, we had dinner and talked until ate night. Thanks God, 1 brought my
PC and there was free WiF. Then, Tjust open my schoology for reading the guidelines for making good cause  and

effect essay.
Samuel Hidajat Yuna Lee

| In using schoology, | feel thatitis very This s my first time using schoology.
practical. We can either get and share like the system provided by schoology
materials and opinion to support our because | do not have to submitmy
studying process anywhere and homework directly to professaor,
anytime. Itis also easier to Furthermaore, | do not have to print out

communicate with the lecturer and other
people from the same course to discuss
more about the topic provided. And one
moare thing, itis a lotmore easier to
submitour assignments since we don't

my assignments out. Therefore, | can
utilize my time flexibly,

have o meet up with the lecturer to Putra Varza
submit the assignments,
J ! Inmy personal thoughts, Schoology did
helping me a lol. Especially for this
- - - o T wpre |ty of e i

Syifa Sejati Sampoerna University students, who
studied without any fixed textbooks at

With Schoology, I think itis easier to all. Solving this no-textbooks situation,

share learning matenals and practices. the folder 'Materials and Assesment’

It also helps me keep track with my come up from Schoology brillianty

deadlines because there's a calendar since the materials uploaded could be

that rp & ~ A F sy en ot Tt i

that reminds us of our assignments. organized into folders and itremains

admititis guite fun two since we don't there forever so | could access them

really have to seek our leachers lo anytime anywhere. Furthermore, the

submit our dssignments )

SecondSchoologym-learning platform provided the participants watimple chances
to choose their own English learning modes. Asrtlegirning was not limited to the formal
classroom learning, the students could choose tveir paths of learning that fit best with
their styles. Sung et al. (2015) mention that nelbiévices and their application enable the
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students to customize and personalize their larglagrning. In the current study, the
freedom of choosing personal ways of learning ledmeaningful and personal learning
processes. This resonates with Huang and Bensg@®k3( p. 10) idea that “a capacity to
control learning also implies a capacity to malaréng personally relevant.” The findings of
this research suggested tHathoologycreated conditions for students’ exercise of their
personal learning. The students admitted that

| syifa Sejati
4 I'm both auditory and visual, so I have to lsten and see my lessons. So, this makes more sense if I'min a class,
= right? But I'm also kinaesthetic, so 1 can't exactly sit stil in class for long periods of time. If [ do, I get bored easiy.
With Schoology, 1 can access my lessons and assignments while istening to music that wil help me focus. In class,
you can't exactly listen to music, right? This way I wil be able to do my work peacefully and effidently.

Joice Tentry
m since schoology allows us to access not only texts, but also pictures, videos, and even games, © helps a lot for a
T visual learner lke me. Since I'm not an auditary (listening to lectures), I prefer learning by seeing, reading, or
visualizing things through the instruments on Schoology. Regarding the learning environment, it is easier for me to
comprehend materials when I study leisurely at home, like while lying on the bed and listening to music rather than
sitting in class and listening to lectures. That way, it is more advantageous for me to learn via e-learning lke
Schoology.

Third, as regards interaction and collaborati®@ghoology m-learning system
provided opportunities for the participants to e a greater control over interaction and
collaboration during EAP learning. The mobile degiaconnected to the Internet made the
students interconnected all the time, which feaditl online interaction and collaboration
among the students without temporal and spatiastcaimts. The students could control their
interaction and collaboration with their peers. thRarmore, many autonomy scholars
(Benson, 2011; Cooker, 2013; Little, 2000, 200Q2Murray, 2014) believe that autonomy
is the result of interaction and collaboration wattmers. In this study, there were two major
collaborative assignments conducted outside classspnamely peer feedback and research
project. Since the students came from differentadepents and followed diverse schedules,
the virtual discussion designed in t8ehoologybenefited them as it was not constrained by

the time and place. A student supported this psrbllows:
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m Joice Tentry
AER [nmy opinion, schoology helps alotto

make us study and discuss materials
without having to be actually there in the
same time and space soin a way, itis
efficient. The online discussion board 15
also helpful because a lot of us have
different class schedules so itwill be
troublesome if we have to discuss face
to-face all the time. Assignment
collection and guiz are also easy to
submit and we can see aur progress
easily, Moreover, schoology 1s avallable
in play store so we can download 1L as
an app inour android or apple based
smartphones.

3.4.2. Control over cognitive processing

Schoologis social network interface gave ample spaces lier students to exercise their
capacity to control their cognitive processing. €onover cognitive process includes control
over attention, metacognition and reflection (Benst011). The features &choologywere
critical for the students to exercise attentiontanegnition and reflection during the EAP
course.

The “updates” feature dbchoologyenabled the participants to share their thoughts
and give reciprocal peer feedback on their esgayshe posts that they shared could be seen
by all members of the group, the students coulé@ givd receive comments and supports from
their peers. During the process, the students téuletheir attention towards both linguistic
and content aspects. Hence, the feature helpestulients to reflect on their English learning
processes and raise their metalinguistic awaren€hs. exercised metacognition and
reflection led the students to revise their ess&ygure 5 depicts how the students gave

reciprocal feedback on their essays.
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Samuel Hidajat

’ Indonesian Private School VS Public School, Which is better? "Whica is setter? Sending children to a
publiz school or a private school?” a question asked ‘requently by parents. As parents, we would like
to give the best ecucation for our children. There are two types of schools in Indonesia which are
publiz schools and private schools. While there are some differences between public...

* Show More
Comment * Unlike
@ Liked by Youand 1 person
Yuna Lee
Hello Sam,
This is a great essay with 2 clear thesis statement.
Transiion words are showing the relationship between iceas.
In my opinion, school cimate partin your essay neads to be specified. For
example, school cimate & consisted of such as . Then, you

describe the difference between public and private school.

Thanks for this amazing essay.

H Syifa Sajati
3 Hi Sam,

1 don'z have anythirg to say except for maybe your essay is lacking the
indentation for eack beginning of paragrashs. The thesis statzment is clear,
and your transitions are smooth. Great job!

* Unlke & 1

* Unlike & 1

Figure 5. Screenshot of peer feedback

In addition to the “updates” feature, threadestcdssion boards oBchoologymade
affordances for collaborative and interactive spaie the students within the groups. As
previously mentioned, the students worked in graimpaccomplish the given projects. The
feature of threaded discussion facilitated theesttslto interact, communicate and collaborate

within the groups. Through personal message, @stwtimitted:

Schoologymakes us easy to identify each member’s progiiesg sve share the given tasks
individually. Schoologis discussion board helps us a lot because we eammeinicate and
monitor one another. We can report and discuspmgress. And, we all feel responsible for

our success as a group so that we need to helaratier.

The quotation demonstrates h@ehoologis discussion board facilitated interaction,
communication, and collaboration among the studéhising interaction and discussions, the
students developed and conveyed their own voicesidnyg English. In this regard, the
students possessed the sense of relatednessrife&feilearning, supporting one another to
reach success. This supports Little’s (2007) ideat relatedness is developed through

interacting with others. Hence, the collaboratived anteractive spaces dschoologis
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discussion boards could enhance students’ sensgatédness. The sense of relatedness is

critical to the development of autonomy (Ryan, 1%l cited in Littlewood, 1999).

3.4.3 Control over the selection of learning conten

Schoologym-learning system facilitated control over thees@bn of learning content.
According to Benson (2011), control over learnirantent has to do with the freedom to
select learning materials to attain the goals ofifgm language learnin@choologyprovided
tools that accommodated media-rich learning mdsedannected to other materials available

on the internet. Figure 6 depicts the example arflieg materials sequenced $choology

@ T +

EAP 22015/2016: g?

5 g
e Yuna Lee

Good afternoon, Professor and friends

Back to Materials

want lo share APA Research Report format

Developing a Thesis for approved by Mr Ardi.

Compare-and-Contrast Essay -

attached the link here :hity
YouTube awrite ( Wap

Cat and Fish Bowl Spot the Please click the link above

# Difference Game - Online Thanks.
Learning Game for Kids

3 dr Eneri i
5§ draggeneric 42 http://www.thewritesource

com/fapa/apa.pdf

http://www.studyzone.org/
#  testprep/elad/o/
comparingcontrasting4p.cfm Camimeit nlike & 1

Figure 6. Screenshot of materials and an additiovadérial shared by a student

The materials provided o8choologym-learning platform led the students to self-
access other authentic materials on the Internathgeve the determined learning goals. The
students, consequently, had more control over dmeat of their learning (cf. Little, 2007).
In the process of accomplishing the research refmrexample, a student found a research
report format online, which she offered to her staates. After the discussion, all of the class
members agreed to use the format for reportingdbearch. Sinc8choologyprovided tools
that enabled the students to share learning mkstettee format was then shared to other
students orschoologyHence, this confirms Sung et al.’s (2015) ides the learners can use
mobile devices to search for relevant learning nete as well as Villanueva et al.’s (2010)
argument that technologies help to develop autondayyproviding multiple access to

authentic materials.
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4. Conclusions and recommendations

This article reports a study that investigates Bmlioologym-learning platform facilitates the
exercise of learner autonomy in an EAP class ahdonesian higher education. The findings
of this study proved th&choologym-learning platform installed in mobile devicesyided
the students with greater control over their EA&riéng beyond the classroom, both in terms
of the process and content of their learning.

The affordances o&choologywere a critical factor that supported the exerage
learner autonomy. Firs§choologyoffered a social environment that facilitated ratgion
and communication among the students. The socialonking interface ofSchoology
enabling reflection and sharing is critical to thevelopment of autonomy. At the heart of
learner autonomy, autonomy is developed througéracting and collaborating with others
(Benson, 2011; Cooker, 2013; Little, 2000, 200Q2Murray, 2014). Secon&choologis
application installed in mobile devices brought w@bamobile learning experiences
transcending spatial and temporal limitations. $tuelents had freedom to learn at their pace,
place, and time (Sung et al., 2015). The mobilenieg application hence enabled them to
exercise control over learning management (seedderZd11; Huang and Benson, 2013).
Third, media-rich learning materials encouraged shelents to the further exploration of
other materials on websites. This confirms Littleds (1999) and Snodin’s (2013) findings
that Asian learners tend to display reactive autonm language learning.

With regard to the Asian culture, the implementatiof Schoology m-learning
platform could minimize the power relationship ihettraditional classroom. However,
communication, interaction and collaboration amtrgclass members were still maintained
through its social networking interface. As Muri@p14) points out, autonomy is developed
through interdependence and collaboration in aasgeiting.

This study recommends th&thoologybe incorporated in English language learning
and teaching. Further research is also needed rtdairsze the issue of engagement on
SchoologyEngagement is a critical issue in the implemé&madf social networking learning
management system in English language teachinglemrding. Abas’ (2015) engagement
framework, consisting of teacher engagement, studegagement, cognitive engagement,
and social engagement, could be used to descriweSlehoologycan provide students with
meaningful and relevant English learning experisringhe 21 century.
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Abstract

This studyexplores the use of educational technology for hieagc English as a foreign
language (EFL) at 10 state schools in the SoutBafador. It aims to find out the current
state of the use of technology in English classmodrhe research combines both quantitative
and qualitative methods to gather information altbet use of technology in the teaching-
learning process. The main instruments applied weaehers’ and students’ surveys and
observation sheets. One hundred and fifty students fifteen teachers took part in the
surveys and were observed once a week during adpefifour months.

The findings confirm that technology is not commpounked in state schools of the
south region of Ecuador or, if used, it is not adegly applied. For this reason, in order to
develop students’ performance of all four languadls it is necessary to integrate
technology tools combined with appropriate teaclsimgtegies in EFL classrooms.

Key words: EFL teaching; educational technology; Ecuadoriamary education.

1. Introduction

The development of new technologies has extendety mpportunities in assisting language
learning at all levels of education, especiallytigh the use of Web 2.0, which implies that
information is meant to be shared (Pelet, 2014jadm, technology is widely used nowadays
in order to improve the education system at alklevwhich means that its effective use,
combined with professional learning, can promote @mhance collaboration in foreign
language teaching. However, in some developing tt@snsuch as Ecuador, the use of
educational technology still needs to be exploredrder to take advantage of the enormous

benefits that it provides in the teaching-learnngcess.
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Considering the great importance of English leagnworldwide, the Ecuadorian
Ministry of Education (2014) established new regats for teaching English as a
compulsory subject in the curriculum of public apdvate schools starting in 2016. In
addition, technology plays an important role in gakeicational field; hence, it is indispensable
to conduct research into the quality of Englishglaage teaching at this level, especially into
the use of technological tools to be applied indlassroom.

This study will explore the use of educational teabgy in EFL teaching, particularly
YouTube videos, Padlet, podcasts and Prezi, whieh cammonly applied by English
teachers in order to develop students’ languag#s siistening, speaking, reading and
writing) because of their free access and theif@slthey provide to users. According to
Kasapoglu-Akyol (2010), the use of technologicabl$ois very important because EFL
students who use the Internet for searching foormétion and communication purposes
usually get better academic results.

In this concern, the purpose of this study is tal fout the current situation of the use
of technology in English classrooms to remark thatlear diagnosis about the use of
technology will help educators become more famiéh the significant role it plays in the
teaching-learning process. Additionally, the use imdtructional technology will allow
teachers to have more dynamic and interactive Hasses as well as students to be better

prepared for this ever-changing world that we live

2. Literature review

2.1. Integrating technology in education
Information and Communication Technologies (ICTs¢ &ery important in the field of
education because they can change the environmehé @lassroom and allow the subject
matter to become more accessible to the learneshlsli& Koehler, 2006). For this reason,
EFL teachers must decide how - and how not - totedenology in the classroom (Morgan,
2008). In this regard, integrating technology istassroom instruction involves more than
just teaching computer skills, it demands that athrs look for means of innovation in order
to encourage students’ engagement and build up thaerning; therefore, one way to
accomplish this important aim is the use of indtamal technology in an effective way.

Some theoretical and empirical studies have begredaout to confirm that the use of
ICTs in the teaching and learning process is cltultihas been demonstrated that the use of

technology motivates students’ interest in the eot#t to be studied (Mayora, 2006, as cited
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in liter, 2009). In this concern, llter (2009 p.G)3tates that “technology might be one of the
factors that affect students’ attitude positivelythe teaching-learning process”. Furthermore,
according to O'Dwyer, Russell, Bebell, and Tuckeel8y (2005), technology allovgsudents

to develop critical thinking skills, high levels ohderstanding and solve problems.

Technology and English language education are elsely related (Singhal, 1997).
If we go back to the past, various educationaitutsbns used to provide classes in language
laboratories that enabled learners to implemerhiin@ogy devices where teachers monitored
students’ interaction. Although the use of techgglavas very positive in the learning
process, it slowly became unattractive and bori@mghal, 1997). Currently, the use of
technology in the classroom has opened up new lpligss for language education through
the web generations that positively contributeh® teaching-learning process. The first one
developed was Web 1.0, which was used to send gessshrough aunidirectional system
(Ban & Summers, 2010)Later, Web 2.0 opened a platform that allowed attgon,
collaboration and better communication. NowadaygpV8.0 offers the possibility to search
for required information in an organized way; is@lsuggests other content related to the
proposed topic (Miranda, Gualtieri & Coccia, 2010).

Different technological tools are applied to helpgksh language students improve
their learning skills. The tools that are worth rii@mng comprise English language learning
websites, Computer-Assisted Language Learning progy presentation software, electronic
dictionaries, chatting and email messaging prograbi3-players, and learning video-clips
(Nomass, 2013). The positive outcomes of the tbsled above can only be possible with
appropriate methodology and teachers’ managemetiedpn the classroom.

2.2. Advantages and disadvantages of the use ofteclogy in EFL teaching
Nowadays, the use of technology in the classroooorbes a necessity in learning a foreign
language because of the benefits that both tead®isstudents can obtain during the
teaching and learning process. For that reasochées of English as a foreign language need
to improve their way of teaching in order to casthdents’ attention. In this context, it can be
said that for every advantage technology bringslsib shows some disadvantages at the same
time (Riasati, Allahyar & Tan, 2012).

Through a variety of communicative and interactizetivities, effective use of
technology can help foreign language learners gthem their linguistic skills and learning
attitude, as well as build their self-instructidrategies and self-confidence (Lai & Kritsonis,

2006). In this concern, Dudeney and Hockly (2008) mentlwat technology is significant in
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the EFL classroom because it provides new ways rattiging language and endorses
students’ performance. In addition, Barani, Mazaadia and Rezaie (2010) also explain that
through the use of media teachers have the chanexpose students to multiple input
sources and can enrich their language learningrexxue instead of becoming dependent on
their teacher’s dialect or idiolect.

On the other hand, Abunowara (2016) declares thertetare some disadvantages
teachers face when using technology in the EFLsotasn. One of them is that it takes time
and involves making a big effort to look for auttienmaterials since teachers need to spend
time learning constantly, changing software prograand trying to find effective ways of
using new technology. In addition, some studeng¢suarable to gain access to technology
(Kruse, 2001b; as cited in O’Donoghue et al., 2064y this reason, Lai and Kritsonis (2006)
state that it is necessary that both teachers amdersts should have at least basic
technological knowledge before using it in ordeassist language teaching and learning.

Despite the advantages and disadvantages thatsthefuechnology may generate,
EFL teachers should know that they need technoiogyder to serve digital natives in a

more meaningful and comprehensive way (Merg, 2015).

3. Study

3.1. Participants and methodology
The total number of participants involved were HiGdents and 15 teachers; all Spanish
native speakers from 10 state schools. The studardb/ed in this study ranged in age from
10 to 12 years old, which denotes primary educaitiotihe Ecuadorian educational system.
The participants were observed once a week overiagof four months. Students’ English
level was quite heterogeneous since some studadtthb opportunity to take extra hours.

The qualitative and quantitative approaches weidiep to analyze teachers’ and
students’ perceptions related to the use of tedgyoln the EFL classroom as well as to
determine the tool with the highest frequency af.U=or this purpose, the main instruments
were teachers and students’ surveys and observslieets that included open-ended and
close-ended questions, which were used in ordecottect data about the frequency of
technology use in the teaching-learning process.

In addition, English classes were observed in om&xplore the use of technological
tools and see how they were applied by Englishhiacin their lessons as well as to find out

the facilities available at the institutions thatftipated in this study.
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After gathering the data, they were tabulated u&irgel tables and then analyzed in
order to obtain statistics about the real situatitat Ecuador has been facing for the recent

years regarding the use of technologies in EFLhiegc

3.2. Results and discussion

3.2.1. Teacher technology use
The results obtained from the teachers and studamisgeys are shown and analyzed below.

Table 1. Use of technology for teaching Englista &sreign language

Students % Teachers %
YES 19 13% 5 33.3%
NO 131 87% 10 66.7%
TOTAL 150 100% 15 100

Table 1 indicates the percentage of the use oht#ofgy for teaching English as a foreign
language according to the teachers and studentsem#ons. It was found out that the
majority of both students and teachers do not askniblogy in the classroom because the
institution does not provide them with enough tesbgical material and teachers are not
sufficiently trained to use it on daily basis. Thaspect may affect students’ performance
during the academic year, which demonstrates thathers have been using traditional
teaching approaches that may slow down the devedopof communicative competence in
the target language.

Additionally, only a third of teachers mentionedattithey use technology to teach
English lessons once a week because they can geeeffiectiveness in the teaching-learning
process and just a limited number of them indicahbed they incorporate technology in their
lessons with a frequency of two or three monthghis context, it was observed that teachers
who applied technology in their lessons had to arséenglish lab that provided only basic
technological programs with no Internet connection.

The aforementioned results significantly affect theality of language learning
because sound use of technology can increase amtbpestudents’ outcomes, self-esteem
and attitude (Lei & Zhao, 2007). In addition, thdueational process can be more productive

if technology is effectively used in the classroom.
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Figure 1. Technological tools used in the Engligisgsroom

M z)Youtube- Videos Mb) Podcasts
clPadlet = d)PowerPoint —Prezi

= Other (s) Do not use

As regards the types of technological tools usedth@ English classrooms, students
mentioned that the most popular ones used with figguency by teachers were YouTube-
based videos (53.17%). Other tools that were conynased were PowerPoint and Prezi
presentations (15%), while podcasts and Padlet Weeréess popular. These results were
corroborated by teachers’ opinions, in which Youduwideos were the most popular tools
used during the lessons because students consitleeed very motivating for learning
English as a foreign language. According to Hamil{d010), videos help to catch students’
interest since the majority of EFL learners arduesad by native speakers offering different
dialects and accents that help students improvésteaing and speaking skills.

The results mentioned above tend to demonstratdehehers show poor knowledge
of other types of technological tools or little lemsiasm about making the class more
attractive for students. In addition, teachersrataware of the benefits of using podcasts,
Padlet or Prezi in the classroom. By extensiomjglies that they are not trained in this field
and they do not see the contribution of technoltgynake classes more interesting. Using
podcasting in language education in both theory prattice provides many advantages
because it can help teachers enhance studentsskrsills. In this regard, Rosell-Aguilar
(2007) remarks that podcasting can support priasigromoted by different theories of
learning, such as the use of authentic materiafsymal and lifelong learning, the use of
learning objects and just-in-time teaching. Funtih@me, students improve their pronunciation,
listening and speaking abilities and become morarawf cross-cultural customs (Stanley,
2006; Lee, 2009, Powel, 2006). Another technoldgioal that can be used in the EFL
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classroom is Padlet, which can help teachers pewiddents to eager participation with
authentic, stimulating, and motivating content (8ai2014). However, this important device

has been underused as it is shown in Figure 1.

Table 2. Perception of effectiveness of the useainology to improve English language knowledge

Students %
YES 134 89%
NO 16 11%
TOTAL 150 100%

When students were asked about their perceptioneftdctiveness of the usage of
technological tools to improve English languagefiprency, almost 90% considered them
really productive for their learning process; thalgo affirmed that through the use of
technology they can achieve better academic results

Teachers likewise confirm that the application e€hnology in the classroom is
extremely important for students to improve th&tening, speaking, reading, and writing
skills at a higher level. In fact, the use of tedlogy also makes the lessons more efficient
(Kasapoglu-Akyol, 2010).

3.2.2. Students’ and teachers’ perceptions of tecbfogy use

Most students claimed that they are not afraid @fkmg with technology; in fact, they would
welcome its usage. They also pointed out that @odgy allows them immediate access to
information, which facilitates the learning procésside and outside the classroom.

When teachers were asked to express their feefimggrding this aspect, some of
them mentioned that they avoid applying technolalgiools because they consider them
difficult to use; this fact was confirmed while @pging the English lessons, during which
teachers were struggling with the basic devicestti@institution provided. For this reason,
they would like to be trained in the use of eduwai technological tools in order to feel
more competent as educators. In order to do sohées need to deepen their knowledge on
how to use technology in order to integrate itha teaching process (Almerich et al., 2016),
otherwise, they will not be able to implement it their daily educational practice
(BuabengAndoh, 2012; Guzman & Nussbaum, 2009; Kab#krdakul & Coklar, 2014;
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Markauskaite, 2007; Okojie, Olinzock, & Okojie-Bdel, 2006; Wastiau et al., 2013, as cited
in Almerich et al., 2016).

4. Conclusions and recommendations for the future

This paper has attempted to present the curramdtgih of the use of technology in English
classrooms in the south region of Ecuador. Tharigslof this case study show that teachers
do not use technological tools to teach Englishabse they do not have enough facilities to
incorporate them in the EFL classroom. As a consecg, they use traditional methods that
do not have such great impact on students’ perfocama

Teachers show poor knowledge of other types of nelclgical tools and little
enthusiasm to make their English classes morecttteafor students. In fact, the main
resource used in the classroom is the studenttbdek, which demonstrates their preference
for traditional printed material.

YouTube-based videos, Power Point and Prezi prasens were the most common
tools used by teachers in their English classedewodcasts and Padlet were applied much
less frequently even though they offer great opputies in the teaching-learning process.

Students feel motivated and interested in usingdblenological tools in classrooms in
general because they enable them to learn moretigéfly according to their individual needs
in an interactive way and, therefore, students’iositly arises. Additionally, technology
provides teachers and students with a dynamic ilgganorocess; however, they do not take
full advantage of it.

Technological tools are recommended to be usedebghers as supplementary
resources because thanks to them students can tleari&nglish language more easily;
additionally, effective use of technology givesdears the opportunity to show students how
thousands of activities and games bring dynamidsfiaminto the classroom.

More training for teachers in how to use technalagtools for teaching English as a
foreign language is needed because in this waytrdditional teaching process will be
replaced by more dynamic, interactive and collatigaapproaches.

Educational institutions should provide teacherthwufficient technological devices
in order to get the expected academic results, wilt inspire both students and teachers to
participate more actively in the teaching-learnimgcess.

When planning lessons based on technological tdtois, highly recommended that
teachers consider students’ level, age, conteatgnihg styles and teaching methods to

develop their English skills. In this regard, fr&ed user-friendly software programs such as
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Padlet and Prezi are recommended for improvingimgaand writing skills, while podcasts
and YouTube are suitable for development of listgrand speaking skills in a fast, simple,
and productive way.

Finally, more effective educational interventione aeeded in the EFL classrooms
because in this way the potential of educationahrielogy to support the teaching learning
process can be deeply researched.
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Abstract

The study examined the effect of a commercial digitdeo game on high school students’
language learning motivation. Participants were @véle students randomly assigned to one
of the following three treatments: Readers, wherisively read the game’s story; Players,
who played the digital video game; and Watchersp wiatched two classmates play the
digital video game. A language learning motivatgmale was given to the participants as a
pre- and post-test. Also, field notes were takeesuRs indicated a significant language
learning motivation increase over time. Only thetdNars, however, showed significantly
higher motivation than the Readers in the end. Thus use of commercial digital video
games can help enhance high school students’ lgaegaarning motivation.

Keywords: digital video game; language learning motivatiosng-based language learning

1. Introduction

1.1. Game-based and game-enhanced language learning

Digital Video Games (DVGs) have become a big inqustith sales of over billions of
dollars (Newzoo, 2015; Pham, 2009). It is estimatet the international industry will hit
$113 billion by 2017, not to mention that theraisapid growth in Asian markets (Newzoo,
2014). With over 1,909,447,000 gamers worldwidewki@o, 2015), DVGs affect the way
people socialize, communicate, play, and learnditgpeducators to investigate them as
language learning instruments (Rama, Black, Var&B&/arschauer, 2012).

Game-based learning is defined as “any initiathat tombines or mixes video games
and education” (Tsai & Fan, 2013, p. 115) with angabeing “a system in which players
engage in an artificial conflict, defined by ruleshich results in a quantifiable outcome”
(Salen & Zimmerman, 2004, p. 93). Reinhardt andeSyi012) conceptualized language
learning through DVGs to involve two forms, nameigme-based and game-enhanced. The

former involves using educational games-DVGs tluaiu$ on the direct representation of
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educational materials (Kiili & Perttula, 2013). Tladter refers to using commercial-off-the-
shelf DVGs in educational settings. The primarylgdaa commercial DVG is winning the
match rather than learning a language, in this Eaggish. English does play a secondary role
when gamers are to obtain, create, use, or mamngthair items. It also comes into play if
gamers are to understand their quests or effegtit@mmunicate with one another. Thus,
English becomes a means to a greater end.

For example, gamers observe items with thumbnadscriptions, and effects which
help them learn English vocabulary. This conformsGee’s (2007) third learning principle
called the ‘semiotic principle’, which explains thelationship existent among several sign
systems (e.g., images, color codes, words, etcplagmd in a DVG. Understanding these
relationships greatly improves learning through Bv@n the whole, Gee (2007) identified
36 learning principles at work in what he calgpgbdgameqi.e., games that employ most or
all of the principles).

Informal language learning instruments such as DY@ movies have been found to
result in higher learning outcomes compared tosctesn practice (Cole & Vanderplank,
2016). Previous studies (e.g., Ebrahimzadeh, 280%67; Ebrahimzadeh & Alavi, 2016) have
examined DVGs in formal educational contexts intinga encouraging results. These
researchers provide further evidence that the camfoomal classroom practice might not
still be fit to be considered the prevalent languégarning context (Sockett, 2014). Still, the
classroom plays a crucial role and could benedinfinformal language learning instruments
(Cole & Vanderplank, 2016; Collins & Mufioz, 2016)ation (2001) reasoned that to select a
DVG as a form of software with higher vocabulararldng outcomes it should provide
vocabulary learning conditions, namely, noticingfrieval, and generative use. Noticing can
be harnessed through colorization, text stylizatibighlighting, etc. Retrieval can be
achieved through the use and repeated use of viecgbto acquire some other item.
Generative use, finally, pertains to the presemtatif vocabulary in different forms such as
written, spoken, and pictorial.

1.2. The importance of motivation in language leanmg

Motivation is an important, pervasive behavior deieant (Schunk, Meece, & Pintrich,

2013) of students, teachers and administratorso{Efl Covington, 2001). Research has
shown that motivation affects human behavior in ‘tbleoice of a particular action, the

persistence with it and the effort expended on(itdrnyei, Csizér, & Németh, 2006, p. 9).

Language Learning Motivation (LLM) theories havedargone dramatic changes since first



Teaching English with Technology7(2), 87-112 http://www.tewtjournal.org 89

introduced. Dornyei and Ushioda (2011) have categdrthem into three phases: the social
psychological period (1959-1990), the cognitiversied period (1990s), and the process-
oriented period (turn of the 2@entury).

The first phase highlights the importance of laguéearners’ attitudes toward the
target language and language community. It inclsgegral factors such as interest in foreign
countries, instrumental motivation, and anxiety, f@me just a few. The second phase
coordinates motivation research with the cognitiegolution in psychology focusing on
situated analysis of motivation (e.g., in the dlasm). The third phase conceptualizes
motivation as a process occurring over time. Thegeapproaches, however, are criticized
mainly on two fronts. Firstly, motivation is consiéd here as a linear phenomenon while it
seems to be the result of a series of complexaatens. Secondly, theories presented during
these two phases follow a reductionist approachatdwnotivation by defining a set of
variables as significant contributors to motivation

As recently proposed, the socio-dynamic phase seekemedy these criticisms. It
considers “the situated complexity of the L2 mdiima process and its organic development
in dynamic interaction with a multiplicity of inteal, social and contextual factors” and aims
at taking “account of the broader complexities ariguage learning and use in the modern
globalised world” (Dérnyei & Ushioda, 2011, p. 7Bor example, it is understood after
Vygotsky (1978) that individuals have an active tiggratory role in construction of
motivational goals and also in what they interralés a result (Doérnyei & Ushioda, 2011).
Therefore, while the context shapes an individulehel of motivation, it is itself formed by
standards of the individual(s) participating toidefit.

2. Theoretical background to the present research

2.1. Digital Video Games (DVGs) and language leanmy motivation (LLM)

It has been indicated that since many learnersrattoally assume educational games to be
boring (Kinzie & Joseph, 2008), identifying andes#ing a suitable commercial DVG may
improve students’ motivation (Dickey, 2011; Wu, @hj Kao, Hu, & Huang, 2012). There
are six activity modes that appear to best refjeotor high school students’ game-play
preferences including active, explorative, problevhsing, strategic, social, and creative
activities (Kinzie & Joseph, 2008). According tee thuthors, commercial DVGs are richer in

said activities than educational DVGs. Thus, theyppse that educational games be enriched
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with such activities in order to lessen the strergftthe ‘boring’ label that children attach to
them.

A language learning software may provide substhakposure to the content but fail
to affect change since it does not motivate leapagticipation (Bodnar, Cucchiarini, Strik, &
Van Hout, 2016). Since participation is closelyatetl to motivation (Dérnyei & Ushioda,
2011), it becomes important to use a variety afrimsents to help engage more learners. To
this end, although the focus of their studies hatsheen particularly on LLM, researchers
such as Gee (2007), Molins-Ruano et al. (2014)y&#idr, Lawless, and Deniz (2010), and
Van Eck (2009) have suggested the implementatiocooimercial DVGs in educational
settings because of their abundance of motivatiefeahents. DVGs may increase intrinsic
and/or extrinsic motivation for replays (Kuo & Cimga 2016), which are viewed as processes
that ultimately result in acquisition and mastefynew knowledge (e.g., a second language)
(Buckley and Anderson, 2006).

For language learning purposes, it is importardgi@ct a commercial DVG in which
language plays a role in achieving the ultimatel gdahe game, in victory, so that while
enjoying playing the DVG gamers would be involveithwlanguage processing as well
(Rosas et al., 2003). Also, while educational DVfasy strict attention to the content,
commercial DVGs focus on aesthetic elements (egdiovisual features) that help the
product sell in the market. Thus, an ideal gamelavbe one which integrates these features
to create an outcome appealing both in terms alecrand appearance.

Malone and Lepper were the first to study motivaiio educational games (as cited in
Tzeng, 1999). They identified four factors incluglichallenge, curiosity, control, and fantasy,
constituting building blocks of intrinsic motivatian games. Malone and Lepper maintained
that the challenge a game presents should be kdphuhe learners’ abilities — their zone of
proximal development (Vygotsky, 1978) — to avoidstration, anxiety, and boredom (see
also Csikszentmihalyi, 1991; Kiili, De Freitas, Ain & Lainema, 2012). Curiosity could be
raised by means of audio-visual or sensory stimukppealing game-stories. Control refers
to the idea that learners playing a game shouldafsense of control over it and understand
that it is actually their actions and decisions skthimould the outcomes. Lastly, fantasy
should be present so that learners experiencesstebaditions, situations, jobs, etc. not
currently present. For example, they could be dbfalter, manager, warrior, etc. which in
reality might not be possible — at least in therrieture.

A study by Connolly, Stansfield, and Hainey (20EMaluated the effects of an
alternate reality game on motivation of secondahpsl students for learning modern foreign
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languages across different European countries. tidinge language teachers and 328
students from 17 countries participated in the wt&ludents played the DVG at home or in
the classroom for 10 days. Data collection invoheedpre-test-post-test design (online
administration). Results showed that the DVG ratbedstudents’ motivation and participants
believed that the DVG provided them with skills aedjng cooperation, collaboration, and
teamwork. The DVG also offered opportunities fogagement with peers from different
language backgrounds across different countrieg §thdy concluded that gaming helps
motivate students for second language learningcandbe used as a means to move beyond
the constraints of traditional classrooms.

Another study by Hanus and Fox (2015) aimed at areggthe effect of gamification
on university students’ motivation in a longitudiparspective. The researchers administered
two treatments and the gamified treatment involaelgéaderboard and badges whereas the
other treatment did not. Students were evaluatsgdan four measures distributed during
the 16 weeks of the study. Results indicated lesgvation among students who underwent
gamified instruction.

A study by Cole and Vanderplank (2016) comparedaoam of autonomous (out-of-
class) language learners with in-class learnersyaoting an informal learning condition was
compared against a formal learning environment.yTo@ncluded that learning a second
language outside the classroom through informalnsme®ould result in superior outcomes
regarding advanced learners. According to Cole \dadderplank (2016), fossilization was
observed among in-class learners but not autonortearsers. The researchers identified
self-determined instrumental motivation as an irtgdr force helping autonomous learners

achieve better results.

2.2. The role of teamwork in language learning, erdncing motivation and
implementation of DVGs
Teamwork is a dimension added to an individual'sistderation of success and failure
(Newman, 1980). If members find their individualntdbution to the team essential, they
may have higher expectations of success in sifutare situations. They might also feel less
debilitated by failure in a group. Teamwork proaden opportunity for members to share
their experiences for self-evaluation purposes amcburages effective social comparisons
through interactions, collaboration and cooperafioessler, 1992; Oxford, 1997).

For example, a group of students working on a textld share their ideas, correct

each other’'s mistakes or assign roles to speetaiprbcess of evaluating the text (e.g., each
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member doing a different pre- or post-reading d@gerand then sharing the results). Being
recognized as effective second language learniactipe, teamwork has been employed in a
number of language learning methods and teachictipes of the post-method era (Richards
& Rodgers, 2001). For example, teamwork resultdbetter second language vocabulary
learning (Dobao, 2014).

Teamwork has also been shown to enhance LLM (Dgriy@94, 1997). Dornyei
(1994) presented a model of LLM with group-relatemmponents, namely, classroom goal
structures, group cohesion, goal-orientednessttadorm and reward system. Put together,
student collaboration results in superior learngains since it can “generate a powerful
motivational system to energise learning” (Dérn§dishioda, 2011, pp. 27-28).

Multiplayer DVGs such akeague of Legend®Riot Games, 2009) aridefense of the
Ancients(IceFrog, 2015) tend to specify a role for eachtan Through teamwork, these
avatars can easily win the game. Understandingthege roles work is based on knowing the
avatars and items they need which comes fromtimsd experience, item/ability thumbnails,
the provided guidelines, and the language use@soribe these items/abilities/avatars. Thus,
DVGs provide a suitable environment to promote twark (Connolly et al., 2011; Veqgt,
Visch, de Ridder, & Vermeeren, 2015).

3. The study

3.1. Focus and questions of the research

Motivation is a determining factor in successfut@al/foreign language learning since it
provides the initial will and the driving force stand the effortful process of learning another
language (Doérnyei, 1994, 1998). Findings of theeaesh on motivational effects of game-
based learning are very limited (Girard, EcalleM&agnant, 2013; Tsai & Fan, 2013), and
there is a lack of sufficient empirical evidence @ncourage or discourage their use as
educational instruments (Connolly, Boyle, MacArthidainey, & Boyle, 2012). Additionally,
Cole and Vanderplank (2016) conclude that a mopbmant need in investigating informal
educational instruments is how they work when imm@ated in formal contexts such as high
schools.

For example, Hoffman and Nadelson (2010) conclind¢ motivational engagement
resulting from recreational gaming is unlikely taartsfer to educational settings since
classrooms are competitive and evaluative. Theyindeinotivational engagement as
individuals’ conscious and willing approach towardask to pursue a specific goal based on

their interests, values, and affect. Accordinglgmngrs play to fulfill recreational, social, and



Teaching English with Technology7(2), 87-112 http://www.tewtjournal.org 93

esteem needs without focusing much on knowledgeawgment. Therefore, the change of
objective enforced by classroom-context would rerikde motivational engagement of DVGs
null and void.

Iran is a country where the use of technology incation is in its early stages. Only a
limited number of high schools have access to apeen lab and those that do mainly use it
for teaching computer science. Therefore, gamesa@talanguage learning is not common
in Iranian high schools. The present study, thasgkt to evaluate students’ LLM resulting
from the implementation of a commercial DVG in higbhool classrooms. The following
research questions were put forward:

1. How does a commercial DVG affect high school ERldsnts’ LLM?
2. How does playing individually affect LLM as compdro watching others play the

DVG?

3.2. Participants

A total of 241 male Iranian high school studentgeth12-18) were selected through cluster
sampling from one junior and two senior high sceo®hese students did not know anything
about game-enhanced language learning. The magniyystudied English at high school but
some attended private language institutes as Beked on theéHeadwayplacement test
published by Oxford University Press in 2012, thajarity of students (87.9 %) were
categorized as Al level according to guidelinesTbé Common European Framework of
Reference Twenty-seven students were removed from the shebause they had either
played the game at home, cheated during the examsssed more than one session.

Before starting the study, it was reviewed and eypgd by the research ethics
committee of Shiraz University. Also, authoritiesthe Ministry of Education were contacted
and written permission was obtained. Furthermoeeti@pation was voluntarily. In each
class, those who did not show consent to partieipathe study were given handouts on their
textbook material to practice.

As noted earlier, unfortunately, many high schaol$éran lack access to a computer
lab. For this reason, the study was designed imate accommodate the lack of equipment
by having the Players (those who personally platyexlgame) and Watchers (those who
watched the game being played) treatments.
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3.3. Materials and instruments

3.3.1. Target vocabulary items
Twenty-one words (Appendix 1.1) were selected friiia DVG Defense of the Ancients
(IceFrog, 2015). They were unknown to the studastsndicated through the pre-test. The
test (Appendix 1.2) included 21 multiple choicemte with four alternatives. Target
vocabulary items were selected based on the eritéiime, avatars, and item association.
Regarding time, the target vocabulary items thay&is were to obtain during a match
had to require as few gold pieces (DVG’s curreray)possible so that students could make
enough money to buy them all during the given clkas®. They could make money by
completing the objectives, killing enemies, or caiply certain locations. As regards the
avatars Defense of the AncienftceFrog, 2015) has 112 avatars categorized metltasses
emphasizing different skills and play styles. Aneatpt was made to select the target
vocabulary from among items usable by all thressda. Item association refers to certain
vocabulary items that could be combined to crea® and stronger items. The order by
which these items were presented was mainly dittayethe DVG. The names of these items
were used as the target vocabulary items to besipied through reading passages and the
DVG.

3.3.2. Readings and worksheets
Five reading passages (Appendix 2), each consisftirgp0-650 words, were written by the
researchers to teach the target vocabulary itenfetmers. They were based on the DVG’s
plot as excerpts telling the story. All passagesewteveloped based on the Flyers’ stage of
the Cambridge English Readers syllabus (Cambridygigh Language Assessment, 2013).
Moreover,The Common European Framework of Refersna@ level was used in this study
to keep the passages one level higher than theipartts’ proficiency level conforming to
Krashen’s (1982) i+1 Comprehensible Input hypothesi

To prepare the readings, a word-list was developecbrding to the headwords
introduced by the Cambridge English Language Assest(2013) syllabus (the Flyers stage
which conforms to the A2 level), based on whichpaltsages were written. Using this word-
list and a software callddange(Nation, 2002), all five readings were examined analyzed
for appropriateness. The software provided stasistin tokens, types, and word families.

These statistics were compared against the Cangbuagd-list by the software. Based on
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this information, the texts were edited severalesnto achieve the desired statistics (e.g.,
controlling the number of words not included in ambridge word-list). The readings were
then developed into worksheets with pre- and pesthng activities. Simplified English

definitions were added in the right margin.

3.3.3. The motivation scale

To assess LLM, the scale by Carreira (2006) (segeAgix 3) was used which focuses on
two dimensions of motivation for language learnimgrinsic and extrinsic. The former refers
to doing something for its own sake, while thedatefers to doing something for the sake of
achieving something else. This scale was originadgde for children of similar age as the
participants of the present study. It includes fiaetors (19 items), all answered on a four-
point Likert type scale ranging from &t{ongly disagregto 4 &trongly agreg The scale was
administered twice as a pre-test and a post-tesnffach’sa = .66 and .68 respectively). It
should be noted that scores on the anxiety subéttake items) were reversed as they were
originally negatively coded. A Persian version loé tquestionnaire prepared through back-

translation procedures was given to the students.

3.3.4. The digital video game

Warcraft lll: The Frozen Throné€Blizzard, 2003) is a Real-Time Strategy DVG, ihigh
gamers use their units, structures, and resouesdure some areas of the map and/or
destroy enemy assets (Rollings & Adams, 2003). DM& was chosen based on the learning
opportunities it offered, suitability, and techdicaplementation criteria (hardware, software,
and game-play training requirements). Accordingetdertainment Software Rating Board
and Pan European Game Information, the selecte@ gasuitable for users of 12 years old
and above. Additionally, according to ign.com araingfags.com, the game enjoys a high
popularity score (9 out of 10 and 88 out of 10(essively).

Considering the learning opportunities, each volalgutem had a thumbnail (a static
image). Avatars’ attributes such as damage, arstoength, agility, and intelligence were
affected by these items indicating their use oppse. Also, the teacher occasionally asked
leading questions. Students could buy these itamdscarry them around in their inventory;
they could reexamine these items at will (hoveorgr them would prompt their features in a
floating window). Finally, considering the abov&jdents decided on Persian equivalents for
the items. In other words, based on Nunan’'s (1#98%entation-Practice-Production model,

the items were first introduced by the game (presgrthe items through textual and pictorial
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means); next, students practised with them (exammiror using them); and then, they
combined them to produce superior items.

3.3.5. DVG pictures, cinematics, and cutscenes

Each worksheet included a number of relevant pstirom the DVG to help students

visualize the items. These pictures were also @isethe Players and Watchers with minor
modifications such as highlighted areas to illustthe steps for obtaining them (projected on
a screen as slides). The pictures were shown omagno avoid anxiety resulting from lack

of information. A cinematic and/or cutscene withrdtan subtitles was also played for all the
students at the beginning of each session to Wspedsent a part of the story (projected on a
screen). The Readers read that part in their westshafterward. For the Players and

Watchers, the videos aimed at raising a sense afesn@ss and purpose.

3.3.6. Field notes

Both during and immediately after each sessiongsatere made of significant events,
expressions, and student reactions such as disgafetctors, comments, and interactions.
These notes did not follow a pre-defined orderrhathier served as qualitative data to be used

for triangulation purposes.

3.4. Procedure

Through random assignment, the senid¥s=(153) were designated to one of the three
treatments, namely, Readefs £ 75), PlayersN = 65), and WatchersN(= 74). For the
juniors (N = 61), however, the choice was limited to eithee fRlayers’ or Watchers’
treatment because they did not qualify for languegguirements set by the Cambridge
English Language Assessment (2013) syllabus whahwsed as the base for developing the
Readers’ worksheets.

The proficiency test, the motivation scale, and thecabulary pre-test were
administered two weeks before the study. Then, stluely went on for five consecutive
sessions, one session a week, each lasting fort &fominutes. During each session, 3-6
vocabulary items were introduced through the folfgyvtreatments (if more items were
included, they could not be repeated enough timethé Readers’ worksheets). Finally,

students took the motivation post-test a week #fteistudy.
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3.4.1. The Readers’ treatment

During each session the Readers studied a workghemtand-paper) that included a reading
passage with pre- and post-reading activities igligm. Only in one post-reading activity,
summary writing, were students allowed to use Bersince they were not proficient enough
to carry out this task solely in English. Firsteyhwatched a video from the DVG that
depicted the part of story they were going to raladut. Next, each passage was read aloud in
the classroom and translated into Persian. Whading, students were asked to try to guess
the meaning of unknown words. Then, post-readinivities including multiple-choice,
comprehension check, fill-in-the-blanks, matchingreises, summary writing, and a word
puzzle were worked on in groups of four or fivestdidents to complete these tasks. Group

members in each classroom were randomized eadbrsésprevent ordering effects.

3.4.2. The Players’ and Watchers’ treatment
These students received instruction in how to pteey DVG prior to the treatment. During
each session they watched a video from the DVG iafmmation on the characters’
whereabouts was explained to them. This was dorgde a sense of purpose and awareness.
Through an overhead projector, each vocabulary @echinstructions on how to find it in the
game were illustrated on-demand. Students there@lflye game trying to obtain the target
vocabulary items. Since the ultimate goal was tstrdg the enemy base, students had to
improve their avatars in terms of damage, streraghity, armor, intelligence, hitpoints, and
mana, all made possible by purchasing the itemsuiothese items, students had to make
money by killing enemies. They had to pay attentiortheir avatar's attributes (damage,
armor, strength, hitpoints, mana, intelligence, agdity) since they were affected by each
item they bought. This helped them guess the mganin

The Players worked in teams of four or five (depegan the number of students in
each class). Team members were randomized durizlg sEssion to avoid ordering effects.
The Watchers, however, only had two students ptpynd others were divided into two
groups providing hints and encouragement for tp&yer (Figure 1). Each team tried to
destroy the enemy base and members had to interattoose a plan of action. They also
asked for guidance from both their teammates aaddaacher on how to create certain items
or where to locate them. Depending on the team reeshiskills and avatars, each game

lasted for about 35 minutes.
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= Group 1 (5)

= Group 2 (5)
Readers and Players

(N=120%)

Randomassignment each session  |—

> Group 3 (5)

= Group 4 (5)

Watchers (N=20%) each session

Group 1 (9)
Random selection of 2 students to play ‘

Group 2 (9)

*This total number is just for simplifying the deftion since each class differed regarding italtoumber of

students.

Figure 1. Grouping of students in different treatise

Teams discussed and decided, with help from theh&zaon a Persian equivalent for
each item during and at the end of each sessicadihg questions were asked to help them
guess the meanings only when a) the item thumbmal® not informative enough or b)

students disagreed on the meaning.

3.5. Data analysis

Data analysis was done using SPSS v. 21. To leksezffects of cooperative learning, which
can violate the ANOVA assumption of having indepamdobservations, and to improve the
validity of the findings, a more stringent alphade(p = .01) was used (Stevens, 2009). Pre-
test-post-test scores of the motivation scale wnelet a mixed between-within subjects
ANOVA to see if the three groups differed in terofstheir LLM and also to examine the
effect of time on students’ LLM. The conventions &y Cohen (1988) were used for
interpreting the effect sizes. Field notes werevei@, reviewed, categorized, and analyzed to

provide an understanding of the participants asttuments.

4. Results and discussion

4.1. Preliminary analyses

A one-way between-groups ANOVA (Table 1) was runtba motivation pre-test scores
which showed that the three groups (Readérs:73,M = 2.93,SD= .35; PlayersN = 65,M
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= 3.01,SD = .37; WatchersN = 74, M = 3.09,SD = .33) had no statistically significant
difference in the beginning of the stugy=.021).

Table 1. Examining homogeneity in the motivatioatpst scores

Sum of Squares df Mean Square F Sig.
Between Groups 961 2 480 3.954 .021
Within Groups 25.395 209 122
Total 26.356 211

Table 2 presents the descriptive statistics ofstwes each treatment yielded for the
motivation pre- and post-test. As shown, all grodgplayed an increase in the mean score
from pre-test to post-test. The Players and WasceBheowed almost similar increase (about
.14). The Readers’ mean score, however, showedmntatiest increase (about .05). In sum,
game-learners showed more increase in motivatioresadhan the pencil-and-paper learners

throughout the study.

Table 2: Descriptive statistics of the motivatioe-{and post-test scores

Variable Group N Min Max Mean Std.
Name Deviation

Pre-test Readers 71 1.95 3.69 2.9377 34914
Players 63 1.99 3.71 3.0108 .36836

Watchers 73 2.37 3.71 3.0932 .33494

Post-test  Readers 71 1.93 3.82 2.9871 .38207
Players 63 2.47 3.81 3.1577 .34056

Watchers 73 2.35 4.00 3.2290 41692

4.2. Results of inferential processing

To answer the first question of this study whickeamshow DVGs affect high school EFL
students’ LLM, a mixed between-within subjects AN®Was run on pre-test and post-test
scores of the motivation scale. Results of theysmal(Table 3) demonstrated a statistically
significant effect | = .000) for time with a medium-large effect sipartial eta squared =
.086). In sum, the students’ LLM significantly iearsed throughout the study.

Table 3: The effect of tinfl@n motivation

Effect Value F Hypothesis Error Sig. Partial ete
df df squared
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Time Wilks' 914 19.202 1.000 204.00C .000 .086
Lambda

a. Design: Intercept + group
Within subjects design: Time

b. Exact statistic

As for the between groups’ effects (Table 4), aificant statistical differencep(= .001)
with a medium effect size (partial eta squared6s)@vas observed. In other words, there was
a significant difference between the three treatsien

Table 4: Effect of time on motivation between theee groups

Source Type Il sum df Mean F Sig. Partial eta

of square: square squared
Intercept 3884.06¢ 1 3884.06¢  19080.66¢ .000 .989
Group 2.881 2 1.440 7.076 .001 .065
Error 41.526 204 .204

Post-hoc Tukey HSD tests (Table 5) were run to batl which groups differed. As
shown, the Readers and Watchers were found tognéfisantly different p= .001). There
was no significant difference between the Playerd Readersp( = .072). As regards the
second question, no significant difference was oleskbetween the Players and Watcheprs (
=.342).

Table 5: Post-hoc analysis of the difference betwitbe three groups

() Group (J) Group Mean Std. erroi Sig.

name name difference (I-J

Readers Players -.1218 .05522 .072
Watchers -.1987 .05318 .001

Players Readers .1218 .05522 .072
Watchers -.0768 .05486 .342

Watchers Readers .1987 .05318 .001
Players .0768 .05486 .342

Based on observed means.
The error term is Mean Square (Error) =.102.

*. The mean difference is significant at the .Odele
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4.3. Discussion

Results showed a significant LLM increase throughie study. However, only the Watchers
showed a significantly higher mean than the Readershe end. There was no other
significant difference between the treatments. fdseilts agree with previous studies in that
the use of DVGs can increase LLM (e.g., Connollplet2011; Wehner, Gump, & Downey,
2011). However, most of the previous studies uskeda&ional rather than commercial DVGs.
The study also agrees with Cole and Vanderplar#l04§) speculation that informal learning
instruments such as DVGs could be beneficial tm&drlearning contexts by motivating the
learners. This indication supports Tragant, Muferzg Spada’s (2016) finding that solely
teacher-led instruction may not be the optimum iwacThe increase in motivation could be
attributed to higher outcomes observed among gaameérs, as reported by Ebrahimzadeh
(2016, 2017).

The results of the present study contradict thdd¢amus and Fox (2015), who found
less motivation among the students who underwemtifgal instruction. The findings also
differ from those of Hoffman and Nadelson (2010)howconcluded that the DVGS’
motivational engagement could not be transferreediacational settings. It should be noted,
however, that previous studies have mainly focuseaducational DVGs, not commercial
ones. On the contrary, the present study used aneoonml DVG in which language learning
was not the primary purpose. Since commercial DY&BS to be richer in terms of aesthetic
features (e.g., better graphics, audiovisual effecdmpelling stories), they may have some
advantage over educational DVGs when it comes tmamering motivation. This notion,
however, is in need of further investigation.

Similarly to Hoffman and Nadelson (2010), the pap@nts of the present study
perceived the game-mediated language learning@ment as comfortable and relaxing and
experienced the freedom they had never had innadioclassroom (e.qg., freely talking to their
classmates without asking for the teacher’'s peiom$sand comments such as ‘please tell
other teachers to teach like this’ were heard feetjy. Also, since the second half of the class
time was allocated to the treatments, studentsdvsylto remind the teacher by saying ‘sir,
we will not have enough time if we don’t start nbw.

Multimedia presentation allowed for inclusion oveml instruments such as a DVG,
videos, pictures, and texts. This provided a mamprehensive ground for students to
cultivate their interests and engage in activif@sark & Mayer, 2011). Curiosity — a situation
in which “the learner knows enough to have expemtatabout what will happen, but where

these expectations are sometimes unmet” (Malong),19. 60) — induced from the videos
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was notable in motivating participation. Some stug@vould volunteer to predict what would
happen next week. Sometimes, they even stayedrlaagéiscuss the DVG after the class.
Therefore, the game seems to have enhanced motstice active participation is a sign of
motivation (Dornyei & Ushioda, 2011).

A group of students who were strongly against th@ent at the beginning underwent
a change of heart after the third or fourth sessind became interested. This might be
attributed to the DVGs’ potential to change one’soch (Park, 2007). A few students
mentioned that although they enjoyed the methasl; fireferred some other content. Readers
and Players were more salient about their inter@stispresented ideas on alternative stories
and/or DVGs. Watchers, however, were less concewiigdit when pointing out their topics
of interest, probably because they did not havyaayg or participate in a game they might not
have liked very much. This could be an importanbpgiving an edge to the Watchers in the
end. Also, it highlights the importance of interedten engaging learners in such activities.

The Watchers may have experienced a more relagatirtent from a cultural point of
view as well. In the Iranian culture, modesty is@raged and individuals are advised to
refrain from being ostentatious. This can be disedsased on the study of national culture
(Hofstede, 2011; Hofstede, Hofstede, & Minkov, 2018ofstede (2011) termed a national
dimension of culture as ‘Indulgence’ versus ‘Reastta An indulgent society “allows
relatively free gratification of basic and naturalman desires related to enjoying life and
having fun” whereas a restraint society “controtatification of needs and regulates it by
means of strict social norms” (Hofstede, 2011, 5). As results of the present study suggest
and also noted in Hofstede’s (2011) categorizati@m has a restraint society. The Watchers’
treatment allowed participation but in a more seibthy where an individual would not be the
center of attention, and participation or the ladkit was not judged. In other words,
participation would not require frequent display gratification of thoughts and emotions.
Being more relaxed, therefore, the Watchers may Head more fun and may have been
happier considering their cultural norms.

LLM and engagement did not appear to be exclusidelgendent on the win/lose
outcomes, which agrees with the findings of Hoffmamd Nadelson (2010). Although
winners appeared more energetic and happier, logers not discouraged to play the next
week. While losing or bad performance did resultinstant psychological and physical
reactions such as anger, discouragement, sadegsst,rand yelling, the condition was not

strong enough to prevent them from participatianribxt week.
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Students’ LLM showed in their comments too. Manyh@m had bragged about going
to an English class where they played games. Tapgrted that their friends envied them
saying, ‘good for you’ or, ‘Il wish | could come tgour class too.” Parents, however,
responded inconsistently commenting that ‘whatey@ur teacher decides’ or ‘oh no; so
games made their way into school too.” An interggspoint was that some students said that
they tried to defend the DVG course when their psrgvere against it. ‘I told my mother I'm

learning and she said | hope so’, as expressea®gtoident.

5. Conclusion

The study investigated the effect of a commerci®glGDon EFL students’ LLM. Results
indicated a significant change in motivation ovare. However, only the Watchers showed a
significantly higher score than the Readers ingh@. Accordingly, it is suggested that DVGs
can enhance LLM in high schools. Furthermore, tresgnt study found that motivational
engagement experienced through DVGs will transfeeducational settings meaning that
using a DVG in the classroom positively affectsdstut motivation. Altogether, the following
points can be highlighted.

Firstly, some students had certain suggestionstakoich DVG(s) should have been
used. Thus, it is suggested that student intehesitld be considered in DVG selection as far
as being viable. This can be attributed to the wmitpature of DVGs: students think they
should have a say in DVG selection/use since theyamiliar with them (many of them are
gamers). Secondly, students should have the freedwosther to play or just watch the DVG
(especially if only a single DVG is to be usedsame of them might not like the DVG itself
but enjoy the comfortable environment and expegdess anxiety, which seems to enhance
LLM. Moreover, especially pertaining to the Iranieontext, students seem to have liked the
Watchers’ treatment better probably since it gént the chance to selectively participate or
remain passive learners. Thirdly, DVGs should beduas a complementary activity not a
replacement for textbooks since excessively usihmgnt would divert the original purpose
(Reinhardt & Sykes, 2012). Fourthly, although thea&ers did not play the game, it seems
that the change of atmosphere through watching DN@&os, reading a DVG story, and
working on activities targeting that story as antaanproved their LLM though not as much
as the Players and Watchers.

Lastly, this study was limited in certain ways. Bafly, self-report measures face a
potential problem of validity as they are highlyhsigive to the respondents’ comprehension

and willingness to provide honest answers. Addéilyn Hawthorne effect might have been



Teaching English with Technology7(2), 87-112 http://www.tewtjournal.org 104

present as all groups knew they were taking paatriesearch project (Ary, Jacobs, Sorensen,
& Razavieh, 2010). Moreover, an important ANOVA wasption (independence of
observations) could not be met. Furthermore, stheetarget vocabulary items had to be
repeated enough times each session in the Readeatient, no more vocabulary items
could be included, which weakens the pedagogichlevaf the findings. Also, the target
vocabulary may not have been immediately usefthéoschool context. In addition, since it
was not possible to know how long a match would, ldee time allocated to each session
could not be exactly specified. Next, due to edocal policies in Iran, female students could
not be included. Lastly, since the classroom ude\6Es was new to the participants, part of
the increase in motivation might have been duen&excitement of having a DVG in the

classroom.
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Appendix 1.1. Target vocabulary items

No Item Session
1 Damage 1
2 | Armor 1
3 | Agility 1
4 | Ally 1
5 | Gauntlets of Strength 1
6 | Healing Salve 1
7 | Intelligence 2
8 | Status 2
9 Mana 2
10 | Ironwood Branch 2
11 | Buckler 3
12 | Chainmail 3
13 | Boots of Speed 3
14 | Robe of the Magi 3
15 | Broadsword 4
16 | Quarterstaff 4
17 | Claymore 4
18 | Gloves of Haste 4
19 | Perseverance 5
20 | Recipe 5
21 | Power Treads 5
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Appendix 2. A sample page of the worksheets usdddrReaders’ treatment

Season 2

The Frozen Throne

Lesson 2 Alliance Campaign: To the North

Pre-reading Activities:

Retelling
Try and remember what happened in the story last session. Present it to the class.

Predicting and Skimming

Look at the title, the pictures, and the phrases below. What do you think happens in the story today?

many different soldiers
to the icy north together

lord Illidan
there are two gates

you shall be my right hand
travel with me to the north

to kill Magtheridon
to kill Lich King

Now, skim the passage and check your predictions.

" Prince Kael and the Naga finally found Illidan. The first thing
Prince Kael asked Illidan was ‘can you help us solve our magic
] problem?” “There is no solution my young Prince; but | can give
you a new source’ answered [llidan. Prince Kael thought for a
moment and then said: so be it; from now on, you can think ofus

[lidan went on “our first task is to kill Magtheridon; he’s the lord
of this land and we need to take it from him.’

It took them a few days to make their camp. After that,
Ilidan sent a few scouts to Magtheridon’s city. When they
came back, they reported that a group of undead protect a very
strange item; ‘it’s called the gloves of haste’ they said. ‘“We
should surely look into that; Kael, that is your first task; bring
me the gloves and I shall tell you about your problem’ said
[llidan. *Consider it done my lord.’ said Kael. The Prince and
his men left the camp and found the gloves. Prince Kael quickly returned and gave
them to Illidan. He wore them and was surprised; the gloves made him much quicker!

The next morning, Illidan explained to Kael that he met a great demon lord named
Jaeden; he said: Jaeden promised me strength; and in return, he asked me to kill the
Lich King in the north; and he also promised me power beyond imagination; now,
to kill the Lich King, I need an army; if you travel with me to the north and help me
do it, 1 promise that I'll solve your magic
problem. Prince Kael stepped forward and said: [
know the legend of the ice crown and the frozen
throne; my elaymore is yours to command; we’ll
go to the icy north together.

Solve: to find the
answer to a problem.

Source: a place, person
or a thing that you sth
from.

Task: a work that you
must do.

Scout: a person sent
ahead ] find
information about the
enemy.

Gloves of haste: a
covering for the hand
that makes you act
faster.

Demon: very evil.

Imagination: ability to
think of new ideas.

Crown: a circle made
of gold that kings wear
on their head.

Claymore: a large
sword with two sharp
sides.

Page | 1
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Appendix 3. The motivation scale
No ltem g § g i(g: i(g: §
3 8| B F¢e
1. | English lessons are great fun. (I really engarhing English)
2. | 1 would like to go to various foreign countries.
3. | I always look forward to the day when we haweEmglish class.
4. | I would like to make a lot of foreign friends.
5 | get worried when | am doing worse than my clagesan the
English class.
6. | | would like to try to use English which | halearned.
; | study English in order to make English easier o in junior
high school.
8. | | hope that we have more English lessons.
In my family, we all feel that it is very imparit to learn English.
10. | I am somehow always anxious in the Englishsclas
1 | study English because | think English will be eggary for me
when | am an adult.
1 | would like to try and talk to foreigners when rEpglish becomes
proficient.
13. | My parents hope that my English will be pradidi.
14. | 1 am studying English for a future job.
15. | 1 would like to live abroad.
.. | get nervous when | answer or give a presentdtiahe English
class.
17. | 1'would like to know more about foreign couesti
18. | My parents tell me to study English hard.
19. | I am studying English in order to enter a l8ghool or university.
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