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FROM THE EDITOR 

by Jarosław Krajka 

Maria Curie-Skłodowska University 

Ul. J. Sowińskiego 17/336, 20-041 Lublin, Poland  

jarek.krajka @ wp.pl 

 

 

Expanding the publication basis of Teaching English with Technology, reaching out 

new audiences in different parts of the world, overcoming the digital divide not only visible in 

terms of inequalities of access to ICT tools, but also in the publishing opportunities that 

researchers and teachers from outside the Western world face, has always been the major 

focus of the Journal. Originally from Poland, Teaching English with Technology has managed 

to establish its reputation for promoting independent and practical research into educational 

technology in every corner of the world. Having said that, I am happy to announce that in this 

issue we manage to broaden our publication basis into India and Lebanon. It is truly 

fascinating to see how foreign language teaching assisted by technology is flourishing in 

many countries while overcoming problems and trying to win its proper place in some others. 

Whenever possible, we are going to expand the geographical reach, by promoting authors 

from the countries that have not published with us before and that have limited publishing 

opportunities elsewhere.  

The current issue opens with a contribution “Collaborative Academic Projects on 

Social Network Sites to Socialize EAP Students into Academic Communities of Practice” 

by Reza Dashtestani from Iran. The author examined the use of collaborative projects 

designed within Facebook, LinkedIn, and ResearchGate social portals. The students showed a 

preference for using Facebook; however they did not agree on their interest in the use of 

ResearchGate and LinkedIn.  

Ruba Fahmi Bataineh, Raghda Fayez Al-Hamad and Dina Abdulhameed Al-

Jamal (Jordan) investigated the utility of a popular mobile app WhatsApp with respect to 

gender. The study proved that WhatsApp is a potential catalyst for writing performance across 

gender, more so for female students than their male counterparts.  

Cross-cultural aspect of computer-assisted language instruction is the focus of the next 

article, “A Cross-Cultural Study on the Attitudes of English Language Students towards 

Computer-Assisted Language Learning” by Dara Tafazoli, Mª Elena Gómez Parra and 
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Cristina A. Huertas Abril from Spain. The attitudes of Iranian and non-Iranian English 

language students’ attitudes towards Computer-Assisted Language Learning (CALL) were 

investigated, with a special focus on effect of gender, education level, and age. The findings 

of the study revealed that there is no difference between the attitudes of Iranian and non-

Iranian learners towards CALL. 

The topic of ESP instruction delivered through the Second Life virtual world has been 

addressed in the article by Mercedes Rico García and Paula Ferreira da Silva from Spain. 

Focusing specifically on developing ESP learners’ intercultural competence, the authors 

conducted a four-phased in/out SL instruction. Questioning about the differences between the 

mean score obtained by experimental and control groups shows no significant differences in 

the acquisition of language regarding face to face and Second Life interaction, but 

demonstrates a positive tendency in the case of intercultural competences. 

“Effect of Glogster and Cooperative Learning Differentiated Instruction on 

Teachers’ Perceptions” is a study conducted by Ghada M. Awada and Kawthar H. Faour 

from Lebanon. The research with Science and English teachers showed that utilizing Glogster 

and cooperative learning as a multifeatured model could improve students’ English and 

Science projects and enhance Science and English language teachers’ perceptions of 

differentiated instruction.  

Finally, Divya John from India shows how to practically ensure student engagement in 

the instruction of all the four skills through tasks demanding student editing of films. As 

evidenced by the study, the whole process of the film task provided a rich input for listening 

and reading, and subsequently a productive language output in speaking and writing.  

We wish you good reading! 
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COLLABORATIVE ACADEMIC PROJECTS  

ON SOCIAL NETWORK SITES  

TO SOCIALIZE EAP STUDENTS  

INTO ACADEMIC COMMUNITIES OF PRACTICE 

by Reza Dashtestani 

University of Tehran 

Karegar-e-Shomali st., Tehran, Iran 

rdashtestani @ ut.ac.ir 

 

Abstract 

Learning English for academic purposes (EAP) can help university students promote their 

academic literacy through socializing them into academic communities of practice. This 

study examined the impact of the use of collaborative projects on three social network sites 

on EAP students’ attitudes towards EAP and academic content learning. Three groups of 

students from three disciplines, i.e. engineering (n = 54), social sciences (n = 57), and basic 

sciences (n = 62) participated in the study. The students participated in collaborative projects 

on three social network sites, i.e. Facebook, LinkedIn, and ResearchGate, for a period of four 

months with the help of their teachers. Questionnaires and semi-structured interviews were 

utilized as the instruments of the study. The results suggested that the students from the three 

disciplines had positive attitudes towards carrying out collaborative projects on three social 

network sites. No significant difference was identified regarding students’ attitudes. The 

perceived benefits of the project work included opportunities for having international 

communication, learning academic vocabulary, peer collaboration, teacher support, and 

opportunities for improving academic English and academic literacy. The study further 

explored students’ attitudes towards factors which affected students’ project work and the 

limitations of the use of collaborative projects on three social network sites. The students 

showed a preference for using Facebook; however they did not agree on their interest in the 

use of ResearchGate and LinkedIn. The findings can have implications for integrating the 

three social network sites in EAP instruction.  

Keywords: collaborative learning; social network sites; English for Academic Purposes 

 

 

1. Introduction 

The application of social network sites (SNSs) in educational contexts has gained tremendous 

popularity among educational researchers, teachers, and students (Álvarez Valencia, 2015; 

Hsu, 2013; Özmen & Atıcı, 2014; Toetenel, 2014; Veletsianos & Navarrete,  2012; Yen, Hou, 
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& Chang, 2013). SNSs are defined as “web-based services that allow individuals to (1) 

construct a public or semi-public profile within a bounded system, (2) articulate a list of other 

users with whom they share a connection, and (3) view and traverse their list of connections 

and those made by others within the system” (boyd & Ellison, 2007, p. 211). The integration 

of SNSs in educational practices of students has been found to offer all involved a variety of 

benefits. The most significant advantages of the use of SNSs in education include increase in 

student engagement, motivation and communication level (Brady, Holcomb, & Smith, 2010), 

improvement of peer feedback, student content and idea sharing and exchange, student 

creativity (Van De Bogart & Wichadee, 2015), participation and integration in online 

communities of practice, and collaborative learning (Wheeler, Yeomans, & Wheeler, 2008). 

The invaluable affordances of SNSs for educational purposes have encouraged educational 

experts and teachers to consider social networking as an effective aid for teaching and 

learning purposes.  

English for Academic Purposes (EAP) is a branch of English for Specific Purposes 

(ESP) which aims to socialize university students into academic communities of practice 

through enabling them to engage in academic communication at an international level 

(Hyland, 2006). More specifically, the use of social network sites in EAP instruction can 

create a sense of community and collaborative learning in EAP instruction (Dashtestani & 

Stojkovic, 2016; Kavaliauskienė & Ashkinazi, 2014; Sabater & Fleta, 2015). Harwood (2014) 

suggests that social network sites can be staunch tools in order to facilitate university 

students’ integration in online academic communities of practice and encourage them to learn 

both the academic vocabulary and the subject-specific academic content. 

EAP and Computer-Assisted Language Learning (CALL) are closely related to each 

other (Jarvis & Pastuszka, 2008). Academic resources available on the Internet and computers 

are authentic ones and EAP students should be competent enough to read these online and 

computer-based resources (Plastina, 2003). More importantly, in order to join international 

academic communities of practice more easily, EAP students need to foster their digital 

literacy and be able to use online applications competently (Jarvis, 2009). Flea and Stanca 

(2010) suggest that collaborative learning on social network sites can affect EAP students’ 

academic success, active learning, motivation, and interaction of students and teachers. Arno 

(2012) points out that the use of technology in EAP instruction would increase the level of 

authenticity, decrease costs, and meet the specific needs of EAP students. Therefore, the aim 

of this study is to identify Iranian EAP students' attitudes towards conducting academic 
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collaborative projects on three specific social network sites along with the limitations and 

students’ preferences of these SNSs.  

 

2. Language learning and social networking 

Social networking and language learning research has attracted the attention of a plethora of 

English as a foreign language (EFL) researchers and scholars. In addition, the use of SNSs 

has provided a wide range of pedagogical opportunities for language learning and teaching 

contexts (Hsu, 2013). The analysis of the previous research on the use of SNSs in language 

learning reveals positive attitudes of students and positive learning outcomes in EFL contexts. 

For example, Millington and Smith (2012) reported that the use of social networking for EFL 

students promoted their autonomy and assisted them to be more creative in language learning. 

The persistent communication through chatting, exchanging videos and images, and blogging, 

which was inspired by the use of the SNS, encouraged EFL students to be involved in 

collaborative speaking activities and made them more interested in class participation. 

Kikuchi and Otsuka (2008) analyzed Japanese EFL students’ use of social networking in the 

classroom and suggested that the students expressed positive attitudes towards blogging and 

its role in fostering their writing proficiency in the foreign language. The use of authentic 

materials and activities, together with constant communication between classmates were the 

other significant merits of the use of SNSs in the classroom. Liu et al. (2015) noted that the 

use of SNSs can have a positive influence on language learning. They proposed that the use of 

SNSs can enhance the rate of collaborative learning in the classroom. Based on the findings of 

this study, teachers may use SNSs to motivate students to have social interactions and 

connections with other students. Moreover, the authentic speaking interactions between less 

and more proficient learners can assist teachers to set more realistic teaching objectives. The 

other merits of the use of SNSs include opportunities for text chatting, corrective feedback on 

written tasks, and synchronous communication. As for the type of the SNS, it was suggested 

that students should find the use of a specific type of SNS easy in terms of factors such as 

accessibility, visibility, suitability, and language (Norman, 2002, cited in Liu et al., 2015).  

Similarly, Hsu (2013) concluded that the use of Facebook can enhance students’ 

engagement. The use of Facebook fostered students’ motivation, vocabulary learning, self-

confidence, and attitudes towards EFL learning. Moreover, the use of Facebook created an 

interactive learning environment in which learning improved. Kabilan, Ahmad, and Abidin 

(2010) identified similar benefits concerning the use of SNSs in an EFL learning context. The 

overall results of Kabilan et al.’s (2010) study indicated that university students considered 
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Facebook as an effective learning tool which can promote meaningful learning in EFL 

contexts. Ping and Maniam (2015) assessed the use of group discussion for learning English 

on Facebook. They reported that Facebook could be regarded as an effective choice for 

improving the quality and quantity of group discussions among EFL students. Similar 

findings with regard to the use of social networking in group discussion were reported in 

other studies (Omar, Embi, & Yunus, 2012; Tina, 2010).  

As for the application of social network sites for ESP instruction, Dashtestani and 

Stojkovic (2016) point out that research on ESP and social networking is very limited. For 

example, Kavaliauskienė and Ashkinazi (2014) reported that the majority of EAP students are 

familiar with most social network sites, while they rarely make use of these sites. 

Kavaliauskienė and Ashkinazi’s (2014) research provides evidence on the necessity of 

training EAP students for the effective use of social network sites for EAP learning. Similarly, 

Sabater and Fleta (2015) examined the effectiveness of Twitter for ESP students. They argued 

that the use of Twitter improved the rate of student participation. More importantly, the use of 

Twitter created an interactive environment in which students were involved in instruction in a 

learning community. Van de Bogart and Wichadee (2015) investigated the efficiency of Line 

as a social network site. They suggested that its use enhanced collaborative learning in the 

classroom and the majority of students held positive attitudes towards Line and its use for 

their learning.  

Iranian EFL researchers and experts have shown tremendous interest in the integration 

of technology in EFL learning (Dashtestani, 2016). A few studies have been directed towards 

the use of social network sites in the Iranian EFL context (e.g. Khany & Monfared, 2013; 

Mohammadkhani, Mazinanai, Zandvakili, & Fard-Kashani, 2015; Qarajeh & Abdolmanafi-

Rokni, 2015). The results of these studies illustrated that the use of SNSs can contribute to 

Iranian students’ language learning in terms of improving their oral proficiency, promoting 

their attitudes towards language learning, and fostering their motivation and self-efficacy.  

 

3. The study 

 

3.1. The aims of the study 

While previous research has mainly focused on EFL learning contexts, this study aimed to 

examine the effect of SNSs in EAP contexts. Furthermore, unlike previous research which 

included only one single social networking site in its analysis, this study analyzed EAP 

students’ perceptions of the use of three distinct SNSs. Facebook, ResearchGate, and 
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LinkedIn are commonly used by a large number of Iranian university students (Batooli & 

Nazari, 2014; Khany & Monfared, 2013; Mohammadkhani et al., 2015; Moeinmanesh & 

Rezvani, 2015; Yaghoobi Malal, 2014). This study also sought cross-disciplinary variations in 

the use of SNSs in the EAP context of Iran. Alavi and Dashtestani (2014) argued that there 

exist cross-disciplinary variations in students' attitudes towards and use of technology in EAP 

instruction. Therefore, studies on the use of specific types of technologies in EAP instruction 

should take into account these variations and provide explanations for them. To achieve the 

aims of the study, four specific research questions were formulated: 

1. What are the attitudes of EAP students from the three disciplines towards the use of 

collaborative projects carried out in three social network sites for learning EAP? Is 

there any significant difference among their perceptions? 

2. What are the attitudes of EAP students from the three disciplines towards the 

limitations of the use of collaborative projects carried out in three social network sites 

for learning EAP? Is there any significant difference among their perceptions? 

3. What are the attitudes of EAP students from the three disciplines towards the factors 

which can affect the use of collaborative projects carried out in three social network 

sites for learning EAP? Is there any significant difference among their perceptions? 

4. What are the preferences of EAP students from the three disciplines for the type of 

social network sites which can be used for collaborative projects? Is there any 

significant difference among their perceptions? 

 

3.2. Participants 

Three groups of students participated in this study. These students enrolled in an EAP course 

and were at a Bachelor of Science/Art level. The students had an age range of 20-24 and were 

all male. Specifically, three classes, including 54 students of agriculture engineering 

(engineering discipline), three classes, including 62 students of biology (basic sciences 

discipline), and three classes, including 57 students of sociology (social sciences discipline), 

participated in the study. All of these students attended the interview and questionnaire study. 

They were randomly selected from a state university in Tehran, Iran. Moreover, to ensure the 

participants’ homogeneity of general English proficiency, a TOEFL iBT test was 

administered to the participants and those whose scores ranged between 60-93 (competent 

users according to ETS) were chosen to participate in the study. Those students whose scores 

were lower or higher than this range were not considered for the study. All these participants 

were users of SNSs, including ResearchGate, LinkedIn, and Facebook with an average of 3.4 
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years of using at least one SNS or were instructed on how to create an account on each SNS at 

the time of carrying out the study. To ensure the ethical aspects of the study, an informed 

consent form was submitted to all participants. Those students who had not used any SNSs at 

the time of the study or before that were not included (Table 1). 

     Three teachers who participated in the study were EAP teachers who were PhD 

holders of applied linguistics. They had an average of 4.3 years of EAP teaching experience. 

Their average age was 37.4. All the teachers mentioned that they used ResearchGate, 

LinkedIn, and Facebook quite frequently (Table 2). 

 

Table 1. Students participating in the study 
______________________________________________________________________________ 
Participants  Number     Age          Instruments  

         used 
______________________________________________________________________________ 
Students of  54      20-24      Interviews+ Questionnaires 
Agriculture Engineering 
 
Students of Biology              62      20-24      Interviews+ Questionnaires 
 
Students of Sociology            57      20-24      Interviews+ Questionnaires 
______________________________________________________________________________ 
 
 

Table 2. Teachers participating in the study 
______________________________________________________________________________ 
Number of     Average years   Average  Average years of using 
Teachers                         of teaching         age SNNs 
______________________________________________________________________________ 
3 4.3         37.4 4.1 
______________________________________________________________________________ 

 

3.3. Method 

A mixed-methods study was considered in order to collect the data and answer the research 

questions. Two instruments, i.e. a questionnaire and semi-structured interviews, were used to 

collect quantitative and qualitative data from three groups. The specific purposes of using a 

mixed-methods design was to triangulate the findings obtained from the questionnaires and 

the interviews. Long (2005) emphasizes that triangulation of various approaches, instruments, 

and instruments can increase the validity of the findings. Moreover, both supplementary and 

confirmatory data were collected which contributed to a more comprehensive and accurate 

understanding of the problem under investigation. 

 The study lasted for a whole semester, i.e. four months. Three classes of each 

discipline (nine classes in total) were included in the study. Three EAP teachers (each 

responsible for three classes) participated in the study. All three EAP teachers had three 
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briefing sessions to get acquainted with the aims and focus of the study and how to make 

students motivated to take part in the project. At these briefing sessions, the teachers were 

consulted in how to use the SNSs related to the study through a manual along with face-to-

face meetings with the researcher. The students were introduced to the three SNSs at the 

beginning of the semester. The students were guided how to build a new profile for 

themselves and how to add their academic information to their profiles. Afterwards, the 

students were assigned to groups of 6 or 7 and were asked to do a collaborative project on one 

academic topic that was selected by the teachers and students. Two marks (out of the total of 

20) of the final score of the students were allocated to conducting the project based on 

continuous assessment of the teacher of students’ reports of the progress of the project. Some 

criteria were considered for writing the reports, including a brief explanation of the strategies 

that they adopt to do the project, language items they learned through the use of the SNSs, 

things they learned about their academic content, and the problems they faced during carrying 

out the project. The students were also invited to do the project in the classroom with the help 

of the teacher 45 minutes each week in the classroom. The teacher was also online on 

Facebook for one hour twice a week at a specific time to help students with the project and 

the questions that they had. For each session of the class, the students were supposed to 

provide a report on their progress of the project. At the end of the course, the students were 

invited to provide the teacher with a detailed research report of what they had done and what 

they had learned about the academic topic. The students could join academic discussions, find 

academic groups, find international peers, interact with their classmates, and find scholars 

from other countries. All the students used English when chatting/speaking/writing on the 

SNS with their peers, the teacher, and other international academic users.  

 

3.4. Instruments 

3.4.1. Questionnaires 

The first instrument of the study was a questionnaire to examine the attitudes of the three 

groups of students of the use of SNSs in learning EAP. The survey was constructed based on 

the analysis and review of previous studies concerning the use of social networking in 

language learning and educational contexts (Álvarez Valencia, 2015; Hsu, 2013; Özmen & 

Atıcı, 2014; Toetenel, 2014; Veletsianos & Navarrete, 2012; Yen, Hou, & Chang, 2013). In 

order to ensure the content validity of the questionnaire, several consulting sessions were held 

with a panel of three professors of EAP, four professors of EFL, and three content professors 

who commented on the suitability of the items for the purposes of the study. The panel was 
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given checklists and was asked to provide qualitative comments on the questionnaire items. In 

addition, initial interviews were conducted with 30 students from the three disciplines in order 

to provide insights for developing the questionnaire items. 

     The questionnaire had four sections with closed and open-ended items. The first 

section (Cronbach’s alpha= 0.83) was developed to investigate EAP students’ attitudes 

towards the benefits and merits of collaborative SNS project. The second section (Cronbach’s 

alpha= 0.89) sought EAP students’ perceptions on the limitations of the collaborative SNS 

project. The third section (Cronbach’s alpha= 0.81) explored EAP students’ perceptions of 

language-related, teacher-related, and project-related factors which affected the use of 

collaborative projects on three social network sites for learning EAP. The last section 

included three items in which the students were asked to rate the usefulness of the three types 

of SNS on a rating scale from 1 to 10 based on their preference. Also, there were three open-

ended items in which the students were asked to write the reasons for their rating of each 

item. The language of the questionnaire was Persian.  

 

3.4.2. Semi-structured interviews  

To triangulate the results of the questionnaires, interviews were also carried out in this study. 

The interview questions were designed based on the items included in the questionnaires. To 

establish the content validity of the interview, a panel of three professors of EAP, four 

professors of EFL, and three content professors evaluated the appropriateness of the questions 

for the purposes of the study. The questions were also piloted with a similar group of 

participants prior to the study. These participants did not participate in the main study though. 

Each interview lasted 30-45 minutes. The same ethical issues were considered and explained 

to the participants of the interviews as well. Specifically, the following questions were 

developed and formulated: 

1) How do you feel about the collaborative SNS project?  

2) What do you think are the benefits of the collaborative SNS project?  

3) What do you think are the limitations of the collaborative SNS project? 

4) What do you think are the factors that affect the use of the collaborative SNS project? 

 

3.5. Data analysis 

The data of the questionnaires were analyzed and means and standard deviation were 

provided for the responses of the students to each item of the questionnaire. SPSS 16 was 

used for the data analysis. The non-parametric test of Kruskal Wallis was employed to 
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identify any significant difference among the perceptions of the three groups of students. The 

interview data were analyzed using content analysis. Based on a coding scheme, two coders 

who were experts of coding interview data coded the data and reported the common themes. 

A coding consistency of 0.85 was achieved which was satisfactory.  

 
3.6. Findings 

 

3.6.1. EAP students’ attitudes towards the collaborative SNS project  

As Table 3 indicates, the majority of EAP students from different disciplines had positive 

attitudes towards the collaborative SNS projects. The students agreed or strongly agreed with 

several benefits of the collaborative SNS projects such as promoting academic English 

proficiency, enhancing students’ motivation to learn academic English, promoting general 

English proficiency, possibility of international communication, opportunity for joining 

academic groups, teacher’s support, peer collaboration, online chatting with teachers and 

students, and ease of use. Furthermore, there was no significant difference between the 

students’ attitudes in general.  

 
Table 3. Questionnaire results for EAP students’ attitudes towards the collaborative SNS project 

 
Questionnaire items Participants Mean SD p 

The use of SNSs promoted 
my academic English 
knowledge. 

SE 
SBS 
SSS 

4.05 
4.1 
4 

0.73 
0.71 

1 

0.193 

The use of SNSs enhanced 
my motivation to learn 
academic English.                              

SE 
SBS 
SSS 

4.20 
4.17 
4.21 

0.75 
0.79 

1 

0.084 

The use of SNSs promoted 
my general English 
knowledge (GEP). 

SE 
SBS 
SSS 

4.09 
4.26 

4 

0.77 
0.54 
0.98 

0.101 

The use of SNSs provided 
me with international 
communication with other 
students. 

SE 
SBS 
SSS 

4.31 
4.54 
4.32 

0.86 
0.37 
0.92 

0.095 

Joining academic social 
networking groups was 
effective.  

SE 
SBS 
SSS 

3.91 
4.1 
4.17 

0.99 
1.31 
0.88 

0.071 

The teacher’s support 
during doing the project was 
effective.  

SE 
SBS 
SSS 

4.28 
4.42 
4.37 

0.88 
0.37 
0.69 

0.067 

Collaborating with other 
members of the group was 
necessary to conduct the 
project 

SE 
SBS 
SSS 

3.96 
4.2 
4.01 

1.32 
0.91 
0.8 

0.112 

Joining academic groups 
and discussions on SNSs 
was effective for doing the 
project. 

SE 
SBS 
SSS 

4.14 
4.09 
4.1 

0.69 
1 

0.91 

0.058 
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Online chatting with 
classmates in English 
helped me to improve my 
English.  

SE 
SBS  
SSS 

4.19 
4 

4.05 

1.29 
1.20 
1.1 

0.121 

There were a large number 
of academic English 
resources on the SNSs. 

SE 
SBS 
SSS 

4.03 
3.79 
2.66 

0.94 
1.32 
1.04 

0.000* 

The use of SNSs for 
learning academic English 
is easy.  

SE 
SBS 
SSS 

4.5 
4.09 
4.22 

1.2 
0.88 

1 

0.090 

Online 
chatting/communicating in 
English with the teacher 
helped me improve my 
English.  

SE 
SBS 
SSS 

4.44 
4.30 
4.19 

0.91 
0.85 
0.40 

0.077 

 
Note: statistical significance level was set at p ≤ 0.05. 
Note: SE: students of engineering; SBS: students of basic sciences; SS: Students of social sciences 
Note: Likert scales: 1. Strongly disagree; 5. Strongly agree 
 
 

As Table 4 shows, the triangulated results of the interviews regarding the attitudes of EAP 

students’ attitudes towards the collaborative SNS project revealed that the students held 

positive perspectives on the collaborative SNS project. The benefits of the project which were 

reflected in both questionnaires and interviews included opportunities for having international 

communication, learning academic vocabulary, peer collaboration, teacher support, and 

opportunities for improving academic English and academic literacy.  

 
Table 4. Interview results for EAP students’ attitudes towards the collaborative SNS project 

 
Interview Themes                Students          Percentage of 

the mentioned 
theme 

Student quotations 

Opportunities for 
having international 
academic 
communication 

SE 
SBS 
SS 

85% 
90.32% 
87.21% 

This was the first time I had the 
experience of communicating with other 
people who study the same major in 
other countries. This was a very great 
experience for me and made me more 
interested in my major and academic 
English learning. 

(Student of Engineering 11) 
Learning a great 
number of 
academic words in 
English 

SE 
SBS 
SS 

75.9% 
79.03% 
82.45% 

One major benefit of this project work 
was that I knew a lot of new academic 
English vocabulary. In order to 
communicate in English, I had to check 
academic words or ask my teacher or 
other group members to help me. I 
learned many words!”  

(Student of Basic Sciences 37) 
 

Collaborating with 
other group 
members 

SE 
SBS 
SS 

72.22% 
80.64% 
70.18% 

This was the first time I had 
collaboration with my classmates so 
seriously. We helped each other a lot and 
learned from each other. 

  (Student of Social Sciences 30) 
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Promoting both 
academic English 
and academic 
literacy 

SE 
SBS 
SS 

83.33% 
87.1% 
73.21% 

I liked the project because we could 
improve both our knowledge of 
academic English and knowledge of our 
academic subjects. 

(Student of Basic Sciences 20) 
 
 
3.6.2. EAP students’ perceptions on the limitations of the collaborative SNS project 

As Table 5 illustrates, the EAP students did not point out specific limitations of the project in 

the questionnaires. The most important limitations which were reflected in the questionnaire 

included the lack of subscription to SNSs and low English knowledge to use the SNS for 

academic purposes. Concerning the other limitations, the students were undecided on the 

importance of the limitations.  

 
Table 5. Questionnaire results for EAP students’ perceptions of the limitations of the collaborative SNS project 

 
 Participants Mean SD p 

The cost of connecting to 
the Internet 

SE 
SBS 
SSS 

3.19 
2.89 
3.2 

0.81 
1.06 
1.14 

0.110 

Lack of subscription to the 
social network sites 

SE 
SBS 
SSS 

4.03 
4.14 
4.31 

0.93 
0.87 
0.72 

0.080 

Lack of time to do the 
project 

SE 
SBS 
SSS 

3.1 
2.87 
3.37 

0.8 
0.72 
1.19 

0.092 

Disinterest in working in 
groups 

SE 
SBS 
SSS 

1.32 
2.13 
2.25 

0.54 
0.59 
0.96 

0.088 

Unsuitability of SNSs for 
academic purposes 

SE 
SBS 
SSS 

2.56 
1.76 
2.95 

0.58 
1.1 
0.6 

0.013* 

Lack of teacher’s help SE 
SBS 
SSS 

2.67 
1.94 
2.14 

0.57 
0.9 
0.79 

0.038* 

Low English proficiency to 
use SNSs for academic 
purposes 

SE 
SBS 
SSS 

4.15 
3.99 

4 

0.61 
1.04 

1 

0.573 

Low digital literacy levels to 
use SNSs for academic 
purposes 

SE 
SBS 
SSS 

3.29 
2.76 
2.2 

0.86 
0.37 
0.92 

0.000* 

Note: statistical significance level was set at p ≤ 0.05. 
Note: SE: students of engineering; SBS: students of basic sciences; SS: Students of social sciences 
Note: Likert scales: 1. Strongly disagree; 5. Strongly agree 
 
 
 As Table 6 reveals, the triangulated data of interviews and questionnaires indicated 

that low levels of academic and general English proficiency and the lack of knowledge about 

academic vocabulary were the most significant limitations. 

 

Table 6. Interview results for EAP students’ perceptions on the limitations of the collaborative SNS project 



Teaching English with Technology, 18(2), 3-20, http://www.tewtjournal.org 14 

 
Interview Themes                Students         Percentage of 

the mentioned 
theme 

Student quotations 

The lack of 
knowledge about 
academic words 

SE 
SBS 
SS 

57.41% 
66.13% 
61.40% 

When I was doing the project I had to 
search and ask for some academic 
English words. I feel It was a bit hard 
and at times Boring. But I am happy that 
I Learnt a lot of new words Now.” 

(Student of Engineering 48) 
Low levels of 
English knowledge 

SE 
SBS 
SS 

79.62% 
87.09% 
77.19% 

I had some difficulty using English 
suitably. Of course, I think I am not weak 
at English but I need to improve my 
English to use SNSs more easily. 

(Student of Social Sciences 51) 
 

 
3.6.3. Factors which affected the use of collaborative projects on three social network 
sites for learning EAP 

Table 7 illustrates that the students agreed that factors such as teachers’ support, academic and 

general English proficiency, collaboration with peers, academic content knowledge, peer 

support, and digital literacy were significant ones which affected the use of collaborative 

projects on three social network sites for learning EAP. However, the students did not agree 

on the importance of factors such as the score of the project or their interest in the project. 

 
Table 7. Questionnaire results for factors which affected the use of collaborative projects on three social network 

sites for learning EAP 
 

 Participants Mean SD p 
Teacher support/help SE 

SBS 
SSS 

4.57 
4.36 
4.68 

0.97 
0.84 
0.78 

0.101 

Academic English 
proficiency 

SE 
SBS 
SSS 

4.05 
4.21 
4.09 

0.59 
0.83 
1.09 

0.096 
 

General English proficiency SE 
SBS 
SSS 

4.33 
4.41 
4.26 

1.13 
0.8 
1.22 

0.134 
 

Collaboration with peers SE 
SBS 
SSS 

4 
3.89 
4.11 

0.94 
1.27 
1.10 

0.061 

Academic content 
knowledge 

SE 
SBS 
SSS 

4.47 
4.23 
4.32 

0.61 
0.72 
0.83 

0.205 

Peer support/help SE 
SBS 
SSS 

4.16 
3.84 
3.91 

1.2 
0.98 
1.31 

0.060 

Your digital literacy SE 
SBS 
SSS 

3.92 
4 

3.98 

1.39 
1.08 
0.91 

0.058 

The score of the project SE 
SBS 
SSS 

3.55 
2.19 
2.58 

1.2 
0.98 
1.31 

0.021* 

Your interest in the project SE 
SBS 

3.45 
3.2 

1.2 
0.98 

0.047* 
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SSS 2.88 1.31 
Note: statistical significance level was set at p ≤ 0.05. 
Note: SE: students of engineering; SBS: students of basic sciences; SS: Students of social sciences 
Note: Likert scales: 1. Least important; 5. Most important 
 

 The interview data supported parts of the questionnaire data. The students from the 

three disciplines asserted that knowledge of academic, general English and academic content, 

teacher support, familiarity with the SNS, and ease of use were factors which affected their 

project work (Table 8).  

 
Table 8. Interview results for EAP students’ attitudes towards the collaborative SNS project 

 
Interview Themes                Students          Percentage of 

the mentioned 
theme 

Student quotations 

Knowledge of 
academic and 
general English 

SE 
SBS 
SS 

88.88% 
79.03% 
87.03% 

It is obvious that English knowledge is a 
very important requirement for doing 
projects like this one. Also, it is 
important to know how to use English in 
an academic manner.  

(Student of Social Sciences 23) 
Academic content 
knowledge 

SE 
SBS 
SS 

87.04% 
85.48% 
77.19% 

Certainly, you must be knowledgeable 
about the topics related to your major in 
order to be able to discuss academic 
topics at an international level. 

(Student of Basic Sciences 37)  
Teacher support in 
social networking 

SE 
SBS 
SS 

68.51% 
77.42% 
66.67% 

I appreciate my teacher because he was 
very positive during the project work. 
We were in touch both online and in the 
class and he motivated a lot. 

(Student of Engineering 3) 
Familiarity with the 
SNS used 

SE 
SBS 
SS 

59.38% 
64.51% 
68.42% 

I think we use some SNSs less frequently 
than the other ones, so we are more 
comfortable to use the ones that we 
know and use everyday. The ones that 
we do not use frequently are harder to be 
used. 

(Student of Social Sciences 45) 
Ease of use SE 

SBS 
SS 

57.41% 
54.84% 
64.91% 

The most important factor is how easy it 
is to use the SNS. Some of them are very 
boring and hard to be used. 

(Student of Social Sciences 17) 
 
 
3.6.4. Students’ preference for Facebook, LinkedIn, or ResearchGate 
 
Based on the values shown on Tables 9 and 10, the majority of students from the three 

disciplines perceived Facebook as the most preferable learning tool. There was not a 

significant difference among the perceptions of the three groups of students on the use of 

Facebook for EAP learning.  

 
Table 9. Questionnaire results for students’ preference for Facebook, LinkedIn, or ResearchGate 
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  Rating (out of 
10) 

p 

Facebook SE 
SBS 
SS 

8.45 
6.76 
7.2 

0.085 

LinkedIn SE 
SBS 
SS 

4.9 
5.87 
3.33 

0.021* 

ResearchGate SE 
SBS 
SS 

2.67 
2.01 
3.41 

0.010* 

 
Note: statistical significance level was set at p ≤ 0.05. 
Note: SE: students of engineering; SBS: students of basic sciences; SS: Students of social sciences 
 

Table 10. Questionnaire results for open-ended items on students’ preference for Facebook, LinkedIn, or 
ResearchGate 

 

             
Facebook 
Themes from the open-ended items of the questionnaire 

The majority of students from different disciplines believed that Facebook was the most appropriate SNS for 

learning academic English. The students asserted that Facebook was easy to be used, free to be used, and richer 

in terms of its groups, and topics. The possibility of having online chat and synchronous computer-mediated 

communication (SCMC) was another significant benefit of using Facebook. The students also mentioned that 

Facebook was user-friendlier than the other SNSs.  

             
LinkedIn 

Themes from the open-ended items of the questionnaire 

The majority of students from different disciplines were of the opinion that LinkedIn was more reliable source 

regarding its academic content, but needed fees for subscription and people on LinkedIn were not as active as 

people on Facebook.  

             
ResearchGate 

Themes from the open-ended items of the questionnaire 

Many students reported that ResearchGate was interesting and comprehensive regarding its academic content. 

However, the students reported that they were less familiar with working with ResearchGate and that it was hard 

to get in touch with friends via ResearchGate.  

             
 
 
4. Discussion and conclusion 

This study aimed to present a cross-disciplinary analysis of the collaborative use of SNSs in 

EAP learning. The general results indicated positive attitudes towards the collaborative 

projects on SNSs. The results show that there was not a significant difference among the 

attitudes of the participants towards the collaborative projects on SNSs. The triangulated data 

illustrated that the majority of the students from the three disciplines perceived some benefits 
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of the collaborative projects on SNSs, including opportunities for having international 

communication, learning academic vocabulary, peer collaboration, teacher support, and 

opportunities for improving academic English and academic literacy. The positive attitudes of 

students towards the use of SNSs in educational contexts were also echoed in previous studies 

(Hsu, 2013; Kikuchi & Otsuka, 2008; Millington & Smith, 2012; Liu et al., 2015). It is crucial 

that educational planners and course designers be aware of the potential benefits of social 

networking on EAP students’ learning and attitudes towards learning. The issue of 

collaborative projects appeared to be a key one which had a significant effect on students’ 

attitudes towards the use of social networking in EAP learning. Liu et al. (2015) also reported 

that the use of social networking in the classroom can foster students’ levels of collaboration. 

Ping and Maniam (2015) considered social networking as an efficient tool for encouraging 

students to have group work. 

One major benefit of the project was that the students were enabled to have 

international communication with other academic members. This was a merit of the project 

which was reflected in the results of the interviews and questionnaires. The students had also 

positive attitudes towards having collaboration with the other members of their group. 

Furthermore, the project was an opportunity to promote both academic knowledge and 

academic English knowledge. The students perceived that their academic English vocabulary 

knowledge fostered. It can be concluded that collaborative projects on SNSs can be an 

influential tool for creating an interactive learning environment in which both students’ 

English proficiency and academic literacy can be enhanced. It is paramount that Iranian 

educational decision makers and even teachers consider SNSs as learning aids which can have 

a number of benefits for students. As EAP instruction is a learner-centered approach, 

academic collaborative projects on SNSs can encourage students to have personalized 

learning in which different learning styles, needs, and preferences are taken into account. 

Concerning the limitations and constraints of the collaborative projects on SNSs, there 

was no consensus among the perceptions of students and in some cases they did not perceive 

many constraints. The two important limitations were students’ low knowledge of academic 

vocabulary and English which caused difficulty for some of them. In the questionnaire the 

students also perceived that they were not subscribed to the SNS, which created problems for 

them. Despite these issues, many other limitations were perceived to be non-existent during 

the conduction of the project. High levels of academic English vocabulary knowledge may be 

a considerable facilitator for EAP students. Similarly, students need to be competent English 

users if they want to have international communication and be socialized into academic 



Teaching English with Technology, 18(2), 3-20, http://www.tewtjournal.org 18 

communities of practice. This issue implies that educational authorities should adopt effective 

strategies in order to help students promote their academic vocabulary knowledge and 

academic English.  

The findings suggested that several factors can have an effect on students’ 

collaborative projects on SNSs. Based on triangulated results, these perceived factors include 

academic and general English knowledge, academic content knowledge, teachers’ support, 

familiarity with the SNS, and ease of use. Ease of use is a very significant factor which was 

also reported in Liu et al. (2015). It appears that students look for technologies which are easy 

to use. This study also introduced teacher supervision and cooperation with students during 

doing the projects. As the students perceived, teachers can regulate students’ activities on 

SNSs and motivate them to continue the projects.  

The results showed that the students preferred using Facebook for academic purposes. 

This preference may directly be associated with the issues of student familiarity and ease of 

use which were discussed previously. One feature of Facebook which was lacking in 

ResearchGate and LinkedIn was the opportunity for having SCMC and online chatting with 

the teacher, peers, and other academic members. The possibility of online chatting enables 

students to be connected to each other without delays and to ask for help. Based on the results 

of this study, it can be concluded that teachers should take students’ preferences into account 

when they assign SNS-based projects to students.  

One limitation of this study is associated with the long time of the conduction of the 

study. Many students were not able to take part in the study due to its long time. Moreover, 

despite the attempts to familiarize students with the educational application of the three SNSs, 

some interview quotations showed some students lacked familiarity with the features and 

aspects of the SNSs used in this study.  

Further research should be undertaken into the learning outcomes of using SNSs for 

EAP instruction. Without further insights into the use of SNSs in EAP and educational 

contexts, many factors related to the educational use of SNSs will remain unknown. In 

addition, it is important to direct future research towards the potential of SNSs in order to 

facilitate the learning of different language skills and academic genres in ESP and EAP 

instruction.   
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Abstract 

WhatsApp is a potentially influential informal learning tool that may be used on the go. This 

study examines its potential utility in EFL writing with special reference to gender. The 

treatment encompasses a WhatsApp-based instructional program designed specifically to help 

develop writing performance, along the aspects of content and ideas, organization and 

mechanics, vocabulary, and language use, among 98 Jordanian eleventh-grade students. The 

participants were divided into two experimental groups, one male and one female, taught 

through WhatsApp. The data were collected by means of a pre-/ post-test whose analysis 

revealed improved writing performance, more for female participants than for their male 

counterparts. 

Keywords: WhatsApp; gender; writing performance 

 

1. Introduction and background 

Gender parity has been a matter of controversy and a concern for educational practitioners 

and researchers alike. Despite abounding evidence that boys enjoy higher literacy rates than 

their female counterparts, the latter are reported (e.g. Levy, 2016; Mullis, Martin, Foy, & 

Drucker, 2012; Twist & Sainsbury, 2009) as better achievers in language and mathematics in 

almost all internationally competitive tests (e.g., Progress in International Reading Literacy 

Study (PIRLS), Trends in Mathematics and Science Study (TIMSS)).  

More specific to the purpose of the current research, gender is believed to affect EFL 

writing performance (e.g., Cheng, 2002; Hedges & Newell, 1999; Jafari & Ansari, 2012). A 

growing body of research suggests that boys’ dwindling literacy achievement (e.g., Alloway, 

2007; Disenhaus, 2015; Hall & Coles, 1997; Klein, 2006; Martino & Kehler, 2007; Wallace, 

2010; Watson, Kehler, & Martino, 2010) is partly attributed to the focus on print-based 

literacies rather than information and communication technology (ICT) and multi-media 

communication at which boys are known to excel (e.g., Alloway, 2007; Weaver-Hightower, 

2008; Whitmire, 2010).   
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There is a plethora of research (e.g., Green & Oxford, 1995; Koivula, 2001; Pajares & 

Giovanni, 2001; Rudzinska, 2013) which suggests that gender differences, in addition to the 

stereotypical image that females are better language learners than their male counterparts, 

may readily explain reports that females surpass their male counterparts in language learning. 

Female language superiority is often attributed to factors such as the ability to remember lists 

of words, express empathy, develop interpersonal relations, and involve in emotional and 

artistic expression (Koivula, 2001). Males have further been reported as more anxious and 

apprehensive writers (Pajares & Giovanni, 2001). Moreover, learning style may also be a 

potential explanation, as females, unlike males, are reported to tend towards self-reflection 

rather than the spontaneity reported for males (Green & Oxford, 1995). 

Several studies have been conducted on the effect of gender on language learning in 

general and writing in particular (Bacon & Finnemann, 1992; Cheng, 2002; Sajadi & 

Maghsoudi, 2016; Shang, 2013). For example, Bacon and Finnemann (1992), who examined 

gender differences in foreign language learning and authentic oral and written input among 

938 Spanish university students, reported that females had a higher level of motivation, 

strategy use in language learning, and social interaction in the target language than their male 

counterparts. However, while Cheng (2002) reported that female students experience 

significantly higher levels of writing anxiety than male students, Shang (2013) reported that 

both male and female students experience writing anxiety, but more so for male than female 

students. However, Sajadi and Maghsoudi (2016) reported no gender effect on 112 Iranian 

EFL learners' success in English, as both male and female learners performed similarly on the 

test. 

Moreover, the literature seems to suggest that boys have better access to technology 

than girls (e.g. Jenson & Brushwood Rose, 2003; Littleton & Hoyle, 2002; Schofield, 1995) 

attributing technology to a traditionally male paradigm and that girls also feel less 

technologically-inclined than boys (Charles & Bradley, 2006). In the current study, 

technology (viz. WhatsApp) is used to engage learners, boys and girls alike, without risking 

accommodating one at the expense of the other. 

The literature seems to suggest that social networking websites constitute an integral 

part of teenage daily life (e.g. Ellison, Steinfield, & Lampe, 2006; Kuppuswamy & Narayan, 

2010). However, research (e.g. Jackson, Zhao, Kolenic, Fitzegerald, Harold, & Von Eye, 

2008; Kuppuswamy & Narayan, 2010; Odell, Korgen, Shumacher, & Delucchi, 2000) seems 

to attribute distinct purposes of technology use across gender. For example, Jackson et al. 

(2008) reported that gender differences figure in both the intensity and nature of technology 
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use. Males were the most intense videogame players whereas females were the most intense 

cell phone users. Odell et al. (2000) also reported that while a slight difference in the amount 

of time they spent online, male and female students’ purposes were reportedly different, as 

more male students visited sex sites, researched purchases, checked news, played games, 

listened to music, and copied music whereas female students used the Internet for email and 

school research. Jackson et al. (2008) also reported that technology use affected academic 

performance, as the amount of time of computer and Internet use correlated positively with 

that spent playing videogames correlated negatively with academic performance. 

Numerous calls have been made to bridge this gender gap and to catalyze boy’s 

engagement in literacy. Scholars (e.g. Smith & Wilhelm, 2002; 2004; 2009) have put forth 

strategies for promoting boys’ literacy engagement and motivation through authentic writing 

tasks, hands-on learning, problem-solving, and explicit discovery and analysis of texts. 

Furthermore, boys’ rather well-documented greater engagement with technology (e.g. Jenson 

& Brushwood Rose, 2003; Littleton & Hoyle, 2002; Schofield, 1995) may be used as a 

catalyst for their literacy development, which is the major premise of this research. 

Mobile devices have been reported as catalysts for autonomous learning (Hu, 2013) 

and optimal teaching and learning (Boy & Motteram, 2013). Not only can learners extend 

their learning beyond the physical boundaries of the traditional classroom to make use of the 

relatively unlimited online resources, but teachers can also benefit from these resources to 

catalyze effective teaching and learning. 

 WhatsApp is a popular mobile application, compatible with both iOS and Android 

operating systems, for exchanging both text and multimedia (viz. photo, video, audio) 

messages. With Internet connectivity, WhatsApp enables both synchronous and asynchronous 

collaboration among individual or groups of users through the following capabilities:  

1. multimedia for exchanging text, photo, audio, and video messages with up to 256 

people at once; 

2. document sharing for exchanging PDFs, documents, spreadsheets, and slideshows 

up to 100 MB;  

3. unlimited messaging; 

4. unlimited voice and video calls; 

5. group chat of up to 50 group members;  

6. end-to-end encryption for secure communication; 

7. cross platform engagement over multiple devices (viz., web, desktop) and various 

media;  
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8. chat syncing to a desktop computer (WhatsApp Official Site, 2017). 

Research suggests that WhatsApp has become a platform for fostering accessibility, 

cooperation, and motivation among learners (Bouhnik & Deshen, 2014; Rambe & Bere, 

2013). Examining the use of WhatsApp among South African tertiary-level students, Rambe 

& Bere (2013) reported positive student feedback, as WhatsApp is reportedly not only fun to 

use but also easier to communicate with teachers and peers alike. Similarly, Plana, Escofet, 

Figueras, Gimeno, Appel, and Hopkins (2013) reported a rise in motivation and enthusiasm 

for reading among Spanish EFL learners. Along the same lines, Amry (2014) found 

WhatsApp superior to face-to-face learning in the Saudi classroom. 

Similarly, Bouhnik and Deshen (2014) reported that teachers can use WhatsApp 

groups not only as a learning platform but also as a means to communicate with students, 

nurture social atmosphere, and encourage dialogue and student sharing. Their participants 

reported that WhatsApp offers not only social but also educational advantages, such as a 

pleasant environment and stronger relations with fellow students, which reportedly 

culminated in gains in both the social (e.g. manner of conversation) and academic (e.g. access 

to learning materials, teacher availability, and learning beyond class hours). However, these 

advantages may be offset by challenges related to mobile phone ownership and teacher’s 

potential annoyance by the flood of (sometimes irrelevant or meaningless) messages and 

students’ assumption of his/her uninterrupted availability. 

Once dubbed the neglected skill (e.g. Bani Younis & Bataineh, 2016; Duncan, 1991; 

Obeiah & Bataineh, 2015) and reportedly a complicated endeavor for second and foreign 

language learners alike (e.g. Duncan, 1991; Grabe & Kaplan, 1996), writing in general, and in 

the English as a foreign language (EFL) classroom in particular, has been the subject of 

extensive research in Jordan (e.g. Bataineh & Bani Younis, 2016; Obeiah & Bataineh, 2016) 

and abroad (e.g. Cumming & Riazi, 2000; Flower & Hayes, 1981; Hyland, 2003; Raimes, 

1991; 1998). However, much attention has been given to seeking alternative measures for 

increasing the effectiveness of writing instruction, as writing is a major medium of 

communication in real life today (e.g. Defazio, Jones, Tennant, & Hook, 2010). 

 

2. The study 

 

2.1. The aim of the research 

In Jordan, English, albeit taught as a foreign language, is significant in primary, secondary 

and tertiary education, not to mention the labor market and potential employment. The 
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Ministry of Education has initiated several reforms to improve English as a foreign language 

(EFL) instruction to foster proficiency in the four skills of which writing has been considered 

among the most challenging and anxiety-provoking activities for EFL teachers and learners 

alike (Cheng, Horwitz, & Schallert, 1999; Hyland, 2003).  

To overcome such challenges in the writing classroom, different approaches, often 

with contrasting orientations, to teaching writing have been introduced. For example, the 

product approach focuses on language structure and essentially emphasizes rhetorical drills 

(Freedman, Pringle, & Yalden, 1987; Silva, 1990). In contrast, the process approach focuses 

on how a text is written rather than the written product (Flower & Hayes, 1981; Jordan, 

1997). 

By conducting the current study, the researchers seek better understanding of the 

potential effect of WhatsApp on Jordanian EFL students’ writing performance across gender. 

The current research combines the process approach and technology-based instruction (viz., 

WhatsApp) with a view to fostering writing performance among Jordanian eleventh-grade 

male and female students and, simultaneously, gauging potential gender differences amongst 

the participants. As the use of gender has been reported to make a difference, the study seeks 

to add to the literature on this issue either by corroborating or discrediting previous findings 

and, at the same time, establish whether or not WhatsApp affects writing performance. More 

specifically, this study seeks to answer the question: To what extent, if any, does WhatsApp 

affect Jordanian EFL male and female students' writing performance? 

 

2.2. Design and procedure 

The research adopts a quasi-experimental design through which a WhatsApp-based 

instructional treatment is used to supplement traditional writing instruction among Jordanian 

eleventh-grade students. Two intact sections, comprising 37 male and female students, were 

purposefully selected from Yarmouk University Model School, a private school in Irbid First 

Directorate of Education, in the first semester of the academic year 2016/2017. 

To achieve the purpose of the research, a WhatsApp-based instructional treatment was 

designed by the researcher. The content of the treatment comprised Modules 1, 2, and 3 (viz., 

Starting Out, Celebrations, and Sport) of the prescribed textbook, Action Pack 11. The 

researcher analyzed the content of these modules prior to computerizing them in order to 

enable WhatsApp mediation. The treatment consisted of writing texts, lesson plans and 

writing worksheets, a self/peer editing checklist, and a self/peer revision checklist. The 

treatment was designed to allow the teacher to supplement in-class writing instruction by 
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monitoring, revising, reviewing and evaluating student work. Through the two WhatsApp 

groups, the students worked collaboratively, interacted and exchanged experiences with their 

peers. 

A writing test, covering the writing aspects of content and ideas, organization and 

mechanics, vocabulary, and language use, constituted the instrument of the study. The 

validity of the test was established by a jury of ten Jordanian university professors in EFL, 

linguistics, curriculum and instruction, and evaluation and measurement. The jury's remarks 

were used to amend the test prior to its administration. To establish the reliability of the test, it 

was piloted on a sample of 12 students from the same school with a two-week interval 

between the two administrations. The correlation coefficient between the two administrations 

of the test amounted to 0.88, which is deemed appropriate for the purposes of the study. 

Prior to the treatments, the two groups were pre-tested to identify any potential 

differences between them, as shown in Table 1. 

 

Table 1. Independent sample t-test of the mean scores of the male and female groups on the pre-test 

 

Writing Aspect Group Mean SD f Sig. 

Experimental 1 
(Male) 

11.38 2.36 
Content and Ideas 

Experimental 2 
(Female) 

11.87 2.49 
2.31 0.06 

Experimental 1 
(Male) 

10.85 2.30 
Organization and Mechanics 

Experimental 2 
(Female) 

11.33 2.63 
2.02 0.12 

Experimental 1 
(Male) 

10.31 2.87 
Vocabulary 

Experimental 2 
(Female) 

10.97 2.93 
2.73 0.15 

Experimental 1 
(Male) 

9.38 3.04 
Language Use 

Experimental 2 
(Female) 

9.43 3.20 
2.25 0.09 

Experimental 1 
(Male) 

42.00 9.96 
Total 

Experimental 2 
(Female) 

43.73 10.77 
2.87 0.07 

 

Table 1 shows no statistically significant differences at (α=0.05) among the male and female 

groups, which denotes equivalence between these groups. 
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2.3. Experimental treatment 

The researcher/instructor met the two groups three times prior to the commencement of the 

WhatsApp-enhanced instruction. At the onset of the experiment, the researcher met with the 

students and handed each a letter to his/her parents explaining the research and asking for 

their consent for their child’s participation. The students were further encouraged to 

participate by addressing the potential role of technology in fostering and facilitating not only 

their learning but also their writing performance. The second meeting was meant for the 

students with signed parental consents to participate, which amounted to 100% of the 

students. At the second meeting, the researcher, who set up a mobile phone number 

exclusively for the experiment, exchanged phone numbers with the students, made sure all 

had WhatsApp on their mobiles, and held a quick review session to assess prior knowledge of 

pertinent aspects, such as paragraph development, essay writing, and peer review. At the same 

meeting, the participants were also acquainted with the ethics of group membership, such as 

language use, considerate comments, and respect of privacy.  

In the third meeting, the students were introduced to the strategies of the process 

approach (viz., planning, organizing, writing, editing, revising and rewriting (henceforth, 

POWER), as the researcher demonstrated the use of each of these strategies in specific writing 

tasks. Later that day, two WhatsApp groups, dubbed Amazing Writers and Smart Writers, 

were created and students added. The teaching materials including videos, pictures and 

documents were stored in separate files as were the homework sheets, media, and voice files 

to be easily uploaded whenever needed. 

The participants started writing according to POWER, as the researcher and the class 

teacher observed and facilitated their WhatsApp utilization for learning to write. Eight weeks 

later, at the conclusion of the treatment, the post-test was administered to both groups, 

marked, and scores tallied and compared to detect potential improvement, or lack thereof, 

across gender. 

 

3. Findings and discussion 

To answer the research question, which seeks to identify any potential effect of WhatsApp-

based instruction on Jordanian male and female EFL students' writing performance, an 

independent sample t-test was used to check for potential WhatsApp effects across gender, as 

shown in Table 2. 

To determine the potential effect of WhatsApp per gender, means and standard 

deviations of the post-test scores were calculated, as shown in Table 2. 
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Table 2. T-test of the effect of WhatsApp on male and female performance on the post-test 

 

Writing Aspect Gender Mean SD t Sig. 

Experimental 1 (Male) 11.03 3.41 Content and Ideas 
Experimental 2 
(Female) 

12.31 2.25 
-2.24 0.03* 

Experimental 1 (Male) 10.54 3.64 Organization and Mechanics 
Experimental 2 
(Female) 

12.05 2.34 
-2.50 0.01* 

Experimental 1 (Male) 9.62 3.39 Vocabulary 
Experimental 2 
(Female) 

11.48 2.47 
-3.13 0.00* 

Experimental 1 (Male) 8.41 3.19 Language Use 
Experimental 2 
(Female) 

9.98 3.01 
-2.46 0.02* 

Experimental 1 (Male) 39.54 13.09 Total 
Experimental 2 
(Female) 

45.82 9.49 
-2.75 0.08 

*Significant at α=0.05 

 

Table 2 shows a statistically significant difference in the male and female participants’ 

writing, as female participants scored higher than their male counterparts across the four 

aspects of the test and on the test as a whole. Even though male and female participants 

scored significantly differently across the four aspects of the test, writing seems to have 

developed significantly on all writing aspects. 

The findings revealed that female students invariably outperformed male students on 

all the components of the writing test and on the test overall. This superior performance, 

which is consistent with previous research accounts, may be attributed to a host of factors. It 

has been reported that while female students tend to use the Internet for communication with 

family and friends and for school research and academic purposes, male students tend to use 

the Internet for leisure and entertainment (Jackson et al., 2008; Odell et al., 2000).  

Female students may be more apt in the use of the Internet for educational purposes 

than their male counterparts, who tend to use the Internet for entertainment. This aptness may 

afford the former an advantage in effective WhatsApp use for learning, which may also 

account for their superior writing performance following the treatment. Furthermore, that 

most male students use the Internet for entertainment is associated with poorer academic 

performance since using the mobile phone for activities, such as gaming, chatting, and 

random search, constitutes a potential distraction from learning (Kuppuswamy & Narayan, 

2010). 

Another factor that may account for the male participants’ inferior writing 

performance to that of their female counterparts is their distinct genre preferences. Essay 
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writing may not be the genre of preference among male students who, unlike their female 

counterparts, are reported to prefer factual writing to letter writing and poetry (e.g. Gorman, 

White, Brooks, MacLure, & Kispal, 1988; Lakoff, 1975). 

Furthermore, male EFL writers tend to be more apprehensive than their female 

counterparts (Jebreil, Azizifar and Gowhary, 2015; Pajares & Giovanni, 2001). In the current 

study, even though WhatsApp utilization has afforded both teacher and students an informally 

relaxed learning environment, anxiety may have been at play, which may have been 

compounded by reports (e.g. Pajares, 2003) of male students’ reluctance to write and lack of 

confidence, putting them at a disadvantage relative to their female counterparts (e.g. Cheng, 

2002; Hedges & Newell, 1999; Jafari & Ansari, 2012).  

 

4. Pedagogical implications and conclusions 

The findings have shown that WhatsApp is a potential catalyst for writing performance across 

gender, more so for female students than their male counterparts. As mobile devices are 

finding their way into the language classroom, many learning opportunities are unlocked for 

male and female learners alike. 

Language educators should take advantage of the capabilities afforded by technology 

for teaching not only writing but also listening, speaking and reading. The findings, albeit 

small-scale in sample and duration, are hoped to provide insights into the utility of integrating 

mobile technologies into foreign language teaching and learning. 

However, the role of mobile technologies in the language classroom should not be 

overstated, as technology, albeit a catalyst for innovation, is not a fix-it-all for all learning 

dilemmas and in all learning contexts. The success of mobile learning is contingent upon a 

conducive learning environment and a diligent teacher who is willing to take risks and venture 

beyond the boundaries of traditional instruction.  

It is the recommendation of this research to conduct larger-scale research, in terms of 

sample and duration, for better generalizability of its findings, for even though this study is 

sound in method and design, further research into the usability of mobile learning across 

diverse populations and skills would contribute largely to bridging an existing gap in the 

literature. 

 

Note 

1. This manuscript is an extension of the second researcher's PhD thesis per the regulations of Yarmouk 

University 
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Abstract 

The purpose of this study was to compare the attitude of Iranian and non-Iranian English 

language students’ attitudes towards Computer-Assisted Language Learning (CALL). 

Furthermore, the relations of gender, education level, and age to their attitude are 

investigated. A convergent mixed methods design was used for analyzing both quantitative 

and qualitative data. In the data collection procedure, an online 44-item web-based 

questionnaire was applied in order to collect data from 415 students. In the data analysis 

phase, both descriptive and non-parametric analyses were performed. The findings of the 

study revealed that there is no difference between the attitudes of Iranian and non-Iranian 

towards CALL. Finally, pedagogical implications and recommendations for further research 

are presented.  

Keywords: CALL; cross-cultural attitudes  

 

1. Introduction  

Technological development has affected our careers, as well as our personal and social lives. 

Both teachers and material designers are aware of combining technology and curriculum 

development. Many years ago, language learning with the aid of administrating technology-

based application was quite problematic, but nowadays teachers who are not able to apply 

technological tools in their classrooms can be considered as out-of-date teachers (Chapelle, 

2008). There are many new golden opportunities for language learning by applying computer-

mediated programs (Doughty & Long, 2003). Computer-Assisted Language Learning (CALL) 

utilizes some modern methods such as communicative language teaching, task-based learning, 

process approaches to improve learners’ autonomy, and control during language learning 

procedure (Warschauer, 1996). Learners’ independency and flexibility in language learning 

and teaching are the key purposes of any language association and institute. To accomplish 

these goals, ICT, cell phones or computers, are applied to end time, space and condition 

learning restrictions. 
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In a large number of studies, CALL and different aspects of its programs are 

evaluated. CALL includes three types of research: software, learning task, and learners 

(Chapelle, 2003). Based on previous studies, most of the research focuses on the first two 

types of CALL, where a shortage of investigation is identified regarding the learner, who is 

the final user of this process. The final goal of CALL is not using various technological 

programs and tools in the classroom, but rather to facilitate language learning by providing a 

suitable setting. Therefore, another role of educational scholars and researchers is to perceive 

learners’ beliefs and reflection on CALL programs and tools. Learners’ positive attitudes 

toward e-learning and CALL will encourage them to use it more frequently (Liaw, 2002). 

Cross-cultural dimension in studies of the learners’ attitudes toward CALL has been missed in 

the related literature since almost all of previous research is examined within a specific 

culture and society. 

Stigler and Hiebert (1999) argued that methods gathered from comparative education 

research study can provide some educational improvement. The type of comparative study 

which examines two or more different societies and cultures is called a cross-cultural study; 

this research is effective to analyze psychological traits (Matsumoto & Yoo, 2006). The 

compatibility of the product with two different societies and cultures is another viewpoint 

which focuses on the significance of cross-cultural studies. According to these researchers’ 

belief, utilizing the findings of other societies and cultures does not lead to the same result in 

the target context. In Western and Eastern countries, extensive research examined the 

usefulness of CALL, but the results cannot be extrapolated to the Iranian culture. Although 

attitude has the same status and the result of the study may present either positive or negative 

aspects of this phenomenon, administrating it to the Iranian belief, perception and facilities 

may lead to different findings. This research tries to make the comparison between Iranian 

and non-Iranian English learners’ attitude towards CALL. The final purpose of this study is to 

find out the most and the least frequent CALL tools in the English classrooms. 

The achievement of students determines their attitudes towards CALL (Lacina, 2004; 

Warschauer, Knoebel & Stone, 2004). In Chapelle and Jamieson’s (1986) study, those students 

who worked harder at learning English had more positive attitudes towards CALL; therefore, 

they spent more time on that. One of the aims of Chen’s (2013) study was to investigate the 

attitude of Chinese students towards tablet-based Mobile Assisted Language Learning 

(MALL). The researchers applied Davis’s (1993) Technology Acceptance Model (TAM), to 

develop a questionnaire on attitude. The aim of this survey was to assess students’ perceptions 

of usability, effectiveness, and satisfaction with tablets for language learning during four 



Teaching English with Technology, 18(2), 34-68, http://www.tewtjournal.org 36 

weeks. This survey consists of 30 statements on a 5-point Likert scale which was 

administered to the participants. The data analysis revealed that, based on participants’ 

attitude, tablet computers were easy to use, effective for the purpose of language learning, and 

that the participants were satisfied with MALL. 

If the final goal is to get students adopt computers for lifelong learning, we have to 

consider their attitudes towards this technology (Almahboub, 2000). According to Loyd and 

Gressard (1984) those students who show positive attitudes towards CALL are more eager to 

use computer technology. Therefore, it is possible to consider attitude as an indicator for 

computer usage tendency.  

This research aimed to find the answer for the following questions: 

1. Are there any differences between Iranian and non-Iranian English language 

students’ attitudes towards CALL? 

2. How is gender related to the attitudes of Iranian and non-Iranian English language 

students towards CALL? 

3. How is the level of education related to the attitudes of Iranian and non-Iranian 

English language students towards CALL? 

4. How is age related to the attitudes of Iranian and non-Iranian English language 

students towards CALL?  

 

2. Review of the literature  

Language teachers and learners are provided with a number of opportunities due to the spread 

of Information and Communication Technology (ICT). In spite of the positive effects of 

technology, it might entail specific pedagogical adaptations to the classroom level. 

Consequently, the combination of technology and language is the central part of many 

language researchers and scholars’ jobs.  

 

2.1. Computer and electronic literacy 

The meaning of literacy has changed; a person is called literate if they are able to read and 

write both printed and electronic texts. Based on the time needs, learners must improve their 

skills in the 21st century. For different activities in our daily lives, such as editing texts and 

photos, shopping, travelling or studying, computers play an important role. Therefore, some 

novel literacies such as “computer literacy”, “electronic literacy”, and “information literacy” 

are appearing due to the rapid growth of technology. Therefore, how to develop and improve 

these literacies has become a crucial factor in education (Son, 2004). As Dudeney, Hockly and 
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Pegrum (2013) mentioned, these skills involve creativity and innovation, critical thinking and 

problem solving, collaboration and teamwork, autonomy and flexibility and lifelong learning. 

Another important factor arises, called digital literacy, which is an ability to interpret, manage, 

share and create meaning in the growing range of digital communication channels. 

In the late 1960s, the idea of computer literacy among students emerged. The specific 

definition of computer literacy is under dispute, so it has evolved along the years. Computer 

literacy is the ability which helps learners to speak about computer. According to Son, Robb 

and Charismiadji (2011), it is understood “as the ability to use computers at an adequate level 

for creation, communication and collaboration in a literate society” (p. 27). Another side of 

Computer Assisted Learning (CAL) affirms that computers can be the students’ teacher. This 

definition can change for the educational arena. As Son, Robb and Charismiadji (2011) 

mentioned, it can be considered as “the development of knowledge and skills for using 

general computer applications, language-specific software programs and Internet tools 

confidently and competently” (p. 27).  

Most computer-related texts and the Internet which are suggested to educators, 

scholars and students can be integrated into different educational context, where new media 

must be applied. However, printed materials are still the dominant media. The following text 

by Reinking (1994) describes the four criteria that activities must have to develop electronic 

literacy in educational contexts: 

First, they should relate to conventional print-based literacy in meaningful ways […] A 

second criterion is that activities designed to promote electronic literacy should involve 

authentic communication and meaningful tasks for students and teachers […] Third, activities 

should engage students and teachers in higher levels of thinking about the nature of printed 

and electronic texts as well as about the topics of their reading and writing […] Fourth, 

activities should engage students and teachers in ways that allow them to develop functional 

strategies for reading and writing electronic texts  

   (as cited in Tafazoli, Gómez Parra, & Huertas Abril, 2017, p. 718). 

Thus, learners are considered to have specific knowledge on computer literacy. The 

functional knowledge of computers can assist learners to learn, solve problems, and 

understand the academic area. 

 

2.2. Computer-Assisted Language Learning (CALL) 

Based on Levy’s (1997) definition of CALL, it is the research of the application of the 

computer in language learning and teaching. While the name involves computer, the term 
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CALL includes any applications of Information and Communication and Technology (ICT) 

for teaching and learning foreign languages.  

Using technology for learning and teaching languages is a new concept, although it is 

not a new story in the educational field where CALL is framed. Interesting opportunities are 

provided for teachers and students by CALL, and a few different phases have been identified 

in language programs within the gradual development of technology for language courses. 

Each phase is connected to a specific technological and pedagogical level: behavioristic 

CALL, communicative CALL and integrative CALL (cf. Barson & Debski, 1996; 

Warschauer, 1996; Warschauer & Healey, 1998), all of which have their own merits and 

drawbacks.  

The merits and barriers for using CALL have been examined by different scholars. 

Seven different positive effects of CALL were mentioned by Warschauer and Healey (1998): 

1) multimodal practice with feedback; 2) individualization in a large class; 3) pair or small 

group work on projects; 4) the fun factor; 5) variety in the resources available and learning 

styles used; 6) exploratory learning with large amounts of language data: and 7) real-life skill 

building in computer use. 

In addition, the students will be able to learn how cultural issues can change a person’s 

point of view toward world (Singhal, 1997). Students can have access to other people’s work, 

publish their own work and, by using the Internet, become capable of searching extra 

language activities (Singhal, 1997). Higher motivation, greater interaction, higher order 

thinking skills, receiving both positive and negative feedbacks, global understanding, among 

others are the beneficial points of applying the Internet in language learning process (Lee, 

2000). According to AbuSeileek and Abu Sa’aleek (2012), CALL can be practical since 

language learners can study anytime and anywhere.  

Shyamlee and Phil (2012) mentioned that teachers should use technology to provide 

different approaches to course content. The Department of Education and Early Childhood 

Development - DEECD (2010) reported that technology changes the class from teacher-

centered into student-centered classrooms. Furthermore, technology provides the 

encouragement of collaboration and communication in learning activities (Gillespie, 2006; 

Murphy, 2006). Finally, technology has proved to decrease anxiety levels among learners 

(Chapelle, 2001; Levy, 1997). 

On the negative side, the literature has identified some drawbacks:  

1) Both teachers and students need training in how to use technology for educational 

purposes (Baylor & Ritchie, 2002; Han, 2008).  
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2) Some unsuitable topics and issues may be available to students, which may cause 

serious problems (Singhal, 1997).  

3) The absence of facilities can be a barrier for conducting technology in language 

classrooms (Corrêa, 2001; Han, 2008).  

4) Spending time on the Internet can be fun, though time consuming at times 

(Cabrini Simões, 2007; Corrêa, 2001).  

5) Computers can only do what they are programmed to do, so some students are 

never interested in learning through technology.  

6) Unexpected situations cannot be controlled due to technological barriers 

(AbuSeileek & Abu Sa’aleek, 2012).  

7) Some authors think that teachers should not use technology as abstract thinking 

should not be replaced by imaginative thinking (Shyamlee & Phil, 2012).  

8) Finally, teachers’ negative attitude towards technology in a crucial barrier (Fang & 

Warschauer, 2004; McGrail, 2005).  

In recent years, significant investigations have been conducted to introduce different 

technologies such as mobile, website, weblog, internet, video, and the like (e.g., Belz, 2002; 

Belz & Thorne, 2006; O’Dowd, 2003; Prensky, 2007; Salaberry, 2001). However, in the field 

of foreign languages, most investigations have explored only one or two technological tools 

within a specific context. This study aims to fill a gap in the current research by researching 

various technologies used in two different contexts within language learning classes. 

 

3. Conceptual framework: The multicomponent model of attitude  

Attitude, from a psychological point of view, is the way in which a person expresses either 

their favor or disfavor towards anything such as a person, place, etc. Although finding a 

precious definition of attitude is a controversial issue, Eagly & Chaiken (1998) defined 

attitude as “a psychological tendency that is expressed by evaluating a particular entity with 

some degree of favor or disfavor” (p. 1). Our evaluation of an attitude could range from 

extremely positive to extremely negative, at the same time an individual can hold a different 

attitude from another one towards the same object (Wood, 2000). In Wenden’s (1998) view, 

attitude is a set of “learned motivations, valued beliefs, evaluations, what one believes is 

acceptable, or responses oriented towards approaching or avoiding” (p. 52). The term 

“attitude” for Mantle-Bromley refers to “affect and an evaluative, emotional reaction” 

(Mantle-Bromley, 1995, p. 381). Zimbardo and Leippe (1991) believed that attitude is an 

evaluative tendency towards an object, which a person possesses based upon cognitions, 
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affective reactions and behavioral intentions; past behaviors may affect cognitions, affective 

responses, and future intentions and behaviors.  

 Based on the multicomponent model of attitude, the construct of attitude contains (1) 

cognitive; (2) behavioral; and (3) affective components (Fishbein & Ajzen, 1975; Kiesler, 

Collins & Miller, 1969; Mantle-Bromley, 1995; Mantle-Bromley & Miller, 1991). 

 
Figure 1. The Multicomponent Model of Attitude 

 

The cognitive component refers to the amount of knowledge a person has on a specific 

topic. The cognitive component of a language learner regarding CALL would be based on 

computer literacy (Maushak & Simonson, 2001). The overt performance of a person towards 

an object is a behavioral component of their attitude. In other words, the behavioral 

component refers to appreciation or dealings related to attitude. In language learning, for 

instance, the learners with a positive attitude towards the target language are keen on 

possessing constructive learning behaviors. Therefore, this learner can get more achievements 

than a student with a negative attitude (Donato, Antonek & Tucker, 1994; 1996). Such a 

component of attitude in CALL relates to the experience of the language learner in using 

computers and/or other technologies for language learning. According to previous research, it 

could be noticed that the more experience in using computer, the more positive attitudes 

towards computers and vice versa (Maushak & Simonson, 2001). The affective component 

refers to an attitude object. The feelings or emotions which are linked to an attitude object 

shape the affective component. That is, the fact that students considered that CALL tools and 

devices made their learning less anxious and/or easy to use deals with the affective 

component of their attitudes. Having said that, Breckler (1984) reported that although the 

cognitive, behavioral and affective components of attitude are not the same, they are not 

completely independent. In other words, these components have a synergetic relation. When a 
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person has a positive belief about an attitude object, they possess both affective and 

behavioral associations with the object (Breckler, 1984; Breckler & Berman, 1991; Breckler 

& Wiggins, 1989; 1991).  

 

4. Methodology 

 

4.1. Research Design 

This cross-cultural study has used mixed methods research design because both quantitative 

and qualitative data provide a better understanding of the research. In this design, two 

different methods were used to obtain triangulated results about a single topic.  

 The convergent is an efficient design in which both types of data are collected during 

one phase of the research and at the same time. Moreover, it is possible to collect and analyze 

each type of data separately and independently.  

 
Figure 2. Prototypical version of the convergent parallel design (Creswell & Plano Clark, 2011, p. 69) 

 

4.2. Participants 

As shown in Table 1, female was the dominant sex in the sample with over three quarters of 

the participants (75.2%). Only 103 of the 415 participants of the sample were male. 

 
Table 1. Distribution of different sexes in the sample 

 
 Frequency Percent Valid Percent Cumulative Percent 

103 24.8 24.8 24.8 
312 75.2 75.2 100.0 

MALE 
FEMALE 

Total 415 100.0 100.0  

 

Undergraduate and postgraduate learners had almost equal proportion in the sample – 38.1 

and 39.3, respectively. The minority group in terms of education level was the graduate 

learners, who were 94 participants. 
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Table 2. Distribution of different education levels in the sample 
 

 Frequency Percent Valid Percent Cumulative Percent 
158 38.1 38.1 38.1 
94 22.7 22.7 60.7 

163 39.3 39.3 100.0 

UNDERGRADUATE 
GRADUATE 

POSTGRADUATE 
Total 415 100.0 100.0  

 

Regarding age, as shown in Table 3, the largest category of participants (158 learners) 

fell within the age range between 18 and 23. The second and third largest groups were those 

between 24 to 29 years old (27.2%), and that of over 35 (18.3%), respectively. The smallest 

group in the sample ranged in age between 30 and 35, comprising only 16.4 % of the sample. 

 
Table 3. Distribution of age in the sample 

 
 Frequency Percent Valid Percent Cumulative Percent 

158 38.1 38.1 38.1 
113 27.2 27.2 65.3 
68 16.4 16.4 81.7 
76 18.3 18.3 100.0 

Between 18 and 23 
Between 24 and 29 
Between 30 and 35 

Between 36 and above 
Total 415 100.0 100.0  

 

Table 4 shows the frequency distribution of the participants by country. Iran, Kuwait, 

and Japan were the nations with the largest number of participants, with 145, 95, and 17 

learners, respectively. 

Table 4. Distribution of nationalities in the sample 
 
 

Country F % 
Valid 

% 
Cumulative 

% 
Country F % Valid % 

Cumulative 
% 

Algeria 5 1.2 1.2 1.2 Korea 1 .2 .2 54.7 
Armenia 1 .2 .2 1.4 Kuwait 95 22.9 22.9 77.6 
Australia 1 .2 .2 1.7 Laos 1 .2 .2 77.8 
Austria 1 .2 .2 1.9 Libya 1 .2 .2 78.1 

Azerbaijan 2 .5 .5 2.4 Malaysia 5 1.2 1.2 79.3 
Bangladesh 2 .5 .5 2.9 Mexico 6 1.4 1.4 80.7 

Belgium 3 .7 .7 3.6 Morocco 6 1.4 1.4 82.2 
Bosnia 2 .5 .5 4.1 N Sudan 1 .2 .2 82.4 
Brazil 5 1.2 1.2 5.3 Netherlands 1 .2 .2 82.7 
Canada 2 .5 .5 5.8 Nigeria 1 .2 .2 82.9 
Chile 1 .2 .2 6.0 Pakistan 15 3.6 3.6 86.5 

Colombia 2 .5 .5 6.5 Palestine 1 .2 .2 86.7 
Cambodia 1 .2 .2 6.7 Philippines 4 1.0 1.0 87.7 

Cyprus 1 .2 .2 7.0 Poland 2 .5 .5 88.2 
Ecuador 2 .5 .5 7.5 Qatar 2 .5 .5 88.7 
Egypt 2 .5 .5 8.0 Romania 2 .5 .5 89.2 
France 2 .5 .5 8.4 Russia 3 .7 .7 89.9 

Germany 1 .2 .2 8.7 Saudi Arabia 1 .2 .2 90.1 
Ghana 1 .2 .2 8.9 Serbia 1 .2 .2 90.4 
Greece 2 .5 .5 9.4 Slovakia 3 .7 .7 91.1 
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Overall, Table 5 outlines that 34.7% of the learners in the sample were Iranians, and 

65.3% were foreigners. Hence, there were 127 more foreign participants in the sample than 

the Iranians. 

Table 5. Distribution of Iranians and non-Iranians in the sample 
 

 Frequency Percent Valid Percent Cumulative Percent 
144 34.7 34.7 34.7 
271 65.3 65.3 100.0 

Iranian 
Non-Iranian 

Total 415 100.0 100.0  

 

4.3. Instrumentation 

In order to collect data about the attitudes of English language students, an online five-section 

questionnaire was administered through Google Forms via the following link: 

http://bit.ly/2teLmgc. The online questionnaire comprised 48 closed- and open-item 

questions, distributed into 5 sections (see Table 6 below). The first section of the 

questionnaire was designed to gather data about participants’ demographic information: 

gender, current studying level, age, continent, and country. The second section aimed to 

investigate the level of computer literacy of the students through 10 items. The first nine items 

of this section were “Can you” questions with “Yes and No” options; and the last item was a 

multiple-choice question about the overall self-evaluation of students about their computer 

literacy. The third section targeted the students’ attitude towards Computer-Assisted Learning 

(CAL). This section comprised ten 7-point Likert-scale items that ranged from strongly 

disagree (1) to strongly agree (7). Items 11-13 aimed to gather information about the students’ 

attitudes towards computer; and items 14-19 were designed to measure students’ attitude 

towards their willingness to use computer as a learning medium. The fourth section was 

designed to explore the students’ attitudes towards Computer-Assisted Language Learning 

(CALL) through 20 Likert-scale items. Items 20-27 dealt only with CALL. Items 28 and 29 

aimed to find out students’ ideas about computers’ feedback. Items 30-32 were about the role 

of CALL as a facilitator of communication. Item 33 concerned the evaluation of students via 

India 11 2.7 2.7 12.0 Spain 13 3.1 3.1 94.2 
Indonesia 1 .2 .2 12.3 Syria 1 .2 .2 94.5 

Iran 145 34.9 34.9 47.2 Thailand 2 .5 .5 94.9 
Iraq 4 1.0 1.0 48.2 Turkey 2 .5 .5 95.4 

Ireland 2 .5 .5 48.7 UAE 1 .2 .2 95.7 
Italy 1 .2 .2 48.9 UK 3 .7 .7 96.4 
Japan 17 4.1 4.1 53.0 USA 10 2.4 2.4 98.8 
Jordan 4 1.0 1.0 54.0 Venezuela 3 .7 .7 99.5 

Kazakhstan 2 .5 .5 54.5 Vietnam 1 .2 .2 99.8 
     Yemen 1 .2 .2 100.0 

Total 415 100 100       
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computer. Items 34-40 collected data about students’ attitude towards the development of 

language skills, grammar, vocabulary and cultural awareness via computers. The final part of 

the questionnaire in the last section consisted of two open-ended items, 41 and 42, which 

prompted students to give their experience in using English language software or any other 

related experiences with CALL. 

    

Table 6. Distribution of questions on the questionnaire 

 

Sections Section I Section II Section III Section IV Section V 

Block 
 

Background 
information 

Computer 
literacy 

Students’ attitudes 
towards CAL 

Students’ 
attitudes 

towards CALL 

 
Open-ended 

questions 
Total 6 10 10 20 2 

 

4.4. Data analysis 

This study set out to compare the potential significant difference between the attitude of 

Iranian and non-Iranian English learners both to computers in general, and to computer-

assisted language learning (CALL). Moreover, the potentiality of any statistically significant 

differences between age, sex, and education level were scrutinized.  

 

5.1. Checking the reliability of the questionnaire 

The questionnaire contained 42 questions plus demographic data. It measured three different 

constructs distributed into three categories. After administering this questionnaire to the 

sample, the researchers first checked the validity of the case processing. All the 415 cases of 

the sample were valid, and SPSS did not exclude the scores of any of the learners from the 

processing. Questions 1 to 10 of the questionnaire measured the construct of computer 

literacy. The SPSS calculated the Cronbach’s Alpha Coefficient of .569 for this construct. 

That is to say, the first construct of the questionnaire enjoys an acceptable level of reliability. 

The second construct of the questionnaire was the general attitude of the learners towards the 

application of computers, and it was measured in questions 11 to 20. The SPSS software 

calculated the Cronbach’s Alpha coefficient for the second construct to be .842. This indicated 

that the second construct enjoyed ample internal consistency, as well. This construct measured 

the attitude of the learners toward the application of computers, and it was stretched from 

question 21 to 40. The Cronbach’s Alpha coefficient for this construct was .866, which 

indicated a high degree of internal consistency. Finally, the researchers calculated the internal 

consistency of the whole questionnaire, and the Alpha of .912 could be reported for it. Hence, 
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it could be concluded that not only do each of the three constructs enjoy ample reliability 

individually, but the whole questionnaire also was highly reliable.  

 

5.2. Checking the validity of the questionnaire 

In order to make sure of the validity of the questionnaire, the researchers decided to apply the 

Factor Analysis Method. Field (2005) proposed that, in general, taking over 300 cases for 

sampling analysis is probably adequate for the successful administration of factor analysis. 

Hence, this study, with 450 cases in the sample, met this standard for the administration of 

factor analysis. 

 The correlation matrix in the factor analysis reported the determinant of 8.18 and the 

error of determinant of -8 for the whole questionnaire. Moreover, as depicted in Table 7, the 

Kaiser-Meyer-Olkin Measure, which measures strength of the relationship among variables, 

was .895. According to Kaiser and Rice (1974), 0.5 is minimum (barely acceptable) value for 

KMO, values between 0.7 and 0.8 are acceptable values, and KMO values above 0.9 are 

considered good. Thus, the KMO value of .895 was optimal. 

 
Table 7. Basic factor analysis tests 

 

KMO and Bartlett's Test 
Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .895 

Approx. Chi-Square 6524.740 
Df 780 

Bartlett’s Test of Sphericity 

Sig. .000 

 

Table 7 also indicates that the significant level of Bartlett's test of Sphericity, which is 

another indication of the strength of the relationship among variables, was .000 < .05, which 

meant that the correlation matrix was not an identity matrix. Hence, the administration of the 

factor analysis was possible and proper. Additionally, the communalities analysis shows how 

much of the variance in the variables has been accounted for by the extracted factors. 

According to the findings, questions 25, 24, and 7 were the questions of which the lowest 

percentage of variance was accounted for (.374, .399, and .416, respectively). By contrast, the 

highest ratio of the variance was accounted for in questions 3, 31, and 30 (.781, .755, and 

.753, respectively). All the other accounted-for variances fell within the range of .374 and 

.781. 

All the factors extractable from the analysis along with their eigenvalues, the percent 

of variance attributable to each factor, as well as the cumulative variance of the factor and the 

previous factors. 9 components had the eigenvalues of larger than 1; hence, it could be argued 
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that factor analysis managed to extract 9 components from this questionnaire. The first 

component accounted for 25.06% of the variance, whereas the ninth component only 

accounted for 2.7% of the variance. The remaining 31 factors had the eigenvalues smaller 

than 1; they, thus, were considered insignificant in the analysis. The majority of the variables 

(23 of the 40 variables) have been loaded on factor 1. Two of the variables are loaded on 

factor 2, and the rest of the factors have only one variable loaded on them. For factors 4 and 6, 

on the contrary, no loaded variables can be reported.  

The rotated component matrix has reduced the number factors on which the variables 

have high loadings to make the interpretation of the analysis easier. As it could be reported, 

the majority of the variables are loaded on factors 1, 2 and 3. Factor 9, on the other hand, has 

only one variable loaded.  

Overall, it could be concluded from the statistical analyses of this section that the 

researcher-designed questionnaire enjoyed an ample degree of internal consistency as well as 

validity, hence it was fully functional to be administered as the main tool for data collection. 

 

4.3. Descriptive statistics 

After the questionnaire had been administered to the 415 members of the sample, the papers 

were scored by the researchers and the quantitative data were imported to SPSS. Initially, the 

descriptive statistics were calculated. As shown in Table 8, the Skewness ratio for the scores 

of the whole questionnaire was -8.2, which was far beyond the normal range of ± 1.96. 

Therefore, the data were not normally distributed and they are regarded as non-parametric. 

The mean of the whole sample was 157.54, and the standard deviation was 26.64. 

 
Table 8. Descriptive statistics of the questionnaire 

 
Skewness 

 N Mean 
Std. 

Deviation 
Variance 

Statistic Std. Error Ratio 
Questionnaire 415 157.56 26.64 710.08 -.984 .120 -8.2 

 

In addition, the researchers checked out the descriptive statistics of each construct 

separately. As Table 9 outlines, the Skewness ratio for all the three constructs (11.07, -10.92, 

and -05.29) did not fall within the normal distribution range of ± 1.96. As a result, none of the 

constructs was normally distributed, and the data for each of them were non-parametric. It 

could also be reported that for computer literacy, the mean was 12.73 and the standard 

deviation was 1.15. For general attitude to computers, the mean was 51.97 and the standard 
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deviation was 10.32. And finally, the mean and the standard deviation for attitude toward 

computers were 92.85 and 18.75, respectively. 

 
Table 9. Descriptive statistics of the three constructs 

 
Skewness 

 N Mean 
Std. 

Deviation 
Variance 

Statistic Std. Error Ratio 
Computer Literacy 415 12.73 1.15509 1.334 1.329 .120 11.07 

CAL Attitude 415 51.97 10.32768 106.661 -1.311 .120 -10.92 
CALL Attitude 415 92.85 18.75801 351.863 -.635 .120 -5.29 

 

Except for questions 17, 20, 32, and 33, whose Skewness ratios fell within the normal 

range, the data for the rest of the questions were not distributed normally. 

 

4.4. Checking the overall differences between the variables 

Before checking the research questions individually, the researchers decided to check whether 

or not there were any statistically significant differences among the data for all the four 

independent variables (age, sex, level of education, and being/not being Iranian). To do this, 

the researchers administered the Multivariate Analysis of Variance (MANOVA). As Table 10 

shows, all the multivariate tests (Pillai’s Trace, Wilks’ Lambda, Hotelling’s Trace, Roy’s 

Largest Root) depicted a significant difference among the four variables (p= .000, F= 6.22, 

43.18, 478.46, and 1445.68, respectively). This means that the four variables had a holistic 

significant difference regarding the attitude of the sample toward the application of 

computers. 

Table 10. Group effect multivariate tests 
 

Effect Value F 
Hypothesis 

df 
Error df Sig. 

Pillai’s Trace 1.263 6.129 132.000 1113.000 .000 
Wilks’ Lambda .004 43.188 132.000 1106.656 .000 

Hotelling’s Trace 171.778 478.463 132.000 1103.000 .000 

SEX * LEVEL 
* AGE * 

IRANIAN 
Roy’s Largest Root 171.456 1445.68 44.000 371.000 .000 

 

The full factorial MANOVA did not report any significant difference for the sex, age, 

and education level alone. However, it reported a statistically significant difference for the 

education level variable (p= .044, .044, .043, and .009). Besides, the full factorial MANOVA 

did not report any other significant difference in any of the analyses involving two or three 

factors. Nevertheless, only the Roy’s Largest Root reported a significant difference for the 

involvement of the three factors of level, age, and Iranian/non-Iranian (p= .011). 
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4.5. Checking the research hypotheses 

After determining the existence of a statistically significant difference among the four factors 

by group effect MANOVA, the researchers decided to administer independent statistical tests, 

and check the research hypotheses one by one. 

 

4.5.1. Checking the first research hypothesis 

The first research hypothesis was concerned with being Iranian or non-Iranian, and its 

influence on English language students’ attitudes toward CALL. Since the data for the 

questionnaire were not normally distributed (Skweness ration= -8.2), the researchers applied 

the non-parametric test of Mann-Whitney to check this research question. As Table 11 shows, 

the Asymptotic significant level of the Mann-Whitney test was .180 > .05. Hence, the first 

research hypothesis of this study was not rejected, which means that there were not any 

significant differences between the attitudes of Iranian and non-Iranian English language 

students toward the application of CALL. 

 
Table 11. Mann-Whitney test on Iranian/non-Iranian variable 

 
 Overall 

Mann-Whitney U 17952.000 
Wilcoxon W 28392.000 

Z -1.341 
Asymp. Sig. (2-tailed) .180 

 

To delve into this matter further, the researchers decided to investigate whether or not 

there were any significant differences between the attitudes of Iranian and non-Iranian 

students in every construct. Since the data for all the three constructs were not normally 

distributed (Skewness ratios= 11.07, -10.92, and -05.29), the researchers opted for the non-

parametric test of Mann-Whitney. As Table 12 shows, the Mann-Whitney test revealed that 

there were significant differences between the computer literacy as well as between the 

attitudes of Iranian and non-Iranian English students toward CALL (p= .000 and .033, 

respectively). Thereafter, it could be argued that as far as computer literacy and attitudes 

toward CALL are concerned, statistically significant differences exist between the data drawn 

from Iranian and non-Iranian English students. The only construct on which Iranian and non-

Iranian students did not report any significant difference was the general attitude toward CAL 

(p= .343 > .05). 
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Table 12. Mann-Whitney test on Iranian/non-Iranian variable for the three constructs 

 
 Computer Literacy CAL Attitude CALL Attitude 

Mann-Whitney U 15285.500 18410.000 17038.500 
Wilcoxon W 25725.500 55266.000 27478.500 

Z -3.840 -.948 -2.127 
Asymp. Sig. (2-tailed) .000 .343 .033 

 

In order to investigate the data even further, the researchers administered the Mann-

Whitney test for all the 40 items of the questionnaire. The findings revealed that 16 out of 40 

questions reported a significant difference between the attitudes of Iranian and non-Iranian 

English students towards CALL, and 24 questions did not report any difference. 

 

4.5.2. Checking the second research hypothesis 

The second research hypothesis was concerned with being male and female, and its influence 

on English language students’ attitudes toward CALL. Since the data for the questionnaire 

were not normally distributed (Skweness ration= -8.2), the researchers applied the non-

parametric test of Mann-Whitney to check this research question. As it could be accessed in 

Table 13, Mann-Whitney test did not report any significant differences (p= .217 > .05). As a 

result, the second research hypothesis of this study was not rejected, as no significant 

difference existed between the attitudes of male and female English language students toward 

CALL. 

Table 13. Mann-Whitney Test on sex variable 
 

 Overall 
Mann-Whitney U 14766.500 

Wilcoxon W 20122.500 
Z -1.233 

Asymp. Sig. (2-tailed) .217 

 

To delve into this matter further, the researchers decided to investigate whether or not 

there were any significant differences between the attitudes of male and female students in 

every construct. Since the data for all the three constructs were not normally distributed 

(Skewness ratios= 11.07, -10.92, and -05.29), the researchers opted for the non-parametric 

test of Mann-Whitney. Table 4.20 reports a significant difference between the computer 

literacy of men and women (p= .027 < .05). However, it does not report any statistically 

meaningful differences between the attitudes towards CAL and attitudes of male and female 

students towards CALL (p= .401 and .06, respectively). Hence, it could be concluded that 
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despite the difference between their computer literacy, male and female English students did 

not have any significance difference in their attitudes toward CALL. 

Table 14. Mann-Whitney test on sex variable for the three constructs 

 

 Computer Literacy General Attitude Attitude 
Mann-Whitney U 13856.500 15181.500 14079.500 

Wilcoxon W 19212.500 64009.500 19435.500 
Z -2.214 -.841 -1.884 

Asymp. Sig. (2-tailed) .027 .401 .060 

 

In order to investigate the data even further, the researchers administered the Mann-

Whitney test for all the 40 items of the questionnaire. The results showed that of the 40 

questions, only 9 questions reported a significant difference between the attitude of male and 

female English students toward CALL, whereas in the other 31 questions, no significant 

differences could be reported. 

 

4.5.3. Checking the third research hypothesis 

The third research hypothesis of this study was concerned with education level and its 

influence on the attitudes of English language learners toward CALL. Since the data for 

education level variable was not distributed normally (Skewness ratio= -8.2), the researchers 

selected the non-parametric Kruskal Wallis test for this purpose. As Table 15 depicts, the 

Asymptotic Significant level of Kruskal Wallis was .566, which is larger than .05, and hence it 

does not report any significant differences. Accordingly, the third research hypothesis of this 

study was not rejected, and no significant differences among the attitudes of English students 

with different education levels toward CALL was reported. 

 
Table 15. Kruskal Wallis test on education level variable 

 
 Overall 

Chi-square 1.138 
Df 2 

Asymp. Sig. .566 

 

To delve into this matter further, the researchers decided to perform the Scheffe test as 

the post-hoc analysis. Table 16 reveals that any of the education levels staged a significant 

difference in the post-hoc analysis (p= .958, .702, and .911). Hence, any of the two groups of 

learners with different education level reported a significant difference in their attitude toward 

CALL. 
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Table 16. Post-hoc Scheffe test on education level variable 
 

95% Confidence Interval 
(I) LEVEL (J) LEVEL 

Mean 
Difference (I-J) 

Std. 
Error 

Sig. 
Lower Bound Upper Bound 

Graduate 1.01252 3.47 .958 -7.5280 9.5530 
Undergraduate 

Postgraduate 2.50854 2.971 .702 -4.8114 9.8285 
Undergraduate -1.01252 3.47 .958 -9.5530 7.5280 

Graduate 
Postgraduate 1.49602 3.45 .911 -6.9955 9.9875 

Undergraduate -2.50854 2.97 .702 -9.8285 4.8114 
Postgraduate 

Graduate -1.49602 3.45 .911 -9.9875 6.9955 

 

It could be learned from Table 17 that all the English students in the three different 

education level groups enjoyed means which fell within a homogeneous subset. Besides, the 

overall significant level of the three groups in the same subset was .751 > .05, which meant no 

meaningful differences among the groups could be reported. 

 
Table 17. Means for groups in different subsets on education level variable 

 

Subset for alpha = 0.05 
LEVEL N 

1 
Postgraduate 163 156.2699 

Graduate 94 157.7660 
Undergraduate 158 158.7785 

Sig.  .751 

 

Moreover, the researchers decided to perform the Kruskal Wallis test on each of the 

constructs to probe where significant differences among the scores of learners with different 

education levels could be reported. As Table 18 illustrates, Kruskal Wallis reported significant 

differences among the attitudes of learners with different education levels in computer literacy 

as well as in attitude towards CAL (p= .041 and .006, respectively). However, there was no 

significant difference between the attitudes toward CALL among the English learners of 

different education levels. 

 
Table 18. Kruskal Wallis test for each construct on education level variable 

 
 Computer Literacy CAL Attitude CALL Attitude 

Chi-square 6.386 10.290 5.721 
df 2 2 2 

Asymp. Sig. .041 .006 .057 

 

To delve into details further, the researchers also applied Scheffe post-hoc analysis to 

each of the constructs for different levels of education. The results, as outlined in Table 19, 

depict that for the construct of computer literacy, significant statistical difference only existed 

between the literacy of undergraduate and postgraduate English students (p= .020). In the 
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general attitude, however, the only meaningful difference was reported between 

undergraduate and graduate English students (p= .022). But no significant difference was 

reported among the three groups in the construct of attitudes. 

 

Table 19. Post-hoc Scheffe test for each construct on education level variable 

 
 

95% Confidence Interval Dependent 
Variable 

(I) LEVEL (J) LEVEL 
Mean Difference 

(I-J) 
Std. 
Error 

Sig. 
Lower Bound Upper Bound 

Graduate .22825 .14938 .312 -.1387 .5952 
Undergraduate 

Postgraduate .35983* .12803 .020 .0453 .6744 
Undergraduate -.22825 .14938 .312 -.5952 .1387 

Graduate 
Postgraduate .13158 .14852 .676 -.2333 .4964 

Undergraduate -.35983* .12803 .020 -.6744 -.0453 

Computer 
Literacy 

Postgraduate 
Graduate -.13158 .14852 .676 -.4964 .2333 
Graduate -3.70172* 1.33466 .022 -6.9805 -.4229 

Undergraduate 
Postgraduate -2.36802 1.14391 .119 -5.1782 .4422 

Undergraduate 3.70172* 1.33466 .022 .4229 6.9805 
Graduate 

Postgraduate 1.33370 1.32700 .604 -1.9263 4.5937 
Undergraduate 2.36802 1.14391 .119 -.4422 5.1782 

General 
Attitude 

Postgraduate 
Graduate -1.33370 1.32700 .604 -4.5937 1.9263 
Graduate 4.48600 2.43257 .184 -1.4900 10.4620 

Undergraduate 
Postgraduate 4.51674 2.08491 .097 -.6052 9.6387 

Undergraduate -4.48600 2.43257 .184 -10.4620 1.4900 
Graduate 

Postgraduate .03074 2.41861 1.000 -5.9110 5.9725 
Undergraduate -4.51674 2.08491 .097 -9.6387 .6052 

Attitude 

Postgraduate 
Graduate -.03074 2.41861 1.000 -5.9725 5.9110 

 

The analysis of the means also outlined no significant difference between the means 

that fell within the same homogeneous subsets. For the construct of computer literacy, the 

mean for the graduate students fell within the same subset with the mean of the postgraduate 

students on the one hand, and fell within the same homogeneous subset with that of the 

undergraduates on the other hand. This case mirrors for the mean of the postgraduate learners 

for the construct of general attitude. On the one hand, it falls within the same subset with the 

mean of the undergraduate group, and on the other hand, it is in the same subset with the 

mean of the graduate groups. In the construct of attitude, however the means of the three 

groups fall under the same subset. 

 

Table 20. Means for groups in different subsets for each construct on education level variable 

 

Construct 
Computer 
Literacy 

CAL Attitude CALL Attitude 

Subset for 
Alpha = 0.05 

Subset for 
Alpha = 0.05 

LEVEL 
Subset for 
Alpha = 

0.05 
LEVEL 

1  

LEVEL 

1 2  1 
Postgraduate 12.57  Undergraduate 50.20  Postgraduate 91.12 
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Graduate 12.70 12.7 Postgraduate 52.57 52.57 Graduate 91.15 
Undergraduate  12.93 Graduate  53.90 Undergraduate 95.64 

Sig. .653 .277  .178 .577  .151 

 

The researchers also administered Kruskal Wallis test for all the 40 questions in the 

questionnaire in order to investigate which of them report a significant difference among the 

attitudes of students with different education levels toward CALL, and which of them do not 

report any difference. As a result, only 16 of the 40 questions reported a significant difference 

among the attitudes of English students with different education levels toward CALL, and 24 

questions revealed no differences. 

 

5.5.4. Checking the fourth research hypothesis 

The fourth research hypothesis of this study was concerned with age and its influence on the 

attitudes of English language learners toward CALL. Since the data for age variable was not 

distributed normally (Skewness ratio= -8.2), the researchers selected the non-parametric 

Kruskal Wallis test for this purpose. As Table 4.29 outlines, Kruskal Wallis did not report any 

significant differences (p= .285 > .05). Hence, the fourth research hypothesis of this study 

was not rejected, and the data analysis did not depict any statistically significant difference 

among the attitudes of learners of different age groups toward CALL. 

 
Table 21. Kruskal Wallis test on age variable 

 
 Overall 

Chi-square 3.792 
Df 3 

Asymp. Sig. .285 

 

To delve into this matter further, the researchers decided to perform the Scheffe test as 

the post-hoc analysis. The Scheffe test, as illustrated in Table 22, did not report any significant 

difference among the attitudes of different age groups toward CALL (p= .371, .638, and .977 

> .05).  

Table 22. Post-Hoc Scheffe test on age variable 

 

95% Confidence Interval 
(I) Age (J) Age 

Mean 
Difference (I-J) 

Std. 
Error 

Sig. 
Lower Bound Upper Bound 

24-29 5.81830 3.27 .371 -3.3884 15.0250 
30-35 5.02848 3.86 .638 -5.8098 15.8668 18-23 

35 and above 1.67322 3.71 .977 -8.7586 12.1051 
18-23 -5.81830 3.27 .371 -15.0250 3.3884 
30-35 -.78982 4.08 .998 -12.2591 10.6794 24-29 

35 and above -4.14509 3.94 .777 -15.2311 6.9409 
30-35 18-23 -5.02848 3.81 .638 -15.8668 5.8098 
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24-29 .78982 4.08 .998 -10.6794 12.2591  
35 and above -3.35526 4.44 .903 -15.8294 9.1188 

18-23 -1.67322 3.71 .977 -12.1051 8.7586 
24-29 4.14509 3.94 .777 -6.9409 15.2311 35 and above 
30-35 3.35526 4.44 .903 -9.1188 15.8294 

 

The analysis of the means, as shown in Table 23, reported no significant differences 

(p= .529 > .05). It also conveyed that the means of all the age groups fell within a 

homogeneous subset. 

Table 23. Means for groups in different subsets on age variable 
 

Subset for Alpha = 0.05 
LEVEL N 

1 
24-29 113 154.4602 
30-35 68 155.2500 

35 and above 76 158.6053 
18-23 158 160.2785 
Sig.  .529 

 

Moreover, the researchers decided to perform the Kruskal Wallis test on each of the 

constructs to probe where significant differences among the scores of learners of different age 

groups could be reported. According to the results, as shown in Table 24, significant 

differences could be reported among the attitudes of English students in different age groups 

toward CALL for the construct of computer literacy as well as for the construct of attitude 

towards CALL (p= .003 and .019 < .05, respectively).  However, the attitude towards CAL 

did not report any significant differences (p= .116 > .05). 

 
Table 24. Kruskal Wallis test for each construct on age variable 

  
 Computer Literacy CAL Attitude CALL Attitude 

Chi-square 13.964 5.909 9.969 
df 3 3 3 

Asymp. Sig. .003 .116 .019 

  

In the post-hoc analysis of each construct through Scheffe test, only two significant 

differences could be reported. There was a significant difference between the computer 

literacy of 24-29 age group and that of 18-23 (p= .003 < .05). Similarly, there was a difference 

between the attitudes of the same two age groups toward CALL. No other difference was 

reported between any other two groups in any other constructs. 

The analysis of the means in the post-hoc test, also, did not reveal any differences 

between the means of any two groups. In the construct of general attitude as well as in the 

construct of attitude, the means of all three groups fell within the same homogeneous subset. 

In the construct of computer literacy, however, the mean of 24-29 and the mean of 18-23 age 
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groups fell under to separate subsets. The mean of the 30-35 and the mean of the 35 and 

above age groups fell within both subsets. 

 
Table 25. Means for groups in different subsets for each construct on age variable 

 

Construct 
Computer 
Literacy 

General Attitude Attitude 

Subset for 
Alpha = 0.05 

Subset for 
Alpha = 

0.05 

Subset for 
Alpha = 0.05 Age  

1  

Age 

1 

Age 

1 
24-29 12.48  18-23 50.8354 24-29 89.5575 

35 & above 12.59 12.59 30-35 52.0735 30-35 90.5147 

30-35 12.66 12.66 24-29 52.4159 
35 & 
above 

92.4342 

18-23  13.01 
35 & 
above 

53.5789 18-23 96.4241 

Sig. .777 .089  .351  .098 

 

Finally, the researchers decided to administer the non-parametric test of Kruskal Wallis 

for all the 40 questions of the questionnaire to report the significant difference. 18 of the 40 

questions staged a meaningful difference in the attitude of different age groups toward CALL, 

and 22 questions did not report any difference. 

 

5.6. Analyzing the qualitative data 

Other than the 40 quantitative questions that were analyzed in-depth in the previous sections, 

the questionnaire also contained two qualitative questions. Question 41 was concerned with 

the English language students’ experience in using English language self-study software. 

Among the participants, 221 students (about 53.3%) responded to this optional item. Table 26 

shows the categories of the CALL software (or applications) collected by the questionnaire. 

As shown in Table 26, English language students prefer to use the skill-based computer 

software rather than other types of software. Moreover, among all the software types, “Rosetta 

Stone” is the most popular one. 

    Table 26. Categorizing the CALL tools 
 

 Category Software/Application No. of Ss. 
Rosetta Stone 18 
Englishtown 1 

DynEd 1 
Wall Street 1 

AIEP 1 
Byki 1 

English Today 1 
English For You 1 
English World 1 

1 
Comprehensive 4-Skill Instructional 

Software (33) 

Tell Me More 7 
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Question 42, which as an open-ended question as well, dealt with the CALL 

experience of the learners in their own words. Out of the 415 learners of the sample, 211 

participants (50.8%) provided acceptable responses for this question. Out of these 211 

Wordsmith 2 
2 Vocabulary Practice Software (3) Learning Vocabulary with Solving 

Puzzle 
1 

TED Talks 1 
English through news 1 3 Audio-Visual Software (7) 

YouTube 5 
Magic English 1 
English World 1 

Mingoville 1 
4 Teaching Children (4) 

Clue Friends 1 
Longman Dictionary of Contemporary 

English 
5 

Oxford Collocations 
Dictionary 

1 

Cambridge English Dictionary 2 
Urban Dictionary 2 

KAMUSKU Dictionary 1 

5 Dictionary Software (12) 

Merriam-Webster 1 
Nosrat 1 
SATEL 1 

McMillan Sounds App 1 
BBC News 1 

JapanesePod101 1 

6 Audio Software (6) 

Tactics for listening 1 
ETSAM-English .com 2 

Duolingo 11 
Google Translate 13 

7 Translation Software (27) 

Translation APP 1 
American slang 1,2,3 1 

8 Idioms Practice Software (3) 
Speak English Like an American 2 

Exam essentials 1 
TOEIC i phone 2 
IELTS Software 4 

9 Exam Preparation Software (12) 

TOEFL Software 5 
SPACE ALC 2 

10 Interactive Software (4) 
Kahoot 2 

English Files 1 
11 Course-Book-Based Software (2) 

English Result 1 
504 Essential Words 2 

1100 Words 1 
Oxford Living Grammar 1 

12 Supplementary-Book-Based Software (6) 

Oxford Word Skills 2 
13 Corpus-Based Software (2) British National Corpus 2 

Twitter 3 
14 Social Networks (5) 

Instagram 2 
Eteacherenglish.com 2 

Wikipedia 1 15 
 

Alternative Websites (4) 
British Council websites 1 

English Dictionaries in General 1 
Electronic Dictionaries, Articles, & 

Books 
4 

Android Applications in General 1 
16 

Software in General, No Reference to a 
particular Software (6) 

Software for all the books I am teaching 3 
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learners, 91.9% (194 learners) expressed absolutely positive attitudes toward the application 

of CALL in language learning. These learners used phrases such as “a wonderful experience”, 

“of great use”, “got great benefits”, “does magic”, “very accommodating”, “an amazing 

method”, “a by-product of the Internet”, and “a refreshing method of learning” in order to 

describe their attitude toward CALL in language learning. Some other learners used 

statements such as “CALL gives you such a heuristic and vicarious mode enriching your 

experience”, “CALL makes your environment conducive for learning”, “CALL helped me 

tremendously”, “CALL is worth it”, “The age of blackboard and chalk is over”, “CALL 

facilitates everything”, “I feel the target language come far closer to me as a learner by 

CALL”, and “CALL boosts my enthusiasm and self-confidence for learning”. These 

statements let us see the positive the attitudes of the learners in this study toward CALL, and 

given the fact that the learners of the sample enjoyed an ample level of generalization 

regarding their country of origin, it would be plausible to say that the overall attitude of 

English learners toward CALL is positive. 

The researchers found another proof regarding the positive attitude of the sample 

toward CALL in language learning in the fact that three of the learners (1.42%) expressed 

they were unlucky since, at their school years, CALL had not been developed and 

implemented yet. Besides, 12 participants (5.68%) expressed their regret from the fact that 

their CALL experience was not as much as they wished it to be, and they had planned both to 

expand their IT skills, and to increase the application of CALL tools in their language 

learning. Other positive attitudes of learners toward CALL have been classified and laid out in 

Table 27. 

As Table 28 depicts, 32 of the learners (15.16%) described CALL as easy, useful, 

practical, and effective; and 15 learners (7.1%) mentioned that CALL increased their 

motivation, promoted their self-confidence, and reduced their anxiety. 12 learners (5.68%) 

proposed that CALL adds the spice of fun to their classes, and in a significant attitude, 4 

learners (1.89%) mentioned that CALL could make up for the lack or absence of exposure to 

native production in EFL settings. 

 
Table 28. Positive attitudes toward CALL in language learning 

 
Positive attitudes No. of Learners 
Easy, useful, practical, and effective                                                              32 
CALL increased their motivation and self-confidence, and it has reduced their anxiety 15 
CALL adds fun to learning, and it is much better than traditional learning methods 12 
Use CALL to produce and present material for the classroom 9 
Used CALL for research purposes 6 
Helpful for self-studying                                                                               6 
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CALL could make up for the lack/absence of exposure to native English 4 
CALL saves time 4 
CALL can be used anywhere and anytime 4 
Useful for doing homework 3 
Use CALL tools to gain ideas as to how they could teach a particular language point 3 

 

Other than expressing their positive attitudes, the learners in the sample described how 

they applied CALL in their approaches to study English, as laid out in Table 29. Thirty-six 

learners stated that they use software such as Google Translate or YouTube Videos to learn 

English, or Social Networks such as Twitter and Instagram. Moreover, 33 learners (15.63%) 

mentioned that they use their mobile phones or smart phones as a means for language 

learning. Forums and chat rooms, as well as CALL dictionaries were also popular. 

 
Table 29. Different genres of CALL applied by learners 

 
Genres of CALL Application No. of Learners 
Named Software such as Twitter, Google, YouTube, Instagram, or specific genres 
(e.g., podcasts)                                                                                                                                                                                                  

36 

Use mobile phones and smart phones 33 
Forums and chartrooms have helped them 7 
Use CALL Dictionaries 6 
have subscriptions to website they find useful 1 

 

The researchers also classified the application of CALL tools based on the skills and 

sub-skills. As Table 30 outlines, 8 learners (3.79%) used CALL tools for the sake of 

promoting their listening skills. Vocabulary progress, particularly the ESP/EAP vocabulary, 

and pronunciation progress were the targets which had the next ranks of frequency. Visual 

exposure to English as well as reading, with 4 respective participants (percentage), were also 

targets that learners had set for themselves to reach via CALL usage purposes. 

 
Table 30. CALL tools applied by learners to promote language skills 

 
Tools of CALL No. of Learners 
Use CALL for listening (movies and songs) 8 
Use CALL to practice and learn vocabulary, particularly ESP  7 
Use CALL for pronunciation 5 
Use CALL for reading                                                                    4 
Use CALL to have visual exposure to English 4 
Use CALL for checking spelling and grammar 3 
Use CALL for enhancing their oral production 3 
Use CALL for Idioms 1 

 

On the other hand, 17 out of the 211 learners (8.1%) expressed that they had negative 

attitudes toward the application of CALL in English learning. As Table 31 shows, 4 of the 

learners admitted that CALL was useful, yet they stated that it does not substitute the real 
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face-to-face classroom. Besides, 3 learners mentioned that CALL lacked teacher correction 

possibilities. No human interaction and boredom were the negative attitudes which were 

mentioned by 2 participants. Two of the teachers also mentioned that they were skeptic 

toward the use of CALL, seeing that they themselves had learnt their second languages by 

using traditional methods. One of these teachers went as far as calling CALL a total “fiasco”. 

 
Table 31. Negative attitudes toward the application of CALL in language learning 

 
Negative attitudes No. of Learners 
It is useful but does not replace the real classroom  4 
No teacher correction  3 
No human interaction  2 
It is boring to study with software alone at home.                                                                                             2 
Expressed skepticism toward CALL since they have been reared by traditional 
methods, does not rely on CALL  

2 

Just a supplementary tool  1 
CALL is still incomplete, it needs to be developed  1 
Can be laborious if not classified well  1 
CALL needs to have better evaluation  1 

 

Participants also expressed some of the problems that they had experienced with 

CALL in language learning. According to Table 32 below, 5 participants mentioned that they 

could not make use of CALL tools due to the lack or absence of equipment in their schools. 

One of the participants stated they would develop eye strain when staring at the monitor for 

long hours, and another one complained that teachers themselves do not know how to use 

CALL tools at times. Besides one of the participants objected that the majority of CALL tools 

these days are restricted to gap filling or MCQ exercises, so they lack creativity. 

 
Table 32. The problems that learners reported with CALL 

 
Problems with CALL No. of Learners 
Do not use tools in the class due to the lack of equipment 5 
When I used it for a long time, I had eye strain                                                                                                                                                                   1 
Complained that teachers cannot work with software and CALL tools 1 
CALL is limited to gap filling and MCQ, it could be far more fun            1 

 

Overall, 91.9% of the sample expressed their positive attitudes toward the application 

of CALL in English learning. Even the 8.1% who expressed negative attitudes admitted that 

CALL was useful, but they had their own concerns regarding its pitfalls. 

 

6. Discussion 

The purpose of this study was to compare the attitudes of Iranian and non-Iranian English 

language students’ attitudes towards Computer-Assisted Language Learning. A convergent 
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mixed methods design was used for analyzing both quantitative and qualitative data. In data 

collection procedure, an online web-based questionnaire was applied, which contained 48 

items. In the data analysis phase, both descriptive and non-parametric analyses were 

performed. In this section, the findings and conclusions of the study are discussed. Moreover, 

pedagogical implications and recommendations for further research are presented.     

 

6.1. Research Question 1 

The first research question was designed to find out if there are any differences between 

Iranian and non-Iranian English language students’ attitudes towards CALL. The findings 

revealed that there are no differences between Iranian and non-Iranian English language 

students’ attitudes towards CALL. As data analysis of each construct outlined, there were 

significant differences between the computer literacy, as well as the attitudes of Iranian and 

non-Iranian English students towards CALL. The only construct on which Iranian and non-

Iranian students did not report any significant differences was their general attitude toward 

CAL.  

This construct analysis shows that if there is a tendency in Iranian English language 

context to apply CALL materials and tools in English classes, the computer literacy of Iranian 

English students should be considered. Moreover, English language policy makers should 

consider the positive attitudes of students and therefore provide a situation in which students 

benefit from the technology-based educational materials. On the other hand, the difference 

between computer literacy of Iranian and non-Iranian English language students indicates that 

it is not possible to apply all the CALL materials produced in other cultures and contexts in 

our context. Therefore, we have to select the best CALL materials based on our students’ 

computer literacy. Moreover, it is a great responsibility on the shoulders of educational policy 

makers to enhance the skills of the 21st century students, such as computer literacy.  

 

6.2. Research Question 2 

The second research question investigated the way in which gender is related to the attitudes 

of Iranian and non-Iranian English language students towards CALL. The data analysis 

indicated that there is no difference in the attitudes of English language students towards 

CALL based on gender. The investigation of the relationship between gender and attitudes of 

English language students reported a significant difference between computer literacy of men 

and women. However, it does not report any statistically meaningful differences between the 

attitudes of male and female students towards CAL and CALL.  
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It could be discussed that despite the fact that both female and male students hold 

positive attitudes towards the application of computers in learning and language learning, 

female students’ computer literacy is lower than that of male students. From the responses to 

the attitudes towards CAL and CALL constructs, it was apparent that female English language 

students distinguished the need for computers and technology in their learning, but they are 

not as competent in their use as male students.  

Moreover, the findings also revealed that educational policy makers should put more 

emphasis on training female students with computers. Also, applying the CALL materials in 

mixed-gender English language classrooms may provide some difficulties for female students 

to cope with technologies. Furthermore, to design some specific remedial courses for female 

students to get more familiar with computers it could be suggested in order to improve their 

computer literacies. At the end, providing female students with more CALL-related courses 

and materials prepares them for the new generation’s skills at the same time that it makes 

them more competent in society.  

 

6.3. Research Question 3 

The third research question asked how education level related to the attitudes of Iranian and 

non-Iranian English language students towards CALL. The findings showed that there is no 

difference in the attitudes of English language students towards CALL based on education 

level. Finding the relationship between the education level and each construct of the study 

reported significant differences among the attitudes of learners with different education levels 

in computer literacy, as well as in attitude towards CAL. However, there was no significant 

difference between the attitudes toward CALL among the English learners of different 

education levels.  

For the construct of computer literacy, significant statistical difference only existed 

between the literacy of undergraduate and postgraduate English students. By which, the 

higher level of English language among students, the more literate they are in computer 

knowledge. In the CAL attitude construct, however, the only meaningful difference was 

reported between undergraduate and graduate English students.  

  

6.4. Research Question 4 

The fourth research question examined whether and how age is related to the attitudes of 

Iranian and non-Iranian English language students towards CALL. The analysis of the data 

revealed that there is no difference in the attitudes of English language students towards 
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CALL based on age. According to the construct analysis, significant differences could be 

reported among the attitudes of English students in different age groups toward CALL for the 

construct of computer literacy, as well as for the construct of CALL attitude. However, the 

attitudes towards CAL did not report any significant difference. There was a significant 

difference between the computer literacy of 24-29 age group and that of 18-23. As well, there 

was a difference between the attitudes of the same two age groups toward CALL. No other 

difference was reported between any other two groups in any other constructs. 

 

7. Conclusions 

According to the findings of this study, to be Iranian or not, together with other variables such 

as gender, age and education level had no relationship to the attitudes of English language 

students towards computer-assisted language learning. In general, both Iranian and non-

Iranian English language students hold positive attitudes towards CALL. Moreover, the 

responses indicated that most English language students understand the significance of 

computer skills in both their professional and daily lives. Furthermore, according to the 

results, the positive attitudes of English language students towards Computer-Assisted 

Learning are obvious. These findings may be used as a fact showing that computer literacy is 

a need for the future educational context. These findings also suggest that it is crucial to 

encourage female English language students to achieve more computer literacy to use it as an 

opportunity for better learning and developing a career. In the near future, English language 

students must be able to cope with computer- and technology-based educational materials in 

their classrooms. Applying CALL materials in educational settings is inevitable, and the 

tendency among students (which this study has corroborated) is to use these materials 

profusely. Nevertheless, specific training of both female and male students should be 

considered. In some contexts, males or females may show lack of access to the Internet and/or 

other technologies, and in delicately balanced opportunities more fruitful success will be 

achieved.  

Although teacher education is not the main concern of this study, its necessity is an 

important aspect of language learning (Hall & Higgins, 2005). Also, teachers should be 

literate in computer use, which can be achieved by continuous and regular ICT training 

sessions. No doubt that inadequacy in manipulating technologies decreases the value and the 

efficacy of technology-based materials.        

The focus of this study was CALL and specifically, CALL usage among my English 

language students. Within the field of CALL there are many areas of research, but this study 
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has focused on how English language students perceive the use of CALL in learning English. 

This evaluation must be noted as an action research-based study, so its results may not be 

applicable to all CALL related situations. The success of CALL in other contexts may yield to 

different results, so further research should be undertaken into exploring what precisely ESL 

students are doing on computers and the Internet. Incorporating technological tracking 

devices into the participants’ computers would provide a daily log of English usage. This 

would aid in providing more direct answers to questions, asked not only by this study but also 

for future investigations. 

As a final remark, CALL may be a vital supplementary tool for English language 

teaching and learning. However, all aspects of using CALL should be considered, also 

understanding that “technology’s double face” is the key factor in applying CALL (Saeedi, 

2013, p. 41). We have to pay attention to “technocentrism” and the lack of experimentation in 

applying CALL (Plana & Ballester, 2009; as cited in Saeedi, 2013, p. 46). Warschauer and 

Whittaker (1997) gave some suggestions for successful planning and implementing 

technology in language courses. They believed that teachers should carefully consider their 

goals, since little is gained by adding random on-line activities into the classroom. Clarifying 

course goals acts as an important first step toward the successful use of technology in 

classrooms. The next vital aspect of technology-based instruction is integration, and the 

teacher should think about how to integrate technology-based activities into the syllabus. 

Also, the teacher should be aware of all the complexities of using technology in learning 

environments, such as cultural, infrastructural or structural difficulties. According to CALL 

advantages, it is not logical to judge CALL as a substitute for language teachers. We should 

rather consider technology as the vital supplementary tool in language classes. Technology 

offers learners opportunities for much more valuable communicative interaction in the target 

language than what was ever possible in the traditional language classes (Chirimbu & 

Tafazoli, 2013). Therefore, there exists a need to urge language teachers to make use of 

technology in their language classrooms. Although it is to some extent impossible to present 

all CALL advantages and disadvantages in a paper, this study has reviewed a range of 

projects, papers and studies on CALL. From the data obtained, the researchers believe that 

choosing, planning and applying the CALL courseware will provide a wide range of 

opportunities for language teachers and learners. 

The findings of the present study can be looked upon as a general driving force to the 

educational policy makers to allocate more budgets on providing state-of-the-art CALL 

programs and devices in schools and universities. In addition, course designers can benefit 



Teaching English with Technology, 18(2), 34-68, http://www.tewtjournal.org 64 

from the outcome of the present study by allocating more computer activities in all stages of 

the educational curricula. A better familiarity with computers can result in a more frequent 

use of the computer in EFL classes by the teachers. 

To sum up, we would like to build upon Warschauer and Whittaker (1997) to conclude 

with some general remarks about successful planning and implementing technology in 

EFL/ESL classes. They stated that teachers should carefully consider their goals, since little is 

gained by adding random on-line activities into the classroom. Clarifying course goals acts as 

an important first step toward the successful use of technology in classrooms. The next vital 

aspect of the technology-based instruction is integration, so the teacher should think about 

how to integrate technology-based activities into the syllabus. Also, the teacher should be 

aware of all the complexities of using technology in learning environment, such as cultural, 

infrastructural or structural difficulties.  

We have to be careful that computers cannot change the role of teachers, but they are 

used to support and assist teachers and learners in different situations. Technology offers 

learners opportunities for much more valuable communicative interaction in the target 

language than what was ever possible in the traditional language classes.  

We would urge language teachers to make use of technology in their language 

classrooms. Having such projects is a good way of motivating students to use technology 

outside the classroom and to make learning a part of their daily lives.  
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Abstract 

Living in a global world involves not only mastering languages, but also dealing with 

different habits and values. It becomes critical with students trained to deal with a 

multicultural public, such as the group of learners from tourism covered by our research. Our 

proposal aims to analyze whether the virtual world of Second Life (SL) facilitates the 

development of English for Specific Purposes and the acquisition of intercultural 

communication. To cover the objective qualitative and quantitative research were conducted 

along a four-phased in/out SL instruction. Questioning about the differences between the 

mean score obtained by experimental and control groups shows no significant differences in 

the acquisition of language regarding face to face and Second Life interaction, but 

demonstrates a positive tendency in the case of intercultural competences. 

Keywords: Second Life; English for Specific Purposes; intercultural competence 

 

1. Introduction  

With the development of information technology, Multi-User Virtual Environments (MUVEs) 

have been subject to a continuous research interest in the field of language learning. Although 

their potential has been noted for the development of communicative competences 

(Deutschmann & Panichi, 2009; Dell'Aria & Nocchi, 2010; Wigham & Chanier, 2013; Wang, 

Deutschmann & Steinvall, 2013), opening chances for professional training in real versus 

online environments (Good,  Howland & Thackray, 2008; Authors, 2010; Blasing, 2010), 

applied linguistics research on virtual worlds interactions (Wang, 2015; Panichi & 

Deutschmann, 2012; Peterson, 2011; Thorne, 2008), newer potentialities, pedagogical 

opportunities and affordances of virtual worlds remain undiscovered (Zheng & Newgarden, 

2012; Bull & Wasson, 2016), a big challenge pushing on with the pursuit of effective 

outcome evaluation (Sadler, 2012).  
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Accordingly, this paper analyzes how SL facilitates students-like-avatars’ interaction 

as if they were in a real teaching training environment. In our case, it is focused on the 

development of English for Specific Purposes (ESP) and the acquisition of intercultural 

communication, identity and diversity awareness in the field of tourism and hospitality 

studies. 

The hospitality field in which our research takes place is a multicultural scenario by 

necessity, since students must be prepared not simply to be able to communicate 

linguistically, but also to interact interculturally at some level. Bridging nationalities and 

cultures through English as a lingua franca for hospitality students should lead language 

instructors to focus on the importance of intercultural awareness in context, to show respect 

for diverse identities and avoid cultural miscommunications. In the case of Spain, hospitality 

studies are especially relevant since the country received more than 25.2 million foreign 

tourists in the first five months of 2016, 11.4% more than in the same period in 2015, 

according to data published by the National Statistics Office (INE - Instituto Nacional de 

Estadística). The main continent of origin was Europe (UK - 5.8 million tourists; Germany - 

3.7 million, and France - 3.7 million). Analyzing non-European countries, the favorable 

performance of Latin America is clear, particularly Brazil. North African countries also stand 

out, as well as Asian, particularly China, South Korea and Turkey. Thus, non-European 

markets accounted for about 13% of total arrivals, meaning that the Spanish tourism industry 

needs to understand and adapt to the new international source markets. However, a quick look 

at Spanish news sources on the topic reveals a lack of language skills of the professionals 

working in this sector (Baum, 2012).  

To get insights into to what extent teaching practices can make students competent for 

intercultural exchanges, our proposal explores opportunities to use the target language and 

culture with members of other cultures by means of meaningful tasks.  

In the light of this context, our research, conducted with third year undergraduate 

students of the Tourism degree at the University of Extremadura, presents the results after the 

completion of in-class and Second Life tasks as the last stage of instruction composed of three 

previous steps to develop both linguistic and intercultural competences. 

 Thus, this paper begins by presenting the theoretical framework serving as background 

support, bearing in mind studies of development of intercultural understanding, as well as the 

use of virtual worlds to practice tasks in quasi-real contexts. Then, the research study is 

described, stating objectives, methodology, research phases, content, timing and 
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administration. The results of the research follow, as well as the discussion and some final 

conclusions. 

 

2. Theoretical Framework 

 

2.1. Beyond language: language and intercultural communication in Hospitality studies 

In the globalised world, the ability to communicate effectively is a challenge, but 

communication is far more than mastering the target language only, as it involves practices of 

interpreting meaning, a fundamental relationship between language and the underlying 

culture. An understanding of language as open, dynamic and constantly evolving (Shohamy, 

2007:5) comprises the rich complexities of communication, where not only verbal 

communication plays a major role in cross-cultural interaction, but also knowing the 

nonverbal code system of a culture (e.g. body movements, gestures, paralanguage and 

proxemics) is essential in intercultural contexts. 

Second and foreign language learning has been reconceptualized over the last decade 

as a participatory process in which, besides expressing ideas, learners should acquire new 

ways of thinking, behaving and understanding (Dema & Kramer, 2015). In this sense, even 

though there has been a variety of methods and approaches for teaching culture, including the 

development of roleplay scenarios in which students demonstrate appropriate cultural 

behavior in a given situation (Galloway, 1985; Omaggio, 1986), according to Peterson & 

Coltrane (2003), there must be opportunities for real interaction. The acquisition of culture, 

much like that of language, should be changing from teacher lecturing to students discovering 

culture first hand through projects and activities. 

However, teaching language and culture through real-life communicative settings can 

be intricate inside a traditional classroom where most participants, as in our case, share the 

same language and cultural background (Spanish) and have few (or none) opportunities to 

interact with people from other nations and cultures. In contexts like ours, the lack of real 

interactions makes it difficult to judge to what extent students become competent for 

intercultural actions. The dynamic nature of culture has consequently brought about a number 

of challenges to choose relevant teaching environments, materials and activities. Thus, out of 

the components which may support the incorporation of culture through real interaction in a 

monolingual and monoculture teaching setting, technology presents an opportunity for 

learners to experience communication across cultures (Dema & Kramer, 2015). Digital 

technology can improve the quality of the learning experiences if used as a communicative 



Teaching English with Technology, 18(2), 69-92, http://www.tewtjournal.org 72 

tool to support collaboration through online real practices (Cerezo et al., 2014). Thorne, Black 

& Sykes (2009) claim that digital engagement in/ out-of-school settings, such as virtual 

environments and online games, allows for language socialization and sophisticated 

communicative practices. In this context and within synchronous communication, virtual 

worlds can move beyond real life learning strategies since, with the appropriate approach, 

they can enhance collaborative learning, promote learning by doing, and develop autonomy.  

 

2.2. Second Life: an open world to develop language and intercultural competences 

Baron (2008) describes SL as a multi-player role-play virtual game possessing high quality 

animation features which enables personal communication through chats (oral and written), as 

well as linking virtual objects to web pages. Though the potential of Second Life as a 

language instructional environment has been shown in a plethora of studies (Bueno, 2011; 

Liou, 2012; Melchor-Couto, 2017; Levak & Son, 2017), research is needed to investigate 

whether this virtual world can be used to promote language acquisition and cultural 

understanding. The ability of the user, represented visually by his /her avatar, to act in the 

world allows them to express their identity, even hiding and amplifying some aspects of their 

personalities. 

Molka-Danielsen (2009) proposes SL-based teaching through Social Constructivism, 

Active learning and Action Learning. As examples of Social Constructivism practices, the 

author cites peer collaboration, reciprocal teaching, cognitive apprenticeships, problem-based 

instruction, WebQuests, and anchored instruction. She defines Active and Action learning as 

processes centered on the student, giving responsibility for the learning process. Deutschmann 

& Panichi (2009) analyze teacher practices in this virtual environment by considering three 

main concerns: preparatory issues, task design and the teacher’s role in fostering learner 

autonomy (2009:27).  

Considering this, the tasks we propose to develop in SL are practical activities based 

on simulations and role-play activities (phase 2 of our research), where students may 

consolidate the knowledge previously acquired during the development of the face to face 

interaction (phase 1). 

 

2.3. Previous studies into intercultural communication through virtual worlds  

Intercultural communication has aroused great interest in companies and scholars that have 

conducted a reasonable sample of empirical studies over the last years (Moore, May & 

Wold, 2012).  
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In our case, the hospitality field is multicultural by necessity, since it denotes the 

business of entertaining or housing guests who hail from both near and far. Hospitality and 

Tourism students as future professionals in this industry must consequently expect to face 

cultural difference successfully in order to do their jobs well (Luka,Vaidesvarans & Vinklere, 

2013; Yoganjana, Menike & Pathmalatha, 2015). That is why bridging nationalities and 

cultures through English as a lingua franca for hospitality students has led language 

instructors to focus on the importance of showing respect to diversity in the field of English 

Language Teaching (Alsagoff, 2012). Though it has long been recognized that the abilities 

needed for this work are not simply linguistic, research into intercultural skills has been 

scarce (Ntukula, 2013; Grobelna, 2016). This intercultural dimension has been also 

overlooked in situations of monocultural communication among participants of the same 

linguistic and cultural background. The abstract observation of norms in class does not refer 

to the interactional dynamics that is set up when participants of different cultural backgrounds 

engage in verbal communication. Being the geographical barriers the main restriction which 

hinders linguistic and intercultural interaction in a monocultural context, with the help of ICT 

similar contexts and situations can be designed to enable users to interact with speakers of 

other languages and cultures, providing pertinent cultural learning experiences that would 

otherwise be impossible in real life. As advocated by Siegel (2010) and Nocchi (2012), 

Second Life encourages cultural intelligence by dealing with different realities through 

immersive experiences. Interaction is also a key word for Sadler (2012), who analyzes four 

learning theories, which could be applied to the use of virtual worlds for language learning, 

stating that successful language acquisition is preconditioned by comprehensible inputs. 

In this line, in a study designed to analyze how SL can be effective in increasing 

learners’ fluency in English and providing pertinent cultural information through interaction, 

Iwasaki (2014) states that language and cultural knowledge can be acquired by using the “five 

Cs” that occur in this virtual world (Wang et al., 2012): Communication, Culture, 

Connections, Comparisons and Communities. 

This point of view is corroborated by Jauregi & Canto (2012) and Jauregi et al. (2011), 

who developed a blended learning course to facilitate interaction with native speakers in SL. 

The authors concluded that the tasks proposed gave rise to meaningful interaction by 

exchanging social and cultural meaning spontaneously, and, consequently, the value of this 

interaction results in cultural, linguistic, interpersonal and motivational benefits. On the other 

hand, there was also a development of motivation and willingness to communicate, especially 
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with native speakers, decreasing speaking anxiety levels that can occur sometimes (Canto, 

Jauregi & Van den Bergh, 2013). 

 
3. Research Study 
 
3.1. Objectives 

To cover the research objective, aimed at measuring the effectiveness of SL as an immersive 

virtual world which can assist students and professionals in the acquisition of language and 

intercultural competences in the hospitality sector within monoculture settings, qualitative in-

class observation during the first phase of the research (Appendices 1 & 2), and quantitative 

research in the second phase of in/out SL instruction were conducted. 

A set of hypotheses was also constructed to unfold the general objective (see section 

3.5) by questioning whether there were differences between the mean score obtained by 

experimental and control groups in the acquisition of the competences (specific language 

domain and intercultural and diversity awareness) under study. 

 

3.2. Participants 

Our target population is third year Spanish hospitality students enrolled in the Tourism and 

Hospitality Management degree at the Faculty of Business and Tourism at Extremadura 

University (Spain).  The total sample (n=72) was distributed for the second phase of the study 

(see section 3.3) in a control and an experimental group (with 36 students each, respectively), 

being the members of the experimental group exposed to the action research in Second Life. 

Most students had a B1+ level of English and by passing this subject, they were supposed to 

achieve level B2, i.e., an upper intermediate level according to the CEFR (Common European 

Framework of Reference for Languages) in the target language (English) under study. A small 

percentage already had official certification in the B2 level (15%), and four of them had even 

achieved level C1. 

 

3.3. Methodology 

Our study follows two phases of instruction and research: 

Phase 1:  A three-step in-class instruction and action research by applying three phases -

experiential, observation and reflection - to carry out specific language instruction and 

cultural content exploitation - scheme adapted from Kolb´s (1984) experiential learning cycle. 

In-class observation and analysis were carried out by the completion and further 

discussion of questionnaire shown in Appendices 1 & 2. 
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Phase 2: A final phase of active experimentation (step four) through the development of 

learning experiences and professional simulations in the virtual world of SL (experimental 

group) and in-class (control group) to see results. 

According to Kolb (1984), learning is seen as a process where learners (1) are exposed 

to specific experiences, (2) observe and reflect on those situations, (3) create abstract 

concepts, and (4) test learning in future learning or professional situations.  

 
3.4. Research phases 

Phase 1 

In the first phase the whole population under study (n=72) were exposed to in-class 

instruction by the exposition to a three-step pedagogy: 

Step 1. Learning through experience, in which students were provided with language and 

cultural content offering new situations and opportunities for learning through videos, 

games, film trailers, photographs, advertising, social media and face to face instruction 

from different countries and cultures. 

Step 2. Learning through observation and comparison, looking for differences, stereotypes 

and unfamiliar situations among the content and experiences presented in step 1. This 

step was aimed at understanding and encouraging respect for people with different 

cultural affiliations. 

Step 3. Learning through reflection by means of in-class discussion through visuals, written, 

audio or video analysis, giving rise to new ideas, or modification of existing concepts. 

 
Phase 2 

In the second phase, based on active experimentation (learning by doing), the population was 

divided and randomly distributed into a control and an experimental group of 36 students 

each, being the experimental learners who completed the active simulation in Second Life 

through oral and written chat with other English speakers (native and non-native). SL 

interactions were recorded and coded. Observation and field notes were also taken by 

instructors for later evaluation and interpretation of final results. 

Researchers developed a framework for effective tasks to promote language 

interaction and intercultural awareness for the FtF in-class and for the Second Life interaction, 

following the literature on tasks for communicative competence (Doughty & Long, 2003; 

Ellis, 2003; Gardner et al, 2011; Ware & O’Dowd, 2008; Westhoff, 2004);  for intercultural 
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competence (Byram, 1997; Hauck, 2010; Müller-Jacquier, 2000), and for exploiting the 

challenges of the virtual world (Deutschmann & Panichi, 2009; Jauregi & Canto, 2012). 

 
3.5. Course content, timing and administration 

The three-month course, running from February to May 2015, was divided into 4 units, all 

related to the tourism sector and covering B2 specific language content in ESP, designed to 

prepare students for their internship in different areas, namely hotel receptionist, event 

planner, tourist guide and tourism consultant, and two intercultural dimensions - diversity 

awareness and understanding, and multicultural acceptance and cultural enrichment. Each unit 

was composed of 12 sessions of 50 minutes each: 8 sessions for the three steps of phase 1 (the 

whole group in class); 4 sessions for practice experimentation - phase 2, step 4 - either in-

class or in SL. The distribution and timing for each unit (four steps distributed in two phases) 

are summarized in Table 1. 

 
Table 1. Unit distribution and timing 

 

DISTRIBUTION & TIMING FOR EACH UNIT  

Phase 1 (step 1): 3 sessions (50 minutes each). Learning through new experiences /inputs. 
Phase 1 (steps 2): 3 sessions (50 minutes each). Learning through observations and practice. 
Phase 1 (step 3) 2 sessions (50 minutes each). Learning through reflection and discussion. 
 
Phase 2 (step 4): 4 sessions, 50 minutes each (in-class or SL). Learning through active experimentation 
(learning by doing). 

 
Following the degree regulation and syllabus (Tourism and Hospitality Management) 

and the content described in the study plan of the subject (English Language III), the 

competences covered by this course are as follows: 

General Competences (CG) 

CG5 - Being fluent in two foreign languages (English compulsory) and communicating in an 

optional second language in touristic activities and tasks 

CT12 - Diversity and multiculturality recognition 

CT15 - Working in international contexts 

CT9 - Interpersonal relations skills 

Specific Competences (CE) 

CE23 - Identifying and managing touristic spaces, destinations and events for multicultural 

target groups 
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CE24 - Managing different communicative techniques in a foreign language (English) within 

the hospitality sector 

CE30 - Working and dealing with different sociocultural environments from a linguistic 

perspective 

 
To cover the competences above, materials and inputs used were taken from the Web 

and/or designed by the course teachers, with a twofold objective: (1) completing the phases 

following the hypotheses stipulated before, and; (2) covering the competences included in our 

course plan (language and culture).  

A crucial step toward ensuring student engagement in SL is task design. It is 

imperative that instructors provide clear guidelines regarding what students should do once 

logged into SL, tasks to develop and with whom they should interact as they complete the 

tasks. 

Students from the experimental group were asked, at the beginning of the semester, to 

enroll in several platforms and contact SL users from the target countries /continents, 

especially from Asia, Africa and the Middle East, nations with major cultural differences. 

European and American countries were also considered. Three main platforms were 

recommended to find SL inhabitants interested in joining the experiment and available for 

weekly interactions: My language exchange (https://www.mylanguageexchange.com/); 

Language for Exchange (http://www.languageforexchange.com/), and; Polyglot club 

(https://polyglotclub.com/). Surprisingly, contacting users and organizing the linguistic 

encounters in English were easier than initially thought; besides completing the arranged tasks 

(phase 2), they were always keen on solving doubts and clarifying cultural differences. 

Examples of materials, sources and tasks are shown in Figure 1. 

 
Figure 1. Materials and tasks design 
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As we can see in Figure 1, unit 1 deals with Hotel Receptionists’ tasks. To achieve the 

purposes of steps 1 and 2 (phase 1 – in-class instruction), videos, texts, presentations and 

images were introduced and discussed to identify language and functions, hotel receptionists´ 

skills, stereotypes and language to be avoided when dealing with complaints related to 

cultural differences, among others (see Appendices 1 & 2). Subsequently, in step 3, students 

were divided into groups to work on activities such as dealing with stereotypes and cultural 

differences at the front desk. To consolidate knowledge, phase 2 included a roleplay activity 

where students had to deal with Chinese, Arabic and African clients in a hotel (facilities and 

services needed, timetable, etc.). As said, two groups were formed, one in class and the other 

in SL. 

Unit 2 covers language and culture considerations when planning international events. 

In phase 1, steps 1 and 2 are developed through texts, videos, images and event presentations 

to introduce contents, such as considering culture while organizing events, cultural 

differences when hiring catering, language analysis on food and menus, planning a 

multicultural event correctly, etc. The objectives of step 3 were achieved by means of pair and 

group work with tasks such as planning an event; analysis of different cultures, and 

organizing specific parties (Greek, Japanese, American, Muslim, etc.). In phase 2 the same 

groups were formed to develop roleplay activities, one in class and the other in SL – they had 

to plan a multicultural conference following a set of guidelines. 

With Unit 3, we introduced tourist guides’ tasks by using leaflets, videos, 

presentations and photographs to achieve the aims of phase 1, steps 1 and 2. The contents 

covered were, among others: handling cultural differences and using language to avoid 

cultural misunderstandings; employing body language effectively; explaining cultural habits 

and customs; making a tour in a museum, analyzing cultural implications and art metaphors, 

and; explaining regional festivities. Step 3 – consolidation and acquisition of contents – was 

developed through pair and group work by undertaking the following activities: how to 

become an ideal tour guide; which body language to avoid with a multicultural crowd; how to 

explain Western traditions and art, and; how to organize a tour to a Spanish city. Phase 2 

comprised group activities in class and SL, namely designing, organizing and implementing a 

tour to a multicultural group. 

Finally, Unit 4 dealt with tourism consultant attributions. Phase 1, steps 1 and 2, was 

accomplished by texts, videos, images, presentations and webpages. The goals were to 

introduce topics such as the definition of a tourism consultant and specific language used in 

the profession; sustainable tourism and ecotourism, their benefits and specific language of 
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environment and ecology; sustainable means of transport, both in rural and urban areas, and 

importance of homemade food and vocabulary of agriculture and livestock. Practice was 

developed in phase 2 with roleplay activities in class and in SL, namely developing a 

sustainable tourism project with local inhabitants of a little village.  

For further information on materials and SL interaction, see Appendix 3. 

 

3.6. Administration and research instruments  

The research study was based on quantitative and qualitative research methods. Materials, 

research surveys tools and data were analyzed with content analysis, instruction, data coding 

and data interpretation. 

Data were collected and analyzed through questionnaires and in-class observation to 

analyze the development of phase 1, whereas face to face and SL interactions (phase 2) were 

recorded, coded and analyzed with the statistical package SPSS. The completion of role-plays 

in class and in SL was evaluated using a 1 to 10 grading scale, in which 1 is the lowest, 10 the 

maximum grade and 5 the minimum pass mark. The use of this scale is motivated by the 

familiarization students have with grades ranging between these values, once they are used to 

measure exams in all subjects at the university. Planning carefully the development amongst 

students is important for teachers or those in charge of facilitating instruction. In our case, the 

following research actions were taken: 

 

Phase 1 (in-class action. Population= 72) 

Step 1. Learning through experience 

1. Warming up questionnaire (Appendix 1): Analysis of the role played by language and 

nonverbal communication to achieve a successful intercultural communication in the 

hospitality sector. 

2. Students’ exposure to text and audio-visual material (videos, photographs, texts, 

advertisements, etc.) presenting language and cultural situations which may lead to a 

lack of communication and understanding among cultures. 

Step 2. Learning through comparison to encourage language acquisition in specific contexts 

cultural awareness, understanding and respect for diversity 

1. A teacher-made evaluation sheet to analyze the content shown in the first step (see 

Appendix 2). The evaluation form included three main dimensions, subdivided into a 

set of indicators, measured on a Likert scale, ranging from 1 to 5 points, with 1 being 

totally disagree and 5 totally agree. The form validity was obtained by requesting 
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commentary and suggestions from two experts in the field of education and cultural 

studies, both familiar with the constructs and the purpose of intercultural research. It 

was tested for reliability using Cronbach’s alpha to test internal consistency of items. 

The calculation performed concluded with a 0.75 alpha, that is 0.15 points above the 

0.6 standard. The reliability of the opinions and beliefs questionnaire can be 

consequently considered appropriate. 

Step 3. Learning through analysis. In-class oral discussion and in-depth analysis through the 

completion of wikis, blogs entries to keep track of their learning (Appendix 2). 

 
Phase 2. In-class (Control) versus SL interaction (Experimental) = 36 students each 

The three steps above are followed by a last assessment of participation and students’ 

performance in-class and in SL (peer observation and analysis of the recording from the in-

class and SL practices were carried out).  

 

Statistical Analysis (Phase 2) 

To reach our objective aimed at measuring the effectiveness of SL as an immersive virtual 

world to train professional practices for the acquisition of language and intercultural 

competences in the hospitality sector (Phase 2), we proposed the following hypotheses: 

Hypothesis 1: In the dimension “interpersonal communication though English”, there is a 

significant difference between the mean score obtained by the experimental group and the 

mean score obtained by the control group (XE ≠ XC) in Phase 2. 

Hypothesis 2: In the dimension “cultural awareness and diversity understanding” there is a 

significant difference between the mean score obtained by the experimental group (XE) and 

the mean score obtained by the control group (XC) (XE ≠ XC) in Phase 2. 

Hypothesis 3: In the dimension “multicultural acceptance and cultural enrichment”, there is a 

significant difference between the mean score obtained by the experimental group and the 

mean score obtained by the control group (XE ≠ XC) (XE ≠ XC) in Phase 2. 

To contrast the hypotheses, we carried out an analysis of difference between means 

(means of control group versus experimental group) for the variables under study, by 

performing the t-Student test for independent samples. Before performing this test, we 

checked the normality distributions in both groups. Normality of the scores was tested using 

the Kolmogorov-Smirnov test. The level was set at 0.05 for all analyses. 
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4. Results: In-Class versus SL Interaction (Phase 2) 

To address the research hypotheses and examine whether students included in the 

experimental group (those using SL) obtained higher scores than those in the control one 

(those interacting in class), we analyzed the differences in the three hypotheses by conducting 

a Student’s t-test for two independent samples. According to the Levene test for equality of 

variances, the P-value associated with an F contrast statistic is higher than 0.05 for the three 

dimensions analyzed at a 0.05 level of significance and, therefore, we cannot reject the 

hypotheses of equal variances for such dimensions. Considering this, tables 2 and 3 show the 

results obtained for student’s t-tests. 

 
Hypothesis 1: In the dimension “interpersonal communication through English”, there is a 

significant difference between the mean score obtained by the experimental group and the 

mean score obtained by the control group (XE ≠ XC). 

We focused our analysis on students´ language interaction by analysing the transcripts 

during the role-playing activities, counting the total number of general concepts generated in 

the two environments, the turn-taking and the language used in both the SL and the FtF role-

playing activities.  

Table 2 shows that at a 0.05 level of significance the t-test does not support hypothesis 

1 (p>0.05), that is, there is no significant difference in the linguistic performance – language 

used to perform the interaction in the field of tourism between both groups. 

 
Table 2. Independent samples test 

 
Levene’s 
Test for 

Equality of 
Variances 

 
t-test for equality of means 

 

F Sig. t gl Sig. 
(bil) 

Mean 
Difference 

Std. Error 
Difference 

Equal 
variances 
assumed 

 
.521 

 
.473 

 
-.860 

 
60 

 
.393 

 
-.452 

 
.525 

 
 
HP1_Unit4_Phase2_Step4 

Equal 
variances 
not 
assumed 

   
-.860 

 
58.50 

 
.393 

 
-.452 

 
.525 

 
 

However, there are some differences in the mean values between both groups (6, 10 

versus 6, 55 in the case of the experimental group). In this sense, and even though the number 

of concepts generated by each group suggested no significant differences, most role-playing 

tasks in SL lasted longer than in FtF (9 versus 7 minutes respectively - students were asked to 
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complete 6-8 minutes activities). Likewise, we could observe that the participants from the 

experimental group took more conversational turns (engaged in more dynamic interaction) 

than those in the FtF class, but produced fewer numbers of words per turn than in the FtF 

interaction, although there were no significant differences in the total number of words 

produced in the two types of conversations. The results could be partly derived from the 

novelty and interest in computer-based training, the strategy that could have positively 

enhanced participation. There are also some students who tried and/or carried out phase 2 in 

SL, even when they had not completed some of the previous steps of phase 1 in class. The 

individualized learning of SL by which students can work at their own pace could have also 

promoted participation. Besides, the anonymity provided by SL may have helped reduce the 

fear to increase social interaction, promote uninhibited behaviour and enhance participation. 

 

Hypothesis 2: According to the t-test (Table 3), in the dimension “cultural awareness and 

diversity understanding”, there is a significant difference between the mean score obtained by 

the experimental group and the results obtained by the control group (p≤0.05). That is, results 

support hypothesis 2, meaning that the students who carried out phase 2 simulation tasks of 

unit 1 and 3 in SL (dealing with international guests at the front desk and making a guided 

tour to a multicultural group respectively) showed a higher awareness and better 

understanding of cultural diversity than those completing the role-play tasks in class. 

 
Table 3. Independent samples test 

 
Levene’s 
Test for 

Equality of 
Variances 

 
t-test for equality of means 

 

F Sig. t gl Sig. 
(bil) 

Mean 
Difference 

Std. Error 
Difference 

Equal 
variances 
assumed 

 
.034 

 
.854 

 
-1.997 

 
65 

 
.050 

 
-1.033 

 
.517 

 
 
HP2_Unit3_Phase2_Step4 

Equal 
variances 
not 
assumed 

   
-1.996 

 
63.47 

 
.050 

 
-1.033 

 
.518 

 
 

In this case, there exist significant differences in mean values between the two groups 

of students (6, 16 versus 7, 19, control and experimental group respectively). The results 

could imply that virtual environment interaction and cultural difference understanding were 

more productive than the ones occurring in-class, place in which all students shared the same 
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mother tongue and culture. SL activities offered opportunities for experiential learning within 

a more collaborative learning environment. Thus, the higher number of conversational turns 

led to pose more direct questions and reasoning about differences in timetable, hotel services 

preferences (room services, leisure centre, souvenirs, etc.), food and restaurants in town, main 

attractions and monuments to visit, among others. Besides, and in agreement with Kiesler’s 

seminal studies (1985: 81), Computer-Mediated Communication can decrease self-awareness 

and reduce concern about how other interlocutors will react and think. The effects of 

telecommunication media on communication play an important role in how people interact 

and the degree of social presence – i.e. quality or state of being there- among speakers (Short, 

Williams &Christie, 1976:65). 

 

Hypothesis 3: In the dimension “multicultural acceptance and cultural enrichment”, there is 

a noticeable difference between the mean score obtained by the experimental group and the 

results obtained by the control group. As evidenced by Table 4, the p value associated with a 

t-Student test is lower than 0.05 for this hypothesis, which means that results support the third 

hypothesis, that is, students who completed phase 2 simulation tasks of unit 2 and 4 in SL 

(planning a cultural event and developing a sustainable tourism project respectively) 

developed a better social relations and multicultural acceptance. 

 
Table 4. Independent samples test 

 
Levene’s 
Test for 

Equality of 
Variances 

 
t-test for equality of means 

 

F Sig. t gl Sig. 
(bil) 

Mean 
Difference 

Std. Error 
Difference 

Equal 
variances 
assumed 

 
.444 

 
.508 

 
-1.999 

 
64 

 
.050 

 
-1.021 

 
.511 

 
 
HP3_Unit4_Phase2_Step4 

Equal 
variances 
not 
assumed 

   
-2.007 

 
63.78 

 
.049 

 
-1.021 

 
.509 

 
 

In this sense, the results show that through interaction with people from other cultures, 

students showed a greater sense of respect and understanding, which are the basic pillars to 

thrive in an ever growing global world, shown by the possibility to discuss the premises to 

plan a multicultural event among members from different cultures (location, schedule, solving 

language barriers, food and beverages taboos, etc.) or the insights gained about the concept 
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sustainability (preserving the environment by avoiding the exploitation of natural and cultural 

resources). 

There also exist significant differences in mean values between both groups of 

students (6.06 versus 7.09 in the case of the experimental group, scores in a grading scale 

ranging from 0 to 10 points, with a minimum pass mark of 5 to achieve the minimum 

acceptance level of competence).  

In Table 5, we show the overall contrast of means between control and experimental 
groups. 

 
Table 5. Descriptive statistics: experimental group versus control group 

 
Descriptive statistics

 a
 

Control group 

 Means Standard deviation N 

HP1_ Unit 1_Phase1_Step3 6.42 2.248 31 

HP1_Unit1_Phase2_Step4 6.16 2.252 31 

HP1_Unit 2_Phase1_Step3 6.42 2.157 31 

HP1_Unit2_Phase2_Step4 6.10 2.300 31 

HP1_Unit 3_Phase1_Step3 6.42 2.233 31 

HP1_Unit3_Phase2_Step4 5.97 2.198 31 

HP1_Unit 4_Phase1_Step3 6.52 2.189 31 

HP1_Unit4_Phase2_Step4 6.10 2.226 31 

HP2_Unit1_Phase1_Step3 6.65 1.872 31 

HP2_Unit1_Phase2_Step4 6.26 2.113 31 

HP2_Unit3_Phase1_Step3 6.61 1.944 31 

HP2_Unit3_Phase2_Step4 6.16 2.115 31 

HP3_Unit2_Phase1_Step3 6.48 1.947 31 

HP3_Unit2_Phase2_Step4 6.19 2.167 31 

HP3_Unit4_Phase1_Step3 6.58 2.062 31 

HP3_Unit4_Phase2_Step4 6.06 1.999 31 

Experimental group 

 Means Standard deviation N 

HP1_Unit 1_Phase1_Step3 6.03 1.816 31 

HP1_Unit1_Phase2_Step4 6.32 1.833 31 

HP1_Unit 2_Phase1-Step3 6.68 1.759 31 

HP1_Unit2_Phase2_Step4 6.77 2.202 31 

HP1_Unit 3-Phase1_Step3 6.84 1.695 31 

HP1_Unit3_Phase2_Step4 6.39 1.606 31 

HP1_Unit 4_Phase1_Step3 6.77 2.028 31 

HP1_Unit4_Phase2_Step4 6.55 1.895 31 

HP2_Unit1_Phase1_Step3 6.87 1.628 31 

HP2_Unit1_Phase2_Step4 7.48 1.877 31 
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HP2_Unit3_Phase1_Step3 7.03 1.722 31 

HP2_Unit3_Phase2_Step4 7.68 1.833 31 

HP3_Unit2_Phase1_Step3 6.58 1.945 31 

HP3_Unit2_Phase2_Step4 7.10 1.814 31 

HP3_Unit4_Phase1_Step3 6.97 1.888 31 

HP3_Unit4_Phase2_Step4 7.55 1.786 31 

a. Case selection: V2 =  2 

 
The biggest difference is observed in the second hypothesis (HP2 - cultural awareness 

and diversity understanding), the dimension in which those interacting in SL got an average 

score that exceeds 1 point to the results obtained by those that completed the tasks in class. 

Similar results are observed in the third hypothesis (HP3 - multicultural acceptance and 

cultural enrichment); the statistical analysis also shows differences higher than 1 point 

between the experimental group and the control group.  

 The lower differences between the mean scores from both groups are obtained in the 

first dimension (the language used) with a difference of about a quarter of a point. Though the 

type of interaction differs, both activities show a similar degree of students’ language 

proficiency, contributing to their productions and understanding of key concepts.  

 
5. Discussion 

As demonstrated by the research, virtual worlds offer opportunities to communicate and 

negotiate meaning with other online inhabitants in a social and authentic context, which 

proves helpful, considering learners’ need to be exposed to and to produce the target language 

and culture through authentic outputs, mainly in contexts where students share the same 

language and cultural background. Said that, students interact with speakers with different 

first language and cultural backgrounds, providing solutions to a basic demand in language 

teaching and learning: access to authentic, rather than simplified, teaching materials and to 

real communicative situations. Intercultural and pragmatic aspects implicit in SL have helped 

foreign language learners become more culturally competent, since culture is embedded in 

specific communicative acts. Likewise, the potential to simulate real interactions has fulfilled 

our teaching expectations of promoting intercultural exchanges and addressing competences 

required for the hospitality students and professionals under study. These advantages have to 

do with social and intercultural interaction, the development of users’ experimentation and 

role-playing tasks in quasi-real environments. In this sense, SL opens up new grounds for 

interactive learning conditions by means of learning by doing and collaboration among 

multicultural groups. 
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In agreement with Molka-Danielsen (2009), it can be stated that effective teaching in 

SL should be based on careful task construction, proposals promoting constructivism, 

problem-based instruction, active and action learning, tandem and group work. Likewise, as 

stated by Deutschmann & Panichi (2009), teacher practices should follow a careful design 

process in virtual environments, taking into account thoughtful planning, learners’ profiles, 

affordances and technological limitations that may influence learning. 

As for the research hypotheses, the analysis of the mean values for the acquisition of 

language and cultural competences in both groups of students reveals that values obtained are 

slightly higher for the experimental group than those for the control one (XE ≠ XC), 

indicating that those students that had received SL experimentation did better than those who 

had completed similar role-play tasks in-class. The possibility to express their identity without 

fear to social feedback, the anonymity provided by avatars  and  the  multi-dimensional  

nature of the environment could motivate students to participate in phase 2. 

Bearing in mind Hypothesis 1, and although specific language outcomes between 

control and experimental groups may not be significant in this case, the mean score, produces 

a slight positive difference in students performing the phase 2 tasks in SL. Results also show 

that even though both environments seem equally suited for developing course tasks in 

English, the conversation and type of interaction can take different forms (more 

conversational turns in the SL role-playing activities, but with shorter contributions on each 

one).  

Applications which simulate real contexts and bridge gaps to bring nationalities and 

cultures together can be a potential cultural training for educational contexts as ours in which 

students share the same language and cultural background (Chen, 2016). In line with Zheng et 

al, 2005; Deutschmann & Panichi, 2009; Dell'Aria & Nocchi, 2010; Wigham & Chanier, 

2013; Wang, Deutschmann & Steinvall, 2013, SL proves its potential for the development of 

communicative competences, considering communication as a skill which involves much 

more than mastering the target language only, but interpreting meaning within a cultural 

context. In hypotheses 2 and 3 of our study, the mean of the two groups (control and 

experimental) awards a difference of 1 point to students who performed the task in SL, 

meaning a slight improvement of the experimental group in the intercultural related 

competences. 

As stated in Good, Howland & Thackray (2008) and Blasing (2010), SL opens new 

chances for professional training of ESP students as well; apart from eliminating geographical 

and time barriers, it allows the combination of language use and professional development 
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through authentic simulations and real users, important competences which must be 

considered when looking for a job in the hospitality sector. 

 
6. Concluding remarks 

SL facilitates student-like-avatars’ interaction among users and the world around them, 

affordances which include the facilitation of tasks that lead to enhanced spatial representation, 

and opportunities for experiential multicultural interaction within an environment where 

variables such as anxiety minimization, anonymity, motivation are key for successful 

language learning. Some of the most important barriers preventing students from using a 

foreign language effectively are related to inhibitions and fear of negative criticism. 

In the case of our study, the experience has proven to be rewarding due to its 

immersive reality, real-life scenarios and sense of co-presence, encouraging the development 

of English for Specific Purposes and the acquisition of intercultural communication and 

diversity awareness in a monolinguist and monocultural education setting.  

The experimental learning methodology followed in our research (Kolb, 1984), based 

on a cyclical process that results in active experimentation from previous phases of 

observation and reflection, can be applied to a great number of interactions in SL, in which 

learners can observe language and behavior and interiorize culture of other virtual word 

inhabitants.  

.  
 
References 

Alsagoff, L. (2012). Identity and the EIL learner. In L. Alsagoff, S. L. McKay, G.Hu, and W.A. Renandya 

(Eds.), Principles and Practices for Teaching English as an International Language (pp. 104-122). New 

York: Routledge. 

 Baum, T. (2012). Human resource management in tourism: a small island perspective. International Journal of 

Culture, Tourism and Hospitality Research, 6(2), 124-132.  

Blasing, M. T. (2010). Second language in Second Life: Exploring interaction, identity and pedagogical practice 

in a virtual world. SEEJ, 54(1), 96-117. 

Bueno Alastuey, M. C. (2011). Perceived benefits and drawbacks of synchronous voice-based computer-

mediated communication in the foreign language classroom. Computer Assisted Language Learning, 

24(5), 419-432. 

Bull, S., & Wasson, B. (2016). Competence visualisation: Making sense of data from 21 st-century technologies 

in language learning. ReCALL, 28(02), 147-165. 

Byram, M. (1997). Teaching and Assessing Intercultural Communicative Competence. Clevedon: Multilingual 

Matters. 

Canals, C. (2014). China y Rusia: los nuevos emergentes en emisión de turismo. Informe Mensual. La Caixa, 

379, 32-33. 



Teaching English with Technology, 18(2), 69-92, http://www.tewtjournal.org 88 

Canto, S., Jauregi, K., & van den Bergh, H. (2013). Integrating cross-cultural interaction through video-

communication and virtual worlds in foreign language teaching programs: Is there an added value? 

ReCALL, 25(1), 105-121. 

CEFR. Available in: http://www.coe.int/t/dg4/linguistic/cadre1_en.asp 

Cerezo, L., Baralt, M., Suh, B. R., & Leow, R. P. (2014). Does the medium really matter in L2 development? 

The validity of CALL research designs. Computer Assisted Language Learning, 27(4), 294-310. 

Chen, J. C. (2016). The crossroads of English language learners, task-based instruction, and 3D multi-user 

virtual learning in Second Life. Computers & Education, 102, 125-171.  

Dell'Aria, C. & Nocchi, S. (2010). Will Second Life help me survive in Italy? Proceedings of the ICT for 

Language Learning, 3rd, Florence, Italy, November, 2010. 

Dema, O. & Kramer, A. (2015). Teaching Culture in the 21st Century Language Classroom. 

DigitalCommons@University of Nebraska. 

Deutschmann, M., & Panichi, L. (2009). Talking into empty space? Signalling involvement in a virtual language 

classroom in Second Life. Language Awareness, 18(3), 310-328. 

Deutschmann, M., Panichi, L., & Molka-Danielsen, J. (2009). Designing oral participation in Second Life: A 

comparative study of two language proficiency courses. ReCALL, 21(2), 206-226. 

Deutschmann, M., & Panichi, L. (2009). Instructional design, teacher practice and learner autonomy. In J. 

Molka-Danielsen & M. Deutschmann (Eds.), Learning and Teaching in the Virtual World of Second 

Life (pp. 27-44). Trondheim: Tapir Academic Press. 

Doughty, C., & Long. M. (2003). Optimal psycholinguistic environments for distance foreign language learning. 

Language Learning & Technology, 7(3), 50-75. 

Edwards, P., Rico, M., Dominguez, E. & Agudo, J. E. (2010). Second language e-learning and professional 

training with Second Life.  In H. Hao Yang & S. Chi-Yin Yuen (Eds.), Collective Intelligence and 

Elearning 2.0: Implications of Web-Based Communities and Networking (pp. 207-227). Hershey: 

Information Science Reference. 

Baron, N. (2008). Always on: Language in an Online and Mobile World. Oxford: Oxford University Press.  

Ellis, R. (2003). Task-based Language Learning and Teaching. Oxford: Oxford University Press. 

Galloway, V. B. (1985). A design for the improvement of the teaching of culture in foreign language classrooms. 

ACTFL project proposal. 

Gardner, M., Gánem-Gutiérrez, A., Scott, J., Horan, B., & Callaghan, V. (2011). Immersive Education Spaces 

using Open Wonderland from Pedagogy through Practice. Multi-User Virtual Environments for the 

Classroom: Practical Approaches to Teaching in Virtual Worlds, 190-205. Retrieved February 27, 2015 

from http://dces.essex.ac.uk/staff/vic/papers/2011_IGI11%28ImmersiveEducationSpaces%29.pdf.  

Good, J., Howland, K., & Thackray, L. (2008). Problem-based learning spanning real and virtual words: A case 

study in Second Life. Research in Learning Technology, 16(3), 163-172. 

Grobelna, A. (2016). Intercultural challenges facing the hospitality industry. Implications for education and 

hospitality management. Journal of Intercultural Management, 7(3), 101-117. Retrieved 11 Nov. 2016, 

from doi:10.1515/joim-2015-0023.  

Hauck, M. (2010). Telecollaboration: At the interface between multimodal and intercultural communicative 

competence. In S. Guth & F. Helm (Eds.), Telecollaboration 2.0 (pp. 219-248). Bern: Peter Lang. 



Teaching English with Technology, 18(2), 69-92, http://www.tewtjournal.org 89 

Instituto Nacional de Estadística (Spanish Statistical Office): http://www.ine.es/ 

Iwasaki, I. (2014). Exploring Second Life for effective English as a Foreign Language and Culture Learning (竹 

中暉雄教授退任記念号). 桃山学院大学人間科学, (45), 205-220. 

Jauregi, K. & Canto, S. (2012). Enhancing meaningful oral interaction in Second Life. Procedia - Social and 

Behavioral Sciences, 3(4), 111-115. 

Jauregi, K., Canto, S., de Graaff, R., Koenraad, T., & Moonen, M. (2011). Verbal interaction in Second Life: 

Towards a pedagogic framework for task design. Computer Assisted Language Learning, 24(1), 77-101. 

Kolb, D. A. (1984). Experiential Learning: Experience as the Source of Learning and Development (Vol. 1). 

Englewood Cliffs, NJ: Prentice-Hall. 

Kramsch, C. (1994). Context and Culture in Language Teaching. Oxford: Oxford University Press. 

Kiesler, S., Siegel, J. & McGuire, T. W. (1984). Social psychological aspects of Computer-Mediated 

Communication. American Psychologist, 39(10), 1123-1134.  

Kyriacou, C. & Zhu, D. (2008). Shanghai pupil’s motivation towards learning English and the perceived 

influence of important others. Educational Studies, 34(2), 97-104. 

Levak, N., & Son, J. (2017). Facilitating second language learners’ listening comprehension with Second Life 

and Skype. ReCALL, 29(2), 200-218. doi:10.1017/S0958344016000215. 

Liou, H. C. (2012). The roles of Second Life in a college computer-assisted language learning (CALL) course in 

Taiwan, ROC. Computer Assisted Language Learning, 25(4), 365-382. 

Luka I., Vaidesvarans & S., Vinklere D. (2013) Educating tourism students for work in a multicultural 

environment. Journal of Teaching in Travel and Tourism, 13(1), 1-29. 

Melchor-Couto, S. (2017). Foreign language anxiety levels in Second Life oral interaction. ReCALL, 29(1), 99-

119. doi:10.1017/S0958344016000185 

Menike, H. & Pathmalatha, K. (2015). Developing foreign language competencies of tourism industry oriented 

undergraduates in Sri Lanka. Tourism, Leisure and Global Change, 2(1), 74-87. 

Moore, S., May, D., & Wold, K. (2012). Developing cultural competency in engineering through transnational 

distance learning. Transnational Distance Learning and Building New Markets for Universities, 210-

228. 

Müller-Jacquier, B. (2000). Linguistic awareness of cultures: Principles of a training module. In J. Bolten (Ed.), 

Studien zur internationalen Unternehmenskommunikation (pp. 20-49). Leipzig: Popp. 

Nocchi, S. (2012) . Come si fa? can virtual worlds help us to promote intercultural awareness In The Call 

Triangle: Student, Teachers and Institution: Proceedings of Eurocall 2011, University of Nottingham, 

2011. 

Ntukula, A. (2013) Diversity in the Workplace: Managing a Culturally Diverse Workforce in the Irish 

Hospitality Sector. Masters thesis, Dublin, National College of Ireland. 

Omaggio, A. C. (1986). Teaching Language in Context: Proficiency-Oriented Instruction. Boston: Heinle & 

Heinle. 

Panichi, L., & Deutschmann, M. (2012). Language learning in virtual worlds: Research issues and methods. In 

Dooly, M. and O’Dowd, R. (Eds.), Researching Online Foreign Language Interaction and Exchange: 

Theories, Methods and Challenges (pp. 205–232). Bern: Peter Lang. 



Teaching English with Technology, 18(2), 69-92, http://www.tewtjournal.org 90 

Peterson, M. (2011). Towards a research agenda for the use of three-dimensional virtual worlds in language 

learning. CALICO Journal, 29(1), 67-80. 

Peterson, M. (2012). EFL learner collaborative interaction in Second Life. ReCALL, 24(1), 20-39.  

Peterson, E., & Coltrane, B. (2003). Culture in second language teaching. Retrieved from 

http://www.cal.org/resources/digest/0309peterson.html.  

Sadler, R. (2012). Virtual Worlds for Language Learning: From Theory to Practice, New York, NY: Peter Lang. 

Shohamy, E. (2007). Language Policy: Hidden Agendas and New Approaches. New York: Routledge. 

Siegel, S., (2010). Gaining cultural intelligence through Second Life learning interventions. The International  

Conference on E-Learning in the Workplace 2010, www.icelw.org.  

Short, J., Williams, E., & Christie, B. (1976). The Social Psychology of Telecommunications. London: John 

Wiley & Sons.  

Thorne, S. L. (2008). Transcultural communication in open internet environments and massively multiplayer 

online games. In S. Sieloff Magnan (Ed.) Mediating Discourse Online (pp. 305-327). Amsterdam: John 

Benjamins. 

Thorne, S. L., Black, R. W., & Sykes, J. (2009). Second language use, socialization, and learning in internet 

interest communities and online games. Modern Language Journal, 93, 802-821. 

Van Lier, L. (2002). An ecological-semiotic perspective on language and linguistics. In C. Kramsch (Ed.), 

Language Acquisition and Language Socialization: Ecological Perspectives (pp. 140-164). London: 

Continuum. 

Wang, A., Deutschmann, M. & Steinvall, A. (2013). Towards a model for mapping participation: Exploring 

factors affecting participation in a telecollaborative learning scenario in Second Life. The JALT CALL 

Journal, 9(1), 3-22. 

Wang, A. (2015) Facilitating participation: teacher roles in a multiuser virtual learning environment. Language 

Learning & Technology, 19(2), 156-176.  

Ware, P., & O’Dowd, R. (2008). Peer feedback on language form in telecollaboration. Language Learning & 

Technology, 12(1), 43-63. 

Westhoff, G. (2004). The art of playing a pinball machine: Characteristics of effective SLA tasks. Babylonia, 

12(3), 58-62. 

Wigham, C. R. & Chanier, T. (2013). A study of verbal and nonverbal communication in Second Life: The 

ARCHI21 experience. ReCALL, 25(1), 63-84. 

Wigham, C. R. & Chanier, T. (2015). Interactions between text chat and audio modalities for L2 communication 

and feedback in the synthetic world Second Life. Computer Assisted Language Learning, 28(3), 1-30. 

Doi:10.1080/09588221.2013.851702 

Zheng, D. & Newgarden, K. (2012). Rethinking language learning: Virtual worlds as a catalyst for change. 

International Journal of Learning and Media, 3(2), 13-36. Available at https://dmlcentral.net/wp-

content/uploads/files/2.pdf.  

 
 
 
 
 



Teaching English with Technology, 18(2), 69-92, http://www.tewtjournal.org 91 

Appendix 1. Warming-up Questionnaire 
 

Warm-up questions to make students familiarize with the topic before each unit. The items include: 
1. Introduction (personal information, previous experience with people from different cultures). 
2. Mention behavior and attitudes which could help us enhance intercultural communication. 
3. What do you understand by cultural diversity and diversity understanding? 
4. Give examples of multicultural acceptance. 
5. In what sense could intercultural knowledge be enriched? 
------------------------------------------------------------------------------------------------------------------------- 
 

Appendix 2. Evaluation Sheet 
 
Set of criteria to analyze texts and audio-visual material. Analyzing the language and functions and culture 
dimensions from 1 (totally disagree) to 5 (totally agree). 

  
(1) Language and functions in-class analysis (phase 1) 
 
(2) Cultural Dimensions in class analysis (phase 1) 
 
Intercultural awareness  
Tick the aspects appearing on the material which may allow us to understand communication among different 
cultures. 
• Body Language     1 2 3 4 5 
• Customs/Traditions    1 2 3 4 5 
• Compliments     1 2 3 4 5 
• Habits (food, drinks...)    1 2 3 4 5 
• Timetable (punctuality)    1 2 3 4 5 
• Table manners     1 2 3 4 5 
• Gestures (smile, etc.)    1 2 3 4 5 
 
Diversity Understanding 
• Speaking other languages    1 2 3 4 5 
• Understanding other cultures   1 2 3 4 5 
• Tick ways to understand diversity  
• Observing behavior and body language  1 2 3 4 5 
• Appreciating differences    1 2 3 4 5 
• Respecting individuals (avoid stereotypes)  1 2 3 4 5 
• Being  calm, patient, tolerant, respectful  1 2 3 4 5 
 
Multicultural acceptance and Enrichment 
o Treating people equally across  cultures  1 2 3 4 5 
o Not discriminating race, sex,  religion …  1 2 3 4 5 
o Being   sensitive   to situation    and  people 1 2 3 4 5 
o Giving people equal  opportunities   1 2 3 4 5 
o Travelling     1 2 3 4 5 
o Studying/working in a multicultural context  1 2 3 4 5 
o Indirect sources (Reading, movies...)  1 2 3 4 5 
---------------------------------------------------------------------------------------------------------------------- 
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Appendix 3. Phase 2. Tasks. In-Class- SL activities 
 
PRACTICE ACTIVITIES (PHASE 2) 
 In class In SL 
 
Hotel receptionist 

Roleplay: dealing with guests from 
different nationalities at the front 
desk 

Gexcall site in AvalonLearning: 
dealing with Chinese, Arabic and 
African clients at the front desk 

 
Event planner 

Planning a cultural event on 
Mediterranean diet 

New York island: planning a 
cultural event on Mediterranean 
diet for American citizens 

 
Tourist guide 

Roleplay: making a tour to a 
multicultural group 

Kamimo Island: making a tour to 
LanguageLab* students 

 
Tourism consultant 

Choosing a destination and 
developing a sustainable tourism 
project taking into account national 
guidelines 

Visiting VIRTLANTIS: 
developing a sustainable tourism 
projects with LanguageLab 
students and other visiting avatars 

 
* A group was created for Hospitality and tourism, joining students from Europe, the USA, Turkey, China and 
Japan. 
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Abstract 

The present study investigated the effectiveness of the Glogster and cooperative learning as 

differentiation models of English as a second/foreign language (ESL/EFL) and Science 

projects. The study employed a mixed method study design whereby questionnaire and open-

ended interview were incorporated to elicit the required data. Eighteen teachers along with 

eighteen intact classes (n=374) of grade 8 learners of English as a foreign language were 

randomly assigned to control and experimental conditions. The researchers collected open-

ended data with the intent of understanding the meaning Science and English teachers have 

constructed and how they perceived differentiated instruction upon using the Glogster and 

cooperative learning in conducting and presenting projects. The findings proved that utilizing 

Glogster and cooperative learning as multifeatured model could improve students’ English 

and Science projects and enhance Science and English language teachers’ perceptions of 

differentiated instruction.  

Keywords: Active learning; cooperative learning; differentiated instruction; Glogster; ICT 

 

 

1. Introduction  

The Ministry of Education and Higher Education in Lebanon set the framework of Lebanon’s 

Education Reform Strategy and Action Plan (LERSAP) in 2011 with the integration of ICT as 

the main vehicle which could provide learners with the dispositions, competencies, and skills 

to succeed in digital world (Awada & Diab, 2016). The LERSAP stipulated that curriculum 

reform should be achieved to build up a human capital characterized by creative and cognitive 

skills. The LERSAP mainstreamed for the technical infrastructure, content-based curriculum, 

instruction and assessment that could form educational reform set by the Ministry of 

Education and Higher Education (MEHE). The educational reform and the digital age 

initiation were launched in 2011 to meet the educational policies implemented worldwide and 
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would help teachers meet the standards and equip them with professional development needed 

to ensure that the teachers could mirror the success of the vision outlined in the LERSAP. The 

study is premised on the proposition that ESL/EFL and science skills are vital for 

communicative and academic functions, which creates a need for differentiating projects by 

form and process using Information Communication Technology (ICT) models and 

cooperative learning strategies. The setting and the context of the present study necessitated 

the investigation of an innovative differentiated instruction model that could bridge the 

disparity between the Lebanese curriculum and the poor textbook activities that aren’t tailored 

to serve the needs of students with different learning profiles, readiness, and interests. 

Differentiated instructional approach improves achievement and makes students 

engaged in deep thinking. It enables teachers to provide the different needed learning 

environments to the students of varied learning profiles and interests and makes them 

involved in meaningful, motivating tasks (Tomlinson and McTighe, 2006; Bailey and 

Williams-Black, 2008). Tomlinson and Imbeau (2012) also found that when teachers took the 

time to differentiate instruction, achievement increased as the assignments were tiered to meet 

the instructional levels of each student. As such, differentiated instruction (DI) might be 

defined as an effective strategy to meet the needs of diverse learners. Differentiation involves 

having multiple ways to structure a task so that each student is provided with an opportunity 

to perform at an acceptable level of difficulty (Woolley,2008). Differentiated instruction 

promotes the various types of cognitive domain lower-order and higher-order critical thinking 

skills. Teachers teaching students with low socioeconomic status incline to employ a more 

traditional approach to teaching than teachers working with students of high socioeconomic 

status (Block, Paris, Reed, Whiteley, and Cleveland, 2009; Woolley, 2008). Traditional 

teaching has been limited to a small set of skills in which teachers raise questions, give 

instructions, assign homework, control seatwork, appraise assignments, administer tests, 

assign and review homework, resolve disputes, punish nonconformity, grade papers, and give 

grades (Haberman,1995). 

Cooperative learning also results in higher achievement at several grade levels and in 

diverse Subject matters than the traditional whole-class teaching (Johnson and Johnson, 1985; 

Johnson and Johnson, 1995; Slavin, 1991). Cooperative learning improves peer interaction, 

increases motivation, and changes perceptions of learning, school, and subject (Johnson and 

Johnson, 2002; Sharan, 1980; Slavin, 1991, 1995). Furthermore, cooperative learning 

activities improve achievement scores (Slavin, 1991, 1995; Sharan & Shaulov, 1990). Group 

Investigation, a cooperative learning method and a flexible learning strategy, can provide 
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students with various inquiry experiences whereby the classroom turns into an “inquiring 

community” and each student is an investigator who organizes inquiry with the class’s 

general topic investigation (Kagan,1985; Sharan & Sharan, 1994).  

With the structure and features of Glogster, students experience intrinsic motivation to 

pursue their project. The Glogster tool encourages students to collect information and to 

present their findings (McCoy, 2014). Technology seems to improve the students’ perceptions 

of project presentations and teachers’ perceptions of differentiated projects (Cutter, 2015). As 

such, the Glogster model facilitates student-centered learning whereby the teacher employs 

minimal whole class instruction to present the general topic of investigation and to provide 

guidelines to help students carry out their investigations. The Glogster model seems to be an 

appropriate teaching strategy to differentiate the content, process, and product of the oral 

presentations of students who employ the model to conduct their projects as well. 

Consequently, the purpose of the present study is to investigate the relative 

effectiveness of Glogster and cooperative learning as differentiation models of EFL and 

Science projects in comparison with regular instructional practices that are based on the 

pedagogical implications of the 1997 Lebanese curriculum which doesn’t emphasize 

differentiation as a means to increase achievement. Another purpose is to investigate the 

effectiveness of the Glogster and cooperative learning as form and process differentiation 

models in improving the perceptions of Science and English teachers of employing 

differentiated instruction in their classrooms at 8 public schools in Lebanon. A basic 

assumption behind the study is that independent research into the relative effectiveness of the 

Glogster and cooperative learning as form and process differentiation models in EFL and 

Science contexts is presently scanty or non-existent. 

 The purpose of this qualitative case study was to investigate the effectiveness of 

Glogster and cooperative learning models as a multi-featured strategy in improving the 

perceptions of Science and English teachers of EFL eighth graders of differentiated 

instruction implemented in conducting and presenting projects at 5 low performing public 

schools located in Beirut, the capital of Lebanon. This purpose of the study is to investigate 

the effectiveness of the Glogster and cooperative learning in increasing students’ achievement 

and helping teachers to differentiate and scaffold instruction successfully. 

 Specifically, the present study addressed the following questions: 

1. Is Glogster and cooperative learning differentiated instruction more effective than 

regular EFL instruction in improving science and English projects of EFL eighth 

graders? 
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2. Is Glogster and cooperative learning differentiated instruction effective in improving 

Science teachers’ and English teachers’ perceptions of differentiated instruction at 

public schools?  

 

2. Theoretical framework 

The theoretical underpinnings of the study relate to Vygotsky’s (1978) zone of proximal 

development theory (ZPD) and Tomlinson’s theory of differentiated instruction (Tomlinson, 

2008). ZPD suggests that when a difficult task is assigned to students, frustration takes place 

and there is no learning, and when the assigned task is too easy for students, the brain won’t 

be challenged; thus, learning won’t take place as well. The ZPD is the difference between the 

learner’s ability to solve problems alone and the potential that a learner might attain with the 

help of a teacher or a more knowledgeable peer in a good learning environment. The teacher 

must provide students with mediation or scaffolds beyond independent learning yet within 

their zone of proximal development (Gredler, 2012).The scaffolds are directly linked to the 

individual personal needs. In scaffolding, the task itself remains the same, yet the level of 

assistance provided to the learner changes. Assessment in the ZPD should align with the 

student’s cognitive awareness and potential to analyze, synthesize and compare and concepts 

(Gredler, 2012).  

 Differentiated Instruction forms another framework of the present study. 

Differentiated instruction should meet the needs of all learners. Tomlinson (2008) indicates 

that students increase and build knowledge and then employ the new skills to build even more 

skills. As such, the teachers must address four definite elements: students, learning 

environment, content, and instruction. Should any of the four elements be ignored, the quality 

of learning will be diminished (Tomlinson, 2008). Differentiation includes instructional tiered 

assignments, cooperative learning, jigsaw activities, interest centers and group investigations 

(Tomlinson and McTighe, 2006). The effective classroom instruction demands having the 

teachers design the curriculum which should promote student understanding and skills to be 

learned while meeting the benchmark and standards required (Dean, Stone, Hubbell, and 

Pitler, 2012). Therefore, the use of differentiation in the classroom makes teachers able to 

bridge the achievement gap (Tomlinson, 2008). Teachers should implement several 

instructional tiered assignments as they differentiate the product and enable students to choose 

different products to reflect the learned content (Palinscar, 2012). Tiered instruction improves 

academic achievement of learners at all grade levels in all subjects. By employing the flexible 
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grouping model, teachers can use a variety of grouping patterns to improve student learning 

(Optiz, 1999).  

The integration of technology into the classroom improves differentiation and 

enhances learning (Cutter,2015). Glogster, a Web 2.0 tool used to create a glog which is an 

interactive platform in which users create an online poster containing text, video, images, and 

graphics, can be used easily by students of different ages and learning profiles. Glogster has 

16 key features which provide diverse ways of collaboration (Jensen & Tunon, 2012). It 

strengthens the students’ inquiry skills, communication opportunities, and curriculum 

awareness of academic tasks. When used effectively, the Glogster model reinforces a great 

sense of collaboration among the small groups and in the whole class (McCoy, 2014). The use 

of the Glogster tool enhances motivation and collaboration among learners (Martinez-Alba et 

al., 2014). Educators can use Glogster to engage distance students to collaborate with other 

students to create and present their project. The Glogster project could be successfully 

implemented in two Mathematics classes in a middle school, and students created their glogs 

after they had determined the content and created the design; students reported that they 

tremendously enjoyed the collaboration, multimedia, colors and videos. Significant 

effectiveness of Glogster was reported in achieving learning outcomes and improved 

perceptions of learning were observed (McCoy, 2014). 

 

3. The study 

 

3.1. Aims and design 

The study employed a mixed-method design whereby the data including interviews and a 

survey were collected. A questionnaire was used to measure the teachers’ perceptions of 

Glogster and cooperative learning differentiated instruction models. The group members 

divided the labor among one another and then they met to collect and integrate all the distinct 

parts together to answer the questions raised. Each group reflected on the aspect they have 

overseen and used Glogster and cooperative learning differentiated instruction to report to 

class the summary of their inquiry process. Furthermore, each group learned about the other 

aspects discussed by the remaining groups in the class. As such, the whole class acted in turn 

as one group.  

 The subjects were 18 teachers teaching Science and English language Subjects trained 

in Glogster, cooperative learning, Information Communication Technology (ICT) tools and 

differentiated instruction at the beginning of the study, and 374 students of low 
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socioeconomic status in fourteen intact classes in 8 public schools were employed. 83 

students were enrolled in 4 classrooms which formed the population of the control group, 

whereas the experimental group consisted of 293 students enrolled in 14 classrooms.  

  The experimental group consisted of fourteen teachers, seven Science and seven 

English teachers, along with fourteen classes (n =293) of grade 8 learners of English as a 

foreign language. On the other hand, the control group consisted of four teachers, 2 Science 

and 2 English, who were randomly assigned to control and experimental conditions. The 

control group teachers were teaching 4 classes consisting of 83 students. Two projects were 

used as pre-test and post-test measures of oral presentation achievement. The pretest project 

was based on a regular project whereas the posttest project was based on the Glogster model 

whereby the presentation was tiered and students were given the choice to choose the form of 

the product they want. Different forms such as the Movie Maker video, PowerPoint, report, 

and simple research findings were added to the Glogs of the students to present the final 

product of the conducted research in the experimental group whereas students in the control 

group were asked to present their final product using one format following the regular 

research guidelines.  

 The study used interviews to investigate how the teachers approach Glogster and 

cooperative learning differentiated instruction implementation, the obstacles they face in its 

implementation, and the potential essentials in the pedagogy that teachers identify in their 

teaching. Each interview consisted of seven open-ended questions. The study also employed a 

survey that consisted of 4 open-ended questions and 3 closed-ended ones. A semi-structured 

interview was used to measure how Glogster affected teachers’ perceptions of differentiated 

instruction using Glogster and cooperative learning differentiated instruction which might 

increase collaboration among students.  

 

3.2. Participants and study context 

This study was conducted at eight public schools in Beirut city. Eighteen teachers along with 

Eighteen intact classes (n =374) of grade 8 learners of English as a foreign language were 

randomly assigned to control and experimental conditions. Seven science and seven English 

teachers along with their respective classes formed the experimental population whereas two 

science and two English teachers along with their respective classes formed the control group. 

The student population was approximately 4231 students, 81 % of whom are Lebanese and 

19% are Syrians. The schools run on a September-to-June calendar and serve grades 7 

through 12. A sample of 374 EFL learners enrolled in 18 sections of grade 8 was randomly 
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assigned to control and experimental conditions. As such, the study sample included learners 

from low socioeconomic families and were all native speakers of Arabic. Four classes were 

randomly assigned as the control group and the remaining fourteen as the experimental group. 

The daily communication and the social interaction were in Arabic, so the study sample had 

limited exposure to English which was used as the medium of instruction in English and 

Science, including chemistry, biology, physics, and mathematics. English is given in the 

context of the study as a foreign language to be learned for academic purposes. 

The experimental group received differentiated instruction using the Glogster model, 

tired assignments, flexible grouping, and scaffolding strategies whereas participants in the 

control group were given the regular research skills instruction. All the participants received 

the treatment for a period of 8 weeks at the rate of 6 hours per week in accordance with the 

Lebanese curriculum requirements. The age of the participants ranged from 13- 15 years. 

  

3.3. Treatment  

The treatment lasted for eight weeks at the rate of six contact hours of differentiated 

instruction per week. The study participants of the control group were given regular research 

project and regular oral presentation instruction followed by the use of the respective rubric to 

evaluate the product whereas the experimental group participants received the differentiated 

instruction employing Glogster and cooperative learning. Specifically, Glogster and 

cooperative learning differentiated instruction consisted of a range of activities which were 

used to inquire and investigate about the assigned aspect of the same topic. The students 

worked in groups of four or five to create an online interactive poster of an assigned Science 

or English topic. Examples of the activities used in the control group include the regular, 

individual topic brainstorming carried out by all students, whereas students in the 

experimental group could use different resources to present their findings using different Glog 

formats.  

 A differentiated instruction employing Glogster and cooperative learning 

differentiated instruction was implemented during eight weeks following three workshops 

given to the participating teachers and aiming to provide training in the implementation of 

cooperative learning approach, Glogster model and differentiated instruction. The training in 

cooperative learning approach included activities, structures, and methods. The workshops 

provided the teachers with examples related to the use of Jigsaw I, Group Investigation, 

Student Team Achievement Division (STAD), Numbered Heads Together, Think Pair and 

Share, Think Pair and Square, Windows Live Movie Maker, PowerPoint presentation, Wiki 
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and WebQuest. The third training workshop was on differentiated instruction covering the 

strategies for differentiating by content, process, and product. Furthermore, the workshops 

included active and cooperative learning strategies that can help the teachers to employ tiered 

assignments, flexible grouping and scaffolding that can meet students’ learning profiles, 

interest, and readiness. The researchers provided the participating teachers with different 

rubrics and assessment strategies to enable them to allow their students to present the product 

reflecting their investigation and inquiry on the aspect assigned to each small group. For 

example, the researchers gave training in the use of different tools such as creation of 

Windows Live Movie Maker (WLMM), PowerPoint presentation, Wiki and WebQuest. 

Students’ projects, which had been produced during the treatment duration, were analyzed to 

reveal their achievement and reflections concerning the Glogster model which enabled 

students to cooperate and use the WLMM videos, text, audio, and images they prepared. The 

teachers were asked to report students’ perceptions of how the Glogster and cooperative 

learning differentiated instruction changed the ways student learned in the classrooms (See 

Figures1, 2, 3, 4, 5, 6).  

 

 

 
Figure 1. Samples of Language Arts and Health and Fitness Glogs 
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Figure 2. Search for Science project sample on Keeping Healthy 

 

 

 

 
Figure 3. Search in Glogpedia for samples on Travelling around Lebanon 

 

 

 
Figure 4. Sample of Glog on Travelling around created by the researcher 
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Figure 5. Sample of the videos uploaded to the Glog 

 

 
Figure 6. Sample of the graphics used by the Science students 

 

 Meanwhile, instruction in the experimental group focused on carrying out the stages 

of Glogster and guiding the learners to inquire about one aspect of the general topic. Stage I 

of the Glogster and cooperative learning differentiated instruction required having the 

teachers present a many-sided problem to the whole class. The teachers used the themes 

included in the class textbook as a basis for the many-sided problem. Students were instructed 

to use a variety of resource materials such as WebQuests, books, pictures and authentic 

materials to carry out their inquiry quest. Students were asked to generate questions related to 

the general problem. Then the questions raised by students were converted into subtopics 

which would be investigated in small groups. Afterwards, the students chose to be members 

in the small groups that would investigate the subtopic in which they are interested. Glogster 

allowed students to present their individual research plan of the inquiry process. The members 

of the small groups chose questions from the generated questions by the class, and they added 

some more questions for their investigations. Group members set the resources and divided 

the tasks among each other. Students carried out their plan, collected information from 

different sources, and reported findings to their group members. Afterwards, students 
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analyzed and synthesized their findings to create the glogs that would be used to present and 

reflect on their findings. Stage 4 allowed students to plan their presentations whereby the 

groups determined the findings they wanted to share with the class along with the manner and 

the glog formats of presenting them. The presentations of the experimental group took 

different forms, and they were all differentiated by content and product. Glogster allowed 

students to make their presentations and each group presented one aspect of the general topic 

that they had investigated. Then teachers and students evaluated the projects using the rubric 

adopted or designed by the experimental group teachers. The evaluation of the oral 

presentations took into account the creativity reflected in the final glog product of the group 

and the content the students gained during the course of the inquiry and investigation process. 

Both the experimental and control group English teachers worked on unit 7 from the 

national textbook, titled “Traveling Abroad”. The performance objectives of the unit were as 

follows: 

  Students should be able to: 

- Predict content of the text 

- Seek and provide information about the thematic focus 

- Make a sentence outline 

- Comprehend printed discourse using text-related clues 

- Demonstrate factual and critical understanding of a varied audio-input 

- Reinforce the use of context clues which help decode unfamiliar lexis 

- Order a series of events 

 

Teaching Procedures for the control group 

Pre-Entry Performance:  

o Teacher introduced the unit by asking learners to examine the pictures on Page 127 

and discuss them for a few minutes. Teacher elicited from learners as many 

vocabulary items as possible that deal with the thematic focus “Traveling Abroad.”  

o Teacher recorded the related vocabulary terms on the board and asked learners to copy 

them in their copybooks. Teacher then initiated a short discussion on why people 

traveled abroad. 

o Teacher then read the introductory paragraph aloud and explained any unfamiliar 

terms to the learners. Learners then took turns to comment on what they have heard. 

Opening: 
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Teacher asked learners to answer the questions in Activity 1, P: 128 orally.  

- What means of transportation are used in traveling? Which one is the fastest? 

- Have you traveled abroad? Where? By what means? 

- Have you ever been in an airplane? What facilities can you find in an airport? 

 All learners should participate in the oral communication.  

Instruction / Participation: 

• Teacher asked learners to read the selection “A New Terminal Opens in Prague 

Airport” to conduct a project on travelling by choosing a beautiful place and present 

things pertinent to the touristic sites, economic situation, industry and the special 

aspects they chose to present. 

• Teachers referred students to different sources and kept checking and monitoring 

learners’ progress. The experimental group teachers added the Glogster mediation and 

instruction and asked students to conduct and present their projects using the Glogster 

tool.  

 

 As for the science teachers of the experimental and control groups, they worked on 

unit 3 from the national textbook, titled “ Immune System”. The performance objectives of 

the unit were as follows: 

  Students should be able to: 

- Discuss issues in subject area 

- Demonstrate critical and factual understanding of a text 

- Comprehend printed discourse using text-related clues 

- Reinforce context clues which help decode unfamiliar lexis 

- Identify causative verbs and their proper function and usage 

 

Teaching Procedures 

Opening: 

The control group teachers asked learners to work in groups of 4 to look at the pictures on 

Page 66 and answer the questions in Activity 1, P: 66. 

Instruction / Participation: 

Teachers asked learners to read the selection and find the words in the word-bank in the 

selection and guess the meaning of the words by using context clues. Learners explained the 

rationale for their guesses. As a class, learners worked in groups to conduct and present a 
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project on how exercise helped people look and feel shipshape, strengthened heart, gave 

energy, helped people sleep, made muscles stronger and more flexible, burned fat, and built 

self-confidence. 

 The experimental group teachers added the Glogster and cooperative learning 

mediation and instruction and asked students to conduct and present their projects using the 

Glogster tool. The teachers of the experimental group acted as the facilitators of the Glogster 

model. As such, the teachers’ role was limited to being the planners who helped students 

move throughout the stages of the Glogster and cooperative learning differentiated 

instruction.  

 

3.4. Data analysis  

Open-ended interviews with Science and English teachers and a questionnaire were employed 

to collect data. As such, data collection for this study consisted primarily of interviews with 

the 14 teachers of the 14 grade 8 classes. The analysis of the collected and triangulated data 

yielded the findings of the study. The researchers contacted all potential participants by email 

and personal telephone to arrange the time to conduct the 3 training workshops in cooperative 

learning, Glogster model and differentiated instruction. Each interview lasted for about 20-25 

minutes and was conducted at teachers’ schools or over the telephone. The final source of 

evidence for this study was the collection and review of documents relating to lesson plans, 

testing reports, as well as documents pertaining to the objectives of the Lebanese curriculum 

and the eighth graders’ English and Science textbooks at the school to be able to suggest the 

topics and the activities to be conducted in the experimental eighth graders’ classrooms. The 

individual interviews were conducted prior to the implementation of the treatment, and they 

were audio-taped and consisted of 6 questions including follow-up probes to yield more 

information. The researchers employed triangulation to ensure the validity in the study. After 

the implementation of the treatment, a questionnaire was created using Google Drive and sent 

to the participants to fill out to ensure obtaining the data from multiple sources. Results from 

interviews, member checking analysis of written grade 8 curriculum and textbook assisted in 

addressing the research questions.  

The treatment conditions entailed the integration of the Glogster and cooperative 

learning differentiated instruction given to the experimental group class whereas participants 

in the control group were given regular research instruction. Descriptive statistics were 

computed for the experimental and control group on the pre-test and post-test research 

achievement scores. This study was also designed to describe the experiences of Science and 
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English teachers in grade 8. The researchers applied member checking to ensure the validity 

of the data analysis. As such, the data along with the analyses were taken back to the 

participants to check if the interpretations were accurate.  

 

3.5. Results and findings 

The study addressed the following questions: 

1. Is Glogster and cooperative learning differentiated instruction more effective than 

regular EFL instruction in improving English teachers’ perceptions of differentiated 

instruction at public schools? 

2. Is Glogster and cooperative learning differentiated instruction effective in improving 

English teachers’ perceptions of differentiated instruction at public schools?  

 The comparison between the data elicited from the conducted survey that was filled 

out after the implementation of Glogster and cooperative learning differentiated instruction 

and interview that was conducted prior to the implementation of the treatment indicated 

significant positive change in the perceptions of both science and English teachers. 

 

3.5.1. Interview  

The interview consisted of 6 open-ended questions, and it was conducted before the 

implementation of the treatment and immediately after receiving the workshops on 

cooperative learning, differentiated instruction, and Glogster use. 7 Science and 7 English 

Language teachers participated in the study. 

 

1. Question 1: Please mention the subject you teach and share examples of the ways you 

differentiate instruction in classes for struggling students. 

Four Science teachers asserted the importance of cooperative learning and ICT-based 

activities. Two science teachers mentioned that cooperative learning activities help them to 

support the struggling students. Similarly, four science teachers mentioned that group work, 

video maker, hands on activities are useful while two teachers asserted the importance of 

using tiered assignments, scaffolding and flexible grouping. One teacher asserted the 

importance of extra sheets. Some teachers’ responses were as shown below: “I teach 

Chemistry and I usually give extra sheets to the struggling students. “Another teacher added, 

“I teach science .... I use different ways to explain the lesson; pictures, audio, videos, flash 

cards.” 
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On the other hand, three English teachers asserted the importance of using visual aids, 

auditory aids, hands-on activities, and different activities that meet all students’ needs. One 

teacher added simplifying the answer for the child as shown in the following: “I teach 

English. For struggling students, I read the question instead of inviting them to read, then I 

break the question into smaller steps.” Another teacher added, “I might give extra sheets or 

special homework. I might also explain step by step or ask the students to explain themselves. 

Assessment to previous knowledge is also effective.” 

 

2. Question 2: What difficulties or obstacles do you face in differentiating instruction for your 

struggling students?  

Six science teachers asserted the need for much time and effort for planning and preparations. 

One teacher added, “Concentration span of some students is short and organizing my time to 

meet the requirements of the curriculum are obstacles in differentiating instruction.” Another 

said, “Sometimes the subject is highly demanding and limited,”, while the third added, “It 

needs time and more effort along with more space and time.” According to the fourth one, “A 

lot of time and many obstacles to tier assignments, for I teach mathematics." 

Virtually all English language teachers asserted that time, number of students and the many 

curriculum requirements to cover form a main obstacle in differentiating instruction. As one 

teacher added, “ADHD and the lack of attention in my classes are prevalent.” For another 

teacher, “Sometimes, I feel that I have no time to accommodate everyone's needs.” A third 

teacher added, “The discouragement of these students as some think that it's impossible to 

improve. The main problem is to find activities that meet the needs of all the students.”  

 

3. Question 3: What do you think would help you better meet the needs of your struggling 

students?  

Three science teachers asserted that active and cooperative learning activities along with 

allocating more time to the subject will help. According to one teacher, “Variety of activities 

and using different methods of teaching that could save time in class will help.” For another 

one, “More time and space are needed. I usually put them in groups with other learners.” A 

third teacher added, “We need more time and in my opinion those students need individual 

help from the teachers and different kinds of assessments that other students have. “ 

Three English teachers asserted that active and cooperative learning activities along with 

allocating more time to the subject will help. One teacher added, “I think a flexible pacing 

schedule and curriculum whereby it is the teacher’s decision to manage when to move on and 



Teaching English with Technology, 18(2), 93-114, http://www.tewtjournal.org 108 

when to slow down to meet her Students' needs is what is needed.” A second teacher added, 

“Setting certain methods for help and assessing students will always help the teacher 

determine the progress of the students in class and determine how to help them. For the third 

one, “More cooperative learning activities and fewer students should be placed in one class.” 

 

4. Question 4: What assistance have you had in your school in differentiating instruction that 

you found beneficial?  

More than half of science teachers asserted that training on cooperative learning, ICT tools 

and Group Investigation method have been very beneficial. A teacher added, “Smartboards - 

online dashboard are needed.” Another one added, “The school gave us workshops on 

differentiated instruction and cooperative learning activities.”, while the third one claimed: 

“Taking a workshop in positive discipline is needed.”  

Five English teachers asserted that more training on planning instruction, differentiated 

instruction and active learning activities such as Jigsaw and group investigation models is 

needed.  

  

5. Question 5: What type of support do you receive from the administration in differentiating 

instruction in your classroom?  

All science teachers asserted that they received a training workshop on the use of Glogster in 

classroom, cooperative learning and differentiated instruction.” A teacher added, “Ultimate 

authority!” A second one added, “They provide a projector and a pc.” They all claimed that 

the school provided support through development program for teachers, active learning, and 

group investigation activities as well.  

 

6. Question 6: What pre-service preparation, training, or professional development helped to 

prepare you for differentiating instruction for struggling learners?  

Virtually all science teachers asserted that the three workshops they attended on differentiated 

instruction and cooperative learning were useful. A teacher added, “Classroom management 

workshop will be useful.” Similarly, all English teachers asserted that three workshops they 

attended on differentiated instruction, training on Glogster model, Jigsaw and cooperative 

learning activities were useful.  
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3.5.2. Survey  

The survey was created using Google Drive and was sent to the participants to fill out after 

implementing the treatment. It consisted of 2 open-ended questions and 4 close-ended ones. 

The survey intended to answer questions 1 and 2. 

1. What could you say about addressing the needs of students who struggle in your class? 

On the one hand, five science teachers indicated that every teacher should be in charge of 

helping the struggling teachers. However, only two of them indicated that it is difficult to 

differentiate due to time constraints and the need to do much planning. As one teacher added, 

“We should put ourselves in the student’s shoes to understand the problem. More time and 

more freedom to choose the form of the product they want for their assignments.” 

 On the other hand, virtually all the English teachers asserted that differentiated 

instruction is great and teachers can tremendously help the struggling students. 85.7% of 

English teachers supported employing differentiated instruction including Glogster and 

cooperative learning. However, one teacher indicated that struggling students might feel more 

at ease should they be segregated from their peers. Another one added, “Students need more 

assistance and I am in favour of segregating them and giving them the same curriculum but 

taking into consideration their difficulties and trying to give them one to one assistance. “ 

 As such, the post treatment survey indicated virtually all of English teachers and 85% 

of science teachers changed completely their perceptions of employing differentiated 

instruction after employing the treatment. 

 

2. Did you find the training workshop on differentiated instruction you attended beneficial?  

All science and 91.7% of English teachers emphasized the significance of the training they 

received on differentiated instruction.  

 

3. What kinds of professional development do you think teachers need in order to help meet 

the needs of struggling students?  

All science teachers asserted that differentiated instruction, classroom management, 

cooperative learning activities and teaching Glogster are useful for the struggling teachers. As 

some teacher comments indicate, “Class management, workshops on the innovative and new 

methods of teaching will be good,” “More guidance and application on methods of teaching 

and cooperative learning activities are needed.” Finally, for one teacher, “More training in 

positive discipline and class management will be strongly needed.” Some other answers given 

by English teachers are as follows: 
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“Teachers need more practical solutions taking into consideration the number of the students 

and the time constraints.” 

“We should learn how to take an intervention plan. We need a workshop related to the different 

types of intelligence and how to approach each type.” 

 

4. Do you believe that differentiated instruction is effective in increasing students’ 

achievement? 

Virtually all science and English teachers confirmed the necessity of differentiating the 

instruction. 

 

5. Do you believe that Glogster model is effective in increasing students’ achievement and 

enhancing differentiated instruction?  

All science teachers and almost all English teachers (92.9%, n=6) confirmed that Glogster 

model was effective in increasing students’ achievement and enhancing differentiated 

instruction.  

 

4. Discussion 

An overwhelming majority of experimental teachers reported that most of their students 

revealed positive perceptions of Glogster and cooperative learning differentiated instruction 

learning experience. The students expressed great satisfaction with the amount of work, ease 

of conducting the project and the choices they were given to present their products. Very few 

(n=2) reported that some of their students did not enjoy the Glogster model. The comparison 

between the responses of the interviews conducted prior to the implementation of treatment 

and after giving the teachers the training workshops and the responses to the survey 

conducted after implementing the treatment show that teachers’ perceptions of differentiated 

instruction using the Glogster tool in general have improved since the 14 Science and English 

teachers asserted the necessity of differentiated instruction and the usefulness of the Glogster 

tool. The perceptions of science teachers of implementing Glogster and cooperative learning 

differentiated instruction to improve eighth graders’ project skills were not significantly 

positive prior to the implementation of Glogster and cooperative learning differentiated 

instruction, which was similar in the case of English teachers.  

 On the other hand, as evidenced by the post treatment survey, 100 % of English 

teachers and 85 % of science teachers changed completely their perceptions of employing 

differentiated instruction after employing the treatment. The perceptions of the English and 
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science teachers of implementing Glogster and cooperative learning differentiated instruction 

to improve eighth graders’ project skills significantly changed after the implementation of the 

project. Conversely, most teachers of the control group(n=3) reported that most of their 

students revealed dissatisfaction with the huge amount of work each one of them had to carry 

out. Moreover, they expressed a great need for more guided research steps, and most weren’t 

excited about students’ presentations. Most experimental group teachers (n=13) indicated that 

differentiated instruction has been effective with struggling readers. Many teachers (n=10) 

reported that the Glogster model, tiered assignments and scaffolding were effective in 

improving struggling students, yet the assessment and evaluation strategies demanded much 

effort. However, some teachers revealed (n=4) that it is difficult to differentiate content, 

process, and product due to the diverse abilities of learners in a classroom. Very few of them 

(n=2) reported that differentiation is only effective when they have time to plan and prepare 

as teachers need more time to plan for differentiating classes.  

The results of the present study revealed that using the Glogster model as a 

differentiating tool was effective in improving the teachers’ perceptions of differentiated 

instruction given the limited-English proficient EFL eighth graders. Likewise, the use of the 

Glogster model was found to improve the students’ oral presentation skills and research 

achievement. A possible explanation of the effectiveness and positive perceptions of the 

Glogster model is that the structure and the use of this form of learning facilitates scaffolding, 

allows flexible grouping, and encourages tiered assignments. The features of the Glogster 

model allowed differentiation by content, process and product and met students’ readiness, 

interest, and profiles. The Glogster model is an enjoyable experience in conducting and 

presenting projects as shown in the data collected from the questionnaire and interviews filled 

out by the participants in the experimental group. The findings of the study corroborate those 

of Tomlinson and McTighe (2006); Bailey and Williams-Black (2008); and Tomlinson and 

Imbeau (2012), who also found that when teachers took the time to differentiate instruction, 

achievement increased and differentiation provided students with an opportunity to perform at 

an acceptable level of difficulty.  

The findings align with those of Dean, Stone, Hubbell, & Pitler (2012), who indicated 

that effective classroom instruction demands having the teachers design the curriculum which 

should promote student understanding and skills to be learned while meeting the benchmark 

and standards required. Likewise, the findings agree with those of Cutter (2015), who 

believed that the integration of technology into classrooms improves differentiation in the 

classroom and enhances learning. Similarly, the findings of the study corroborate those of 
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McCoy (2014) and Martinez-Alba et al. (2014), who believed that the Glogster model 

reinforces a great sense of collaboration among students and enhances motivation. 

 

7. Implications for the future and final conclusions  

The present study intended to investigate how the Glogster and cooperative learning 

differentiated instruction can be used as a differentiating educational model that might enable 

the participants to increase their achievement and improve teachers’ perceptions of employing 

differentiated instruction at public schools. The study contributes to improving the quality of 

integrating the Glogster and cooperative learning into eighth grade Science and English 

language instruction, which is presently a scanty area of research. The Lebanese curriculum 

and the national English and Science textbooks don’t include any mention for differentiated 

instruction. The curriculum emphasizes that eighth graders should believe in themselves as 

active and dynamic readers who can transfer their skills to other situations. As such, the use of 

the Glogster and cooperative learning differentiated instruction intended to bridge the 

disparity in the curriculum and the poor textbook activities. Students’ ability to understand, 

draw conclusions, and defend their conclusions rationally was a major goal. The uniqueness 

of the approach in a public school in Lebanon would make the present study significant in the 

field of teaching research and oral presentation skills in both, Science and English Language 

Subjects. The findings of the study may encourage administrators and teachers to implement 

professional development programs that focus on differentiated instruction using Glogster and 

cooperative learning differentiated instruction along with other specific instructional practices 

that contribute to increased achievement for the students. 

 

7.Conclusions 

The implementation of differentiated instruction using the Glogster and cooperative learning 

differentiated instruction model improves students’ research and oral presentation skills in the 

English and Science classrooms. The Glogster and cooperative learning differentiated 

instruction model, tiered assignments and scaffolding were effective in improving struggling 

students, yet few teachers need more time to plan for differentiating classes. Differentiation 

using Glogster and cooperative learning seems to provide learners with an interesting 

environment to investigate a certain topic. Glogster could improve collaboration among 

learners and enhance research and oral presentation skills. The findings of the present study 

suggest that this form of learning could be an effective student-centered method which could 

widen students’ understanding of the different aspects of a certain topic and improve their 
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synthesis skills. Furthermore, the findings show that teachers’ perceptions of differentiated 

instruction using the Glogster and cooperative learning differentiated instruction model in 

general have tremendously improved since all the experimental Science and English(n=14) 

teachers asserted the necessity of differentiated instruction and the usefulness of the Glogster 

tool. As such, the model is recommended as a pedagogical approach which would boost 

motivation, improve students' research skills, and facilitate differentiated instruction by 

content, process and product. Finally, further research is recommended in order to determine 

the generalizability of these findings regarding the efficacy of the Glogster and cooperative 

learning differentiated instruction model in improving the research and oral presentation skills 

of various school subjects other than English and Science and into other socio-cultural 

contexts. 
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Abstract 

The aim of the present study was to find out whether students’ active involvement in 

classroom activities can promote language learning. This paper, using practitioner research, 

examines the active involvement of first-year engineering students in a film activity. The 

research took place in three phases: (1) the students were divided into five groups and given 

an assignment each, a month ahead, to edit a full-length movie to one hour without tampering 

with its story element; (2) the five groups presented five different edited movies on five 

different days; (3) the data was collected and analysed by the teacher as follows: observing 

the classroom performance, transcribing the students’ spoken language, and collecting the 

students’ written transcripts. The research analysis and discussion show that the whole 

process of the film task provided a rich input in listening and reading, and subsequently a 

productive language output in speaking and writing. The feedback conducted states that the 

students enjoyed the video classes thoroughly and the experience was rewarding because of 

their active involvement in the practice of LSRW skills.  

Keywords: LSRW; film editing; task-based teaching 

 

1. Introduction  

Involving students in a learning task effectively is a problem that teachers have faced over the 

years. Studies have proved that students’ active involvement in a task improves their language 

learning (Prabhu, 1987; Willis & Willis, 2007). At the same time, teachers are aware that 

films offer a great opportunity for students’ language learning (Sherman, 2003; Stempleski & 

Tomalin, 2001; Willis, 1983). Thus, a film activity or a video activity combined with 

students’ active involvement can facilitate the development of the four skills of the language 

(Kennedy, 1983; Lansford, 2014; Goldstein & Driver, 2015).  

 The present study uses practitioner research methodology to investigate and reflect on 

the students’ active involvement that would lead to the active use of the language. To 

substantiate this point, this teacher-researcher designed an experiment, “Screening an Edited 
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Film,” to find out whether involving students in a film activity could lead to the enhancement 

of their LSRW skills in English.  

 

2. Literature review 

 

2.1. Video in language teaching 

Researchers have shown on many occasions that involving students in a task leads to active 

language learning. The term “Student Involvement” is derived from the “Student Involvement 

Theory” of Astin (1984), which refers to the amount of physical and psychological energy 

that the students devote to academic experience. The amount of student learning and personal 

development associated with any educational programme is directly proportional to the 

quality and quantity of student involvement in that program (Astin, 1984). Another closely 

linked term in education is “Student Engagement,” that is, the degree of attention, curiosity, 

interest, motivation, optimism and passion that students show when they are learning or being 

taught (“Student Engagement,” 2016). Research on student engagement is largely related to 

improving student learning, that is, when students are actively and experientially involved in 

the learning process, and the higher the engagement, the more learning takes place. This 

fundamental concept is based on the constructivist assumption that learning is influenced by 

how an individual participates in educationally purposeful activities that are likely to lead to 

high-quality learning (Coates, 2005).  

It is an accepted fact that motivated students engaged in activities usually perform 

higher academically too, and they are better-behaved than their peers; as a result, they show 

positive feelings and higher thinking abilities. That is to say, behavioural engagement, 

emotional engagement and cognitive engagement in a particular task enhance student-

engagement (Fredricks, Blumenfeld, & Paris, 2004; Fredricks, 2014).  

Cooperative and collaborative learning are approaches that make student involvement 

genuine and thereby promote active learning (Astin, 1984; James, 2015; Stephen, 2015). 

Stephens (2015) claims that active learning in groups, peer relationships, and social skills are 

key components to engagement and motivation. Simple learning assignments are not as 

effective as challenging activities. When students reflect, question, conjecture, evaluate, and 

make connections between ideas, they are actively engaged. She agrees that motivating 

students is not an easy task because motivation is intrinsic to the individual. All the same, 

teachers can definitely play a significant part in encouraging students (Stephens, 2015).  
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No teacher can underestimate the fact that making or watching videos has become a 

primary mode of communication universally, especially with youngsters. Way back in 1983, 

Willis emphasized the uses of the video saying that film promote the active learning of a 

language as it “brings real life into the classroom.” He lists such its aims as contextualizing 

new language items, giving the language input for a task, providing an authentic sample of 

language use, and building up confidence of and familiarity with the target environment 

(Willis, 1983). Sherman gives a few points to demonstrate why video is required for 

developing speaking skills: to serve its own purpose; to comprehend the spoken language; to 

use as a language model; to be exposed to culture; to act as a stimulus or input; and to 

function as a moving picture book (Sherman, 2003). In the foreword to Film: Resource Book 

for Teachers, Maley focuses on the point that culture is dominated by the moving image 

globally: “The combination of sound, vision and language engages and stimulates our senses 

and cognitive faculties simultaneously, creating a total impact that dwarfs other mediums” 

(Stempleski & Tomalin, 2001). 

Besides giving practice in listening and speaking, videos can be exploited to develop 

reading and writing skills by designing appropriate student-centred activities (Goldstein & 

Driver, 2015). They provide a platform for a wide range of tasks that incorporate the LSRW 

skills. Lansford (2014) gives six reasons for using the video in the ELT classroom: It speaks 

to Generation V (‘V’ stands for ‘video’); it brings the outside world into the classroom; it 

engages learners; it is a great source of information; it provides the stimulus for classroom 

activities; and it is a good model for learner output. Donaghy (2014) explains why films are 

such a good resource: learning from films is motivating and enjoyable; they provide an 

authentic and a varied language; they give a visual context; and they offer variety and 

flexibility to the classroom. Researchers in the field ascertain that films render a supportive 

medium to engage learners in the active learning of a language (Goldstein & Driver, 2015; 

Sherman, 2003; Stempleski & Tomalin, 2001).  

 

2.2. Student involvement in a film activity for language learning 

Research into students’ involvement has been carried out in the field of education for school 

students but not much has been done for college students. In higher education, the studies on 

students’ involvement mostly pertain not to the involvement of students on a particular 

subject but to their overall academic programme. That is, when the concept of “student 

involvement” was used by Astin in 1984, he referred to the involvement of students not just in 

the classroom activities but their overall involvement in the academic programme, including 
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curricular, co-curricular and extra-curricular activities of the college. The term “student 

engagement” was mainly used with reference to students at the pre-collegiate level.  

I would like to use a term “Active Student-Involvement” to refer to the active 

involvement of the students in the activities of the classroom, so that learning would take 

place actively. If students are encouraged to involve themselves in video and film activities in 

the classroom, it would be a great stimulus for them to develop their LSRW skills. Therefore, 

as an engaging tool to practise language skills, video can make language classes relevant to 

the learners’ lives and thus lead to an active language learning experience. Not many ELT 

practitioners have experimented with the student involvement theory in English language 

learning in the colleges. So here is an attempt to fill this gap and prove that students’ active 

involvement in a language learning activity would positively lead to the learning of the 

language. 

 

3. The study  

 

3.1. Background and aims of the study 

The film activity, “Screening an Edited Film,” was conducted in the English classes at SSN 

College of Engineering. The participants are the first year first-semester students of 

Electronics and Communication Engineering in the year 2010-2011. The said college is one 

of the 500 plus engineering colleges affiliated to Anna University, a technical university in 

Chennai, India. Anna University then offered ‘Technical English I’ in the First Semester and 

‘Technical English II’ in the Second Semester, each a four-credit course of 60 periods, 

involving the LSRW skills. In the third-year, there is a two-credit course of 60 periods, 

‘Communication Skills Laboratory’, the intention of which is to make students more 

interactive and thus employable.  

 The study was based on the hypothesis that students’ active involvement in classroom 

activities promotes language learning. In accordance, this paper raises the research question: 

“Does the students’ active involvement in a film activity promote the LSRW skills in 

English?” 

 

3.2. Procedure 

1. Before the class 

The teacher divided each class of 60 students into 5 groups of 12 each, and each group was 

given an assignment a month ahead to choose a video or film or TV program, edit it by 
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cutting off the unnecessary details without tampering with the story element. Each group was 

requested to introduce the edited film in a presentation of 3 minutes and screen the edited 

version in an hour. Two consecutive periods were set apart for the presentation of each group. 

The students were also given a follow-up task of writing a report. 

 

2. During the class 

During the 3-minute oral presentation of the groups, the teacher recorded the classroom 

observation in writing. From the students’ side, they included two video presentations -- a title 

clip and a credit clip within the 3-minute oral presentation.  

Note: It needs to be recorded here that the spoken language of the students in all the groups 

contained mistakes in grammar and construction. Therefore, the transcript given here is edited 

by the teacher-researcher for obvious reasons. 

 

3. After the class 

The students were asked to write a report of the activity, based on the following questionnaire 

given by the teacher:  

1. What made you choose this particular film?  

2. Write a review of the film. 

3. How did you go about the editing part?  

4. Write a report on the whole activity.  

5. What skills did you develop?  

6. Give a feedback of the activity done. 

Some of the groups presented handwritten scripts, others sent emails to the teacher. It needs to 

be recorded here that the written language had spelling mistakes, missing articles, slangs, 

abbreviations and emoticons, besides the generous use of ellipses, question marks and 

exclamation marks, denoting their awe and elation. The transcript given here is also edited by 

the teacher-researcher for understandable reasons. 

 

3.3. Methodology: data collection and analysis  

The teacher-researcher adopted the elements of practitioner research such as classroom 

research and action research to verify the hypothesis and arrive at a conclusion employing 

reflective practices. The data was collected and analysed by the teacher as follows: (1) using 

observation notes to monitor the classroom performance and record the involvement of the 

students, (2) transcribing the students’ spoken language to show a productive spoken output 
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and (3) collecting the students’ written transcripts to examine a creative written output. By 

means of various software, the 5 groups presented the following 5 movies on 5 different days: 

The Italian Job, Baby’s Day Out, The Phone Booth, The Vantage Point, and How to Train 

your Dragon. The transcripts of the data thus gathered and analysed are divided into three 

parts as given below: (1) observing the classroom performance, (2) transcribing the students’ 

spoken language, and (3) collecting the students’ written transcripts. 

 

3.4. Results 

 

Group 1: The Italian Job 

1. Observing the classroom performance 

While presenting the task, the leader of the group ascended the platform to give the gist of the 

movie. The reaction of the class was heartening as they watched the introduction. It was a title 

clip, a sand-art animation that ended with the display of words, “You have got a friend. It’s 

us.” This set the mood for the group-viewing. When the movie ended, the group screened a 

small credit clip which explained the whole process of editing, and then on the lighter side, 

they attached another credit clip of the team mates wherein each one of them appeared on the 

screen with captions highlighting their qualities. They had worked on it using the following 

software: Windows Live Movie Maker & Windows Movie Maker 2.6, Corel Video Studio 

PRO X3, Subtitle Workshop, Virtual Dub, Adobe Photoshop, Audacity, and Total Video 

Converter.  

 

2. Transcribing the students’ spoken language   

The following are a few samples of the conversation that took place among the students in the 

class before and after the movie was screened: 

“At the outset, I suggested, The Italian Job, and the first reaction from our group mates was, 

“How on earth are you going to edit a heist movie and reduce it to one hour?” They were 

partially right because editing a heist movie is challenging as all the events are interlinked and 

even a small mistake in editing could render the movie illogical! Moreover, the movie had a 

running length of 105 minutes and we had to bring it down to 60 minutes! There were other 

suggestions from the group but I was able to convince them that it would be a worthy 

challenge to meet.” 

“Our first task was to choose a production banner for our group. I took the initial alphabet from 

the names of our group members, arranged them using various permutations and combinations 
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and finally settled on the following: PLV (RT)^2 S^4. Its first impression was that of a formula 

in physics!”   

“We sat down on a weekend and saw the full film five times and parts of it several times and 

each time noted down the minute parts that could be edited. By the end of the week, our baby 

was born with a running length of 69 minutes! 

“I supported my friend in choosing this movie because I was sure with his help we could meet 

the challenge.”  

“What is special about this movie is that it is a high-voltage action film, a brilliantly-planned 

heist movie, a freaky fast car flick, etc. all in a single compact film. In short, it combines 

several features that are a craze for us, teenagers, in the age-group 17-19.  

“I love the precision and planning carried out in this movie. Imagine stealing $30 million worth 

of gold right before the owner’s eye without using a pistol or even a knife! This movie does 

exactly that! Another attraction is that the cast of the film is star-studded with academy award 

winners, Charlize Theron and Mark Wahlberg in the lead. Jason Statham, Seth Green and 

Edward Norton too did a good job.”  

“Our concern was whether to choose the 1969 version or the 2003 version of The Italian Job. 

Finally, we decided on the 2003 version.” 

 

3. Collecting the students’ written transcripts  

The following are the extracts taken from the written transcripts of the different members of 

the group: 

“The D-day arrived, and one of us missed the first period to give the final touches to the movie. 

We were excited and anxious because we were the first team to perform.” 

“When the stage was set for the movie to begin, I narrated the gist of the movie, pressed the 

play button and went back to my seat. Every 15 minutes I summarized the story element for the 

sake of our regional-medium friends.” 

“The whole class was amazed by the planning done by our group in secret. Even our English 

teacher was highly impressed by our enthusiasm.”  

“I spent too much time designing the credit part but my hard work paid off well, as evident 

from the reaction of my friends. The expansion of the formula, stated by Group member 2 may 

be given as follows: PLV (RT)^2 S^4 = Perfect + Lovable + Victorious + Remarkable + 

Terrific + Successful.”  

“The finale of our project was a photograph of the group taken along with our loving English 

teacher! What else would have been a perfect finish to this project?” 

 

Group 2: Baby’s Day Out 

1. Observing the classroom performance 

The group conducted an introductory video presentation and then the edited movie of Baby’s 

Day Out interpolated with regional music and dialogue. They also showed a video 
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presentation of the group in action: the process of selecting the movie, the group working at it, 

the places they went, the time they spent together and the different aspects of editing, using 

the software: Windows Live Movie Maker, Windows Movie Maker 2.6, Adobe Photoshop.  

 

2. Transcribing the students’ spoken language  

To put it in the spoken words of the students: “We chose Baby’s Day Out, because the film 

does not have much of a story in it and therefore it would be easy to edit it.” 

 

3. Collecting the students’ written transcripts  

The following extracts taken from the students’ written transcripts demonstrate their 

perceptions of the whole process: 

“The response was overwhelming. Everyone enjoyed the movie. They could not stop 

laughing.” 

“The dialogues of Vadivel (a Tamil film Comedian) interposed in between added to the mirth 

of the audience. To keep the momentum of the film, we added thematic songs that rendered the 

movie thrilling. To add to the joy of the experience, we distributed lollipops to the class during 

the intermission.” 

 

Group 3: The Phone Booth 

1. Observing the classroom performance  

The group agreed upon a stunt-video presentation for the title. The names of the team 

members and their qualities for team spirit too were displayed. Some hilarious moments 

followed when a video clip was shown in which one group member mimicked their English 

teacher’s anglicized pronunciation of Tamil names. In a few minutes, The Phone Booth was 

screened and everybody liked the brilliant portrayal of the psychological thriller. As the 

movie progressed, the momentum kept building and gradually all eyes were engrossed in the 

movie. The movie was followed by a series of slides giving quotes on love and friendship. 

They used the software: Windows Live Movie Maker, Subtitles Workshop. To convert the 

video to the desired formats, they finally used AVS Video Converter. 

 

2. Transcribing the students’ spoken language  

Extracts from the students’ conversation demonstrate some of the characteristics of the 

process: 

“We agreed upon The Phone Booth because the previous batches had chosen action and 

comedy films.” 
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“Our group unanimously felt that our choice of the movie was right.”  

“We decided on this movie hoping that it would grab the attention of all viewers till the very 

end. And it did.” 

“Our team said that sometimes bad things become essential while doing good. This movie was 

about that.” 

“It was gratifying to find everybody applauding our effort. Some of our classmates were glad 

to note that the life of a woman is shown as precious – a message very relevant today.” 

 

3. Collecting the students’ written transcripts  

This extract from the students’ written transcripts indicates how they became involved in the 

process, not even becoming aware of the educational dimension of the task: 

“We jelled together as a team to present the edited movie. Editing gave us immense 

satisfaction because we succeeded in conveyed the theme. The mimicking of our English 

teacher’s Tamil accent was taken by the teacher in a jovial spirit. The whole adventure was 

rich in experience and learning and had a positive impact on us.” 

 

Group 4: The Vantage Point 

1. Observing the classroom performance   

The group chose The Vantage Point to minimize the editing work, they deleted some title 

scenes and credit scenes and created their own; kept the other parts of the movie untouched 

because every part of it was required for comprehension. They spent four days to edit using 

the software: Corel studio Pr0 X3, Windows live movie maker, Windows movie maker 2.6 

 The story line was displayed thus: ‘The President of the US, who is now in Spain, is 

going to address the citizens in a public square.’ The story is related from different angles – 

from the angle of an American tourist with a video camera; from the angle of a Secret Service 

agent who has just returned from medical leave; from the angle of the President of the United 

States. A remarkable credit video followed. 

 

2. Transcribing the students’ spoken language  

Extracts from the students’ conversation demonstrate their perceptions of the process: 

“I selected this movie because I thought it would appeal to our generation and also make them 

think.” 

“Deleting some scenes from the title and the credit clips was difficult. Creating our own was 

even more difficult but we managed somehow.” 

“Even our group members felt we had done an awesome editing work.” 

“The other groups told our group that our editing work was the best. We were very happy to 

hear that.” 
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3. Collecting the students’ written transcripts  

Extracts taken from the students’ written transcripts: 

“Most of our classmates said that our choice of The Vantage Point was admirable because it 

created anxiety and suspense.” 

“The dialogue and the scenes and sounds were so enthralling that students sat with rapt 

attention so much so when one group member attempted an explanation of the storyline, the 

others silenced him.” 

“One of the students who fell ill had an option of leaving the classroom but as the movie was 

screened he was mesmerized, and took rest in his seat.” 

“The class admitted that our group had the credit of selecting a postmodern movie with a 

journalistic technique of portrayal. They also congratulated our group in a special way for our 

remarkable editing.” 

 

Group 5: How to Train your Dragon 

1. Observing the classroom performance  

The video presentation of the title clip was shown followed by the presentation of the main 

movie. This was rounded off with a unique credit clip, that of the group members at work. 

They used the software: Windows Live Movie Maker, VLC Media Player, Adobe Photoshop, 

and MS Paint.  

 

2. Transcribing the students’ spoken language  

Extracts from the students’ conversation: 

“It was on seeing the other presentations that we decided to choose an animation film, How to 

Train your Dragon.” 

“We first decided on GI JOE and then changed to How to train your Dragon. A lot of time was 

lost by the change. It was a tight schedule. Some finishing touches had to be done until the last 

moment, and the work was complete only a few seconds before we entered the class.” 

“The entire hostel marvelled at our industrious venture, and even more our cooperation.” 

“Our team members felt that we could have done a better job if we had not changed the movie 

at the last moment. Yet, we were happy with whatever work we did.” 

“By chance, all the members of this group were from the boys’ hostel and so we could manage 

in spite of the change of mind at the eleventh hour.” 

“We are thankful to our English teacher for entrusting us with such an enterprising task.” 

 

3. Collecting the students’ written transcripts  

Extracts taken from the students’ written transcripts: 
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“Though we decided on the film GI JOE at the outset, seeing the excellent presentations, week 

after week, we changed our idea at the last moment, and chose, How to Train your Dragon.  

Unfortunately, considerable time was lost but we were not disheartened. We delegated the 

work among ourselves and started working on the film at 8 pm the previous day of the 

presentation!” 

 

4. Discussion 

This paper is inspired by the positive response of the students while doing the activity 

“Screening an Edited Film.” When it was first conducted in 2010-2011, it was highly 

successful and the teacher-researcher thought she was lucky to have a batch of students with 

good team skills. Later she realized that the activity worked well because of the students’ 

active involvement. The above-mentioned activity gave students plenty of opportunities for 

interaction, discussion and collaborative team work. This is in keeping with James’s (2015) 

suggestion of the six elements required while designing and implementing learning activities 

that involve student engagement: Make it meaningful, Foster a sense of competence, Provide 

autonomy support, Embrace collaborative learning, Establish positive teacher-student 

relationships, Promote mastery orientations.  

It is true that the presenting group and the listening groups in the class acquired the 

four skills side by side as the skills are interlinked in any language activity. For example, the 

students acquired listening skills when they played and replayed the movie several times to 

reduce its length. Again, when the edited movie was screened in the class, they got input for 

listening. They also practised speaking skills while rehearsing and presenting the video in the 

class. Moreover, when they watched the movie with the subtitles on, they enhanced their 

reading skills. Yet again, to write the written transcripts, they read the reviews of the movie 

from the Internet several times and thus had further practice of the reading skill. They also 

practised their writing skills when they were answering the questionnaire given by the 

teacher. Thus, the film activity assisted them in enhancing the LSRW skills though there is no 

arbitrarily attempt to teach the skills. The transcripts given here prove that there was a 

considerable spoken and written output. MacKnight (1983) ascertains that the video enables 

the students “to experience authentic language in a controlled environment.” They develop all 

the skills side by side as it is impossible to bring in a rigid division between them. Listening 

and speaking skills are more developed than reading and writing in this activity. 

After the presentation, the teacher collected feedback, a few extracts of which are 

included here with some minor corrections:  

An extract from the report of Group 1: 
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“The first person to thank is of course our English Madam for encouraging us to work on this different 

concept! Thanks a bunch Ma’am! We learned many things, not only technically, but also how to 

manage a team, how to be dedicated to the work we do, how to organize our ideas and put them into 

action effectively etc. We learnt a ton during this whole journey!!! Looking forward to a similar project 

next semester too, Ma’am! ☺ (sic).”  

An SMS from Group 2:  

“Good afternoon Ma’am. This is Prasanna here, Ma’am. . . Hope you liked the show today in class . . . 

Baby’s Day Out ☺ Thank you so much Ma’am for giving us this beautiful opportunity ☺ looking 

forward to more interesting tasks like this one, Ma’am ☺ ☺ ☺ Thank you, Ma’am ☺ (sic).”  

Group 3:  

“The activity had a positive impact on our team. We worked in unison to develop the presentation. Our 

video editing skills were tested by this constructive activity (sic).”  

What was derived from the feedback was that even without intending to teach the 

students the video editing skills, they learned those by practice, or, through active 

involvement in the activity. The groups were highly engaged in the activity, and even more 

than that, the groups that finished their presentation helped the other groups to present their 

task. There was an overall involvement in the activity thereby proving that they had acquired 

the elements of active language learning. It is no exaggeration to say that sometimes the 

classes outperformed the teacher’s expectations by their total involvement in the task. Though 

the teacher anticipated only a simple editing task like stopping, playing and fast forwarding 

the movie, the students went beyond the expectations and came up with a creative video 

presentation with a title clip and a credit clip showcasing their imagination. This addition was 

their own idea not requested to by the teacher. The title clip and the credit clip also portrayed 

their struggle and satisfaction while editing the movie. The title clip and the credit clip 

showed the students’ sincere involvement in the task. Keddie (2014) suggests that creating a 

film presentation by students is “a great way to motivate students” and enhance their 

“creativity, interaction and learning.” The teacher's enthusiasm is required for success of the 

activity.  

Graham (2013) provides a list to show that video is useful in the ELT classroom 

because: it is motivating; it can be relevant; it can be used at different levels; it is easy to use 

being low tech; it generates real inter-student communication; and it is a great activity for 

homework.  

At this juncture, there is possibility for a natural query: “Should movies be introduced 

in an ESP classroom?” An engineer only needs to know how to read a journal article, listen to 

lectures, take notes, etc. Interestingly, Kennedy (1983) points out that the purpose of an ESP 

programme is to enable students to adapt themselves to real-life situations. This can be made 
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possible only by introducing videos in the classroom that would motivate them to get 

involved in the activities and participate in them actively and thus improve their ‘social’ 

skills. When films are shown in the class, the students are excited and naturally get into the 

habit of watching them, a practice that would provide a significant input of language skills 

and enable the students to become autonomous learners. 

 

5. Limitations of the study and future implications of the research 

The above-mentioned activity was successful in one particular class in one particular year. 

Only 5 English periods were utilized for this activity though the groups spent several hours 

other than the English periods to listen to movies, decide which movie to work on, and edit 

the movie. To spend many hours outside the classroom for an English activity is not practical 

in an engineering scenario. The teacher-researcher reflected on the reason why it was 

successful in one class and found out that it was because of the particular kind of activity 

given to them, and also their active involvement during the editing process. Similar research 

can be carried out to see whether the involvement of the students in other activities would 

produce the same result and lead to an active language learning experience. Further 

conclusions can be drawn only after repeated experiments in similar classroom settings, and 

also after similar experiments in different classes with the same activity and other activities 

too. As already stated, not much research has been done in the area of Active Student-

Involvement in ELT; so, there is scope for future studies in the field. 

 

6. Conclusion 

The study was to investigate students’ active involvement in classroom activities and to find 

out whether a film activity can enhance the development of LSRW skills. As already stated, I 

use the term ‘Active Student-Involvement’ to refer to the active involvement of the students 

in the activities of the classroom. The activity explicated here is “Screening an Edited Film,” 

where students are active in groups to present edited movies. The data collected by classroom 

observation and students’ spoken and written transcripts proved that they had several 

opportunities to practise their LSRW skills. The research analysis and discussion show that 

editing and presenting the task provided a rich input and output of the language skills. 

Feedback received stated clearly that the students also enjoyed the video classes because they 

were totally involved in the activity. The video is an engaging tool to make language classes 

relevant that leads to the development of their LSRW skills. Thus, when teachers motivate 
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‘Active Student-Involvement’ in video and film activities, it would turn out to be an effective 

language learning experience.  
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