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FROM THE EDITOR

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

The use of computer technology in language learamg teaching crosses national
borders and helps language teachers solve clasgyomtems in all parts of the globe. Be it
at primary, middle school or university level, mpdn, the Czech Republic, Jordan, Turkey or
Ireland, technology-assisted teaching helps inerélaes effectiveness of language instruction,
foster learners’ motivation, as well as build updeers’ confidence, to name just a few
benefits.

It is interesting to see how practical, classroamsdd, research reported in the articles
published in this issue deaching English with Technology naturally informs practitioners of
the affordances of selected applications of comrpigiehnology in language instruction. We
are happy to open up our Journal as the publishergie for highly practical pieces well
grounded in the classroom practice.

To start with, Lenka Keirkova and Martina Jarkovska in their paper “E-lnéag in
Business English Course — Results of the Questimnigarvey” show quite a positive view
of ESP students’ perceptions of participation iteaning, in particular, appreciating the
effect of this mode of instruction on developmenseparate skills.

The next article, “The Application of Technology iFeaching Grammar to EFL
Learners: The Role of Animated Sitcoms” by Zari &heand Aso Biri from Iran addresses
the question of how to use an English animatedasdn comedy (sitcom) as an authentic
type of multimedia to teach a particular grammatstaucture, namely conditional sentences.
The study also aimed at investigating the learredtgudes toward this approach to grammar
instruction, pointing at the effectiveness of usiing sitcom in teaching conditional sentences.

Based in the context of university education inalgpGilbert Dizon examines the
efficacy of using Quizlet, a popular online studylf to develop L2 English vocabulary. The
results of the pre- and post-tests revealed thatléarners were able to make statistically
significant gains. Moreover, a questionnaire adstered by the researcher indicated that the

students had positive perceptions of Quizlet tdstlP vocabulary.
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Another pair of authors from Iran, Meisam Mirzae®l &ajjad Gharibeh Gharibeh,
analyse the role that personality characteristickarners may play in technology-assisted
classes. In particular, the study determined usityestudents’ introvert/extrovert personality
types and examined their perception/ attitudes tdsvaveb-based language learning. The
gualitative results indicated most of the particifsa considered internal, external, and
psychological factors associated with the Interosé to be motivating, exciting, and
stimulating.

“Examining the Effectiveness of Digital Video Redorgs on Oral Performance of
EFL Learners” by Nazlinur Gokturk reports the résuwdf an action-based study aiming at
examining whether digital video recordings wouldhtrioute to the enhancement of EFL
learners’ oral fluency skills. The paper also sumses the learners’ perceptions of the use of
digital video recordings in a speaking class. As waved by the researcher, the utilization of
digital video recordings may not only bolster tearhers’ self-confidence, but also encourage
them to take risks with the target language.

In the next contribution, Ewa Kilar-Magdziarz franeland addresses the novel topic
of BYOD classes (Bring Your Own Device), showingwhdo enhance a syllabus for
Intermediate students of English and how to implenaay syllabus changes. Furthermore,
the impact of the changes introduced by BYOD tesgloin the staff members and learners is
analysed in the paper.

Finally, Ghaleb A. Rabab’ah, Bayan B. Rabab’ah Biodir A. Suleiman analyse the
effect of modern technologies, and in particulastdant Messaging, on the language
production of Jordanian students’ writing outpuheTauthors come to the conclusion that
Instant Messaging language appears in student$ingiriand teachers have reservations
towards its use by their students in their writiigachers should raise students’ awareness of
this issue to help them effectively control and aande the influence of Instant Messaging on
their academic writing.

| wish you good reading!
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E-LEARNING IN BUSINESS ENGLISH COURSE —
RESULTS OF THE QUESTIONNAIRE SURVEY

by Lenka Ku¢irkova
andMartina Jarkovska
Czech University of Life Sciences Prague
Kamycka 961/129, 165 00 Prague-Suchdol, Czech Riepub

kucirkova @ pef.czu.cz, jarkovska @ pef.czu.cz

Abstract

The paper reflects the real needs and prioriti¢simvforeign language teaching at the Faculty of
Economics and Management of the Czech Universitlifef Sciences Prague (CULS), which

include the reduction of the lecturer’s direct teag load and the use of modern ICT

technologies within e-learning courses offered todents of all forms of studies. For the

purposes of the research, the e-learning Busineglsk course was developed. The objective of
the research was to find out students” opinion 4@aming based on the frequencies of their
responses and on their qualitative signs. The relseaas conducted in accordance with the
long-term aim of the CULS Prague, as well as inoett@ance with the language policy of the

European Union, with the national policy of langeagucation and with the long-term aims of
the Ministry of Education, Youth and Sports of eech Republic.

Key Words: action research, e-learning, qualitative sign, tjaesaire survey

1. Introduction
The topic of the paper reflects the real needsstipdlated priorities within foreign language
teaching at the Faculty of Economics and Managemoérthe Czech University of Life
Sciences Prague, which include the reduction ohtimaber of contact hours connected with
the use of modern ICT technologies. For the purpo$¢he research, the e-learning Business
English course was developed. The paper is a fallpwio previous studies by Kinkova,
Kucera and Vostra Vydrova (2014) anddewa and Kairkova (2015). It contains a review of
literature focused on English for Specific Purpo@eSP) e-learning and related linguistic
theories, and relevant theories of learning, paldrty constructivism and behaviourism. In
addition to the questionnaire research, the metlbggoof questionnaire pre-research is
included. Finally, the findings of the actual queshaire research are presented and
discussed.

The study used the methodology of ‘action researthrefers to the classroom

investigation initiated by researchers, i.e., teashwho look critically at their own practice
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with the purpose of improving their teaching and tjuality of education (Bldzquez, 2007). It
connects received knowledge based upon practic&gsional experience with experiential
knowledge via a continuous process of reflectioatigh research engages practitioners in a
critical and reflective attitude toward their worka this approach, teachers - action
researchers - collaborate to produce their ownldpugent of knowledge about teaching with
technology (Laurillard, 2008) and try to answer sjiens related to an aspect of their
professional practice. This means that they coleexd analyse data, reflect on what they
discover and then apply it in their practice. Bai{2001) points out that research which can
be called ‘action research’ denotes a particulgr@gch to collecting and interpreting data
that involves a set of reiterated procedures fachers (researchers) to conduct research in
their own settings.

Action research is often categorized as qualiatesearch, however, the positioning
of it is more complex. Researchers such as McNdfmax and Whitehead (2003) point out
that it is a misconception that quantitative praged are not applicable within it and that
researchers cannot use statistics in action rdsedcKay (2006) and Burns (2010) also
argue that data collection instruments from bothlitative and quantitative research can be
used in action research. An effective use of a tpadéine action research design is also
illustrated in the study by O"Gara (2008), in whible author evaluated the impact of drama
methods on children’s learning of verb tenses. fidwilts provided statistically reliable
evidence for the effectiveness of teaching tensesigh drama. The viability of using either
or both quantitative and qualitative research mdthtoo conduct action research was
suggested.

2. Literature review

2.1 ESP e-learning and related linguistics theories
The present ESP language course derives its limgumput particularly from the theory of
language register analysis and functional desonpdf language with the input of philosophy
and speech acts. They are not exclusive but congpitary and each has its place in the
course. The researchers’ aim was to produce thebsyg which would place high priority on
the lexical features students may encounter i 8B8P (business and economic) studies and
in future jobs, as well as on the language funstiapplicable in particular business situations.
The concept of special (specific) language regiatalysis was one of the phases in

the development of ESP in the 1960s and early 1970ss based on the principle that one
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kind of ESP constitutes a specific register differsom that of another kind of ESP — e.g.
English of Electrical Engineering vs. English obBigy (Hutchinson and Waters, 1987). Bell
(1981) determines register as “a kind of sub-lagguar limited language described by
correlating the linguistic forms in appropriate texvith situational variables”. The whole
language is then made up of a collection of regs(Bell, 1981). Hutchinson and Waters
(1987: 30) define register as “the kind of languagsociated with a specific context, such as
an area of knowledge (legal English; social Englistedical English; business English;
scientific English etc.), or an area of use (tecAhimanuals, academic texts, business
meetings, advertisements, doctor - patient comnadioit etc.).” The aim of register analysis
Is to identify the grammatical and lexical featuoésegisters.

New ideas emerged in the study of language at d@ineestime as the demand for
English for Specific Purposes was growing. Tradity, the aim of linguistics was to
describe grammar, and the new studies focused emwéys in which language is actually
used in real communication. However, language do¢®xist for its own sake and it can be
looked at from the point of view of function, thiat what people do with it. Functions are
concerned with social behaviour and represent tieniion of a speaker or writer, for
example, promising, threatening, classifying, idgmtg, reporting etc. (Hutchinson and
Waters, 1987).

At the beginning of the 20th century structuralisvas replaced by functionalism.
Linguists were interested in the functional styteey examined the development of language
as the development of the system and abandonedtilly of isolated language features
development (Mathesius, 1961). The functional vadianguage began to have its influence
on language teaching in the 1970s with a move flammguage syllabi organised on structural
grounds to those organised on functional criteiawas connected with the Council of
Europe’s efforts to establish some kind of equivedein the syllabi for learning various
languages and with the establishment of analytptalosophy that became a dominant
tendency with the so called “turn to the languagehn L. Austin (1911-1960) became a key
personality among Oxford philosophers who foundeHosl of “philosophy of ordinary
language” (Peregrin, 2005). Philosophy became wrawlin the nature of language and
philosophers turned their attention towards thelyasima of language, a process that had a
substantial impact on linguistics in the 1960s wAtinstin’sHow to Do Things with Words
(1962) and Searle’Speech Act§1969). The functional approach provides studentsonly
with the linguistic knowledge which permits themcdeate grammatical sentences (linguistic

competence), but also the social knowledge and skiich permit them to produce and
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understand socially appropriate utterances (comeatiie competence — Bell, 1981).
Philosophers provided insights which have provethéoof value to linguists. For instance,
Sager, Dungworth and McDonald (1980: 87) defingecml text unit as “the product of a
special speech act characterised by a certain ddinthity of topic, reference and syntactic
cohesion and by a conventional form which organiescontent of the message according to
the particular intentions pursued.” They state th&ntions with which we use the language
arise from the voluntary nature of language and thase intentions are part of human
behaviour and are determined by the circumstantéshvsurround speech acts. They define
a speech act as “the result of the convergencespieaker (or writer), a listener (or reader)
and a topic (an area of reference), at a parti¢utee and place in a specific situation” (Sager,
Dungworth and McDonald, 1980: 22).

Every ESP course should be relevant to learnemsdsiewhich is why the theory of
language based on registers and functions crdatdsatsis of the course of Business English
in this study. The researchers’ aim was to prodbeesyllabus which would give high priority
to lexical features students are supposed to mebeir ESP (business and economic) studies

and in future jobs, as well as to the languagetfans in particular business situations.

2.2 Relevant theory of learning
Theories of learning provide the theoretical bdsislanguage teaching methodology. E-
learning methodology can be considered an innowaitiothe teaching of ESP in higher
education. Nowadays, ESP instruction is very oiteplemented through e-learning and ESP
e-learning methodology should reflect the undedytoncepts and activities of the disciplines
and professions it serves. The online course ofrigégs English proves that ESP e-learning
methodology is specific and a more traditional lsage methodology and content
methodology in isolation are not sufficient forexftive ESP e-learning. In our ESP e-learning
methodology we consider language and content legrequally important. The lessons are
based on thematic economic units with the use ofterd (subject-matter: economics,
accountancy, management etc.) for language pradtaneguage is taught through subject-
matter texts and through various activities for masg the specific language as well.
Students have to master the language items andgalsothe basic knowledge of subject-
matter in the unit. In ESP e-learning subject-nmrat@ means for learning specialist language
and at the same time the basic notions of studdigsiplines and professions.

The relevant theory of learning implied by the wtigs in the present course and

providing the bases for ESP e-learning methodolsglgehaviourism supplemented by the
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researchers’ own teaching experience. The psychabdghe Behaviourist School — Pavlov,
Thorndike, Hull and Skinner (in Bell, 1981) — prded the model of learning based on
behaviourism. Since language is a human activitwas believed that learning a language
was achieved on the basis of a stimulus — respomasi@s (Bell, 1981). Behaviourism as the
theory of learning posits that learning is a meaterprocess of habit formation and proceeds
by means of the frequent reinforcement of a stimuuesponse sequence (Hutchinson and
Waters, 1987). The basic exercise technique widedgd in ESP is pattern practice,
particularly in the form of language drills. Freguieepetition is essential to effective learning
and all errors must be immediately corrected. Thesaviourism can provide the theoretical
underpinning of ESP e-learning. The computer prewithe stimulus, the learner has to do as
directed, i.e., provides the response, and findlg, computer gives feedback and reinforces
the response. Providing feedback is connected witharning activities and it can be
executed by both agents, the computer and thedgeatimely provision of feedback is a key
to success in Computer-Mediated Communication. if@nlearning activities accompanied
by the provision of feedback represent tools farcttiring the process of e-learning’grna,
2005: 61).

At the same time, constructivist learning theoregzs also underpin technology-
enhanced learning (TEL). The constructivist viewazching and learning is associated with
the work of John Dewey (in Garrison and Anders@93), who identified two principles that
have become implemented in contemporary e-learre is interaction through which
ideas are communicated and knowledge is constractéaonfirmed. The second principle is
continuity which goes to the importance of creatthg foundation for future learning. It
means that e-learning must provide experience éngures continuity for new learning
experience (Garrison and Anderson, 2003). The safeeence to constructivism as to the
learning theory that underpins the methodology e#riing online is found in the book
Language Learning Online: towards best practicens@activist ideas underpinning TEL
have been broadly embraced by Laurillard (e.g. 19982, 1995). According to Laurillard et
al. (2011), teachers need to optimise the use gitatlitechnologies in order to achieve
effective learning. The constructivist approachuiess learners to take responsibility for their
own learning, either individually or collaboratiyelKnowledge is seen as something that
must be constructed (Nesi, 2011).

The newly developed e-learning Business Englishramwembraces both of the
abovementioned principles. Through its interactasks it communicates ideas and firms and

constructs knowledge, allowing for immediate feexkbapon one's achievement and multiple
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attempts at answers while practising one’s skiBy. addressing key language issues,
developing major language skills and concentratindopics that transcend to other fields of
study as well as real-life experience, the courseiges continuity and foundation for further

learning.

2.3. E-learning course description

The innovative course has a topical syllabus tefi¢cts the students” main fields of studies
and their departments. At the same time, the ayflab also functional as far as writing and
business context is concerned (personnel managemarketing etc.). The course is focused
on the development of business and economic tetaggoreading comprehension, listening
comprehension, writing and the work with up-to-da¢hentic audio-visual materials. Online
study support for Business English is in the forina d4-module course in the Moodle LMS
with the following module structure:

a) lead-in;

b) keywords and definitions;

c) specialist material — reading/audio-visual;

d) various activities;

€) resources.

The content of the course is the following:

a) a specialist text intended for reading comprehenpractice;

b) interactive HotPotatoes exercises intended forestted vocabulary practice such

as fill-in-the-gaps, multiple-choice, true/falseatching;

c) online submission of written assignments (transied] letters) in some modules;

d) other additional activities — listening, videos;

e) tests for training purposes with limited or unliedtnumber of possibilities, or a

credit test with just one try and a time limit.

The course focuses on the issues of business andraas as well as on the English
language used in business. It should provide stadsith a useful guide or tool on how to
communicate about business in English.

The course focuses on the development of listeniegding and writing skills,
translation as the fifth skill and vocabulary degrhent, because these skills are important
for the studies and professions (listening to ety note taking, writing business letters,
reports, reading specialist texts etc.). The deurakent of the knowledge of grammar was not

in the foreground of the course, as the studerdsalr@ady acquired a sufficient command of
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English grammar appropriate for B1 level within t@G®@mmon European Framework of
Reference for Languages.

The development of vocabulary that can be apphedousiness and economics was of
primary importance. By learning and practising sgést vocabulary the students receive

guidance as a key to performing other activitiks Bpeaking, reading, writing and listening.

3. The study

3.1 The aim of the questionnaire study

The aim of the questionnaire was to discover thaiops of students on the effectiveness of
e-learning as far as language skills and vocabuegyconcerned in comparison with face-to-
face instruction, and on the implementation of éhkearning course for distance students
based on the frequencies of their responses atiteagualitative signs (year of study, field of
study). Questionnaire is used as a research instruto collect data on phenomena which
cannot be observed, such as attitudes, self-camedpt and to obtain information about the

research subjects (Seliger and Shohamy, 1990: 172).

3.2 Participants

The population is represented by students of theciC2niversity of Life Sciences Prague

within the bachelor studies who went through plaeeiests and were characterised by the
Bl level of the Common European Framework of Reiegefor Languages. The research
sample of 107 students was represented by tholsenfiel B1 students who enrolled into the

subject of Business English.

3.3 Research instrument - questionnaire

Questionnaires are used to collect data on phermm#érich cannot be observed, such as
attitudes, motivation etc. and to obtain informatebout the research subjects, such as age,
years of studying the language etc. (Seliger arah&my, 1990).

Questionnaires were distributed in Czech to enshe¢ the questions would be
properly understood by students and answered dhyrdthe validity of the findings was
supposed to be strengthened in this way. Anonymiis assured when filling in the
guestionnaires, so the students tended to shamemafion with the teacher more easily. They
are supposed to bring true and accurate respoAsesiymity and high response rate also
heightened the validity of findings. Before thedstyproper research started, pre-research had

been conducted. It served the purpose of verifyihgther the questions in the questionnaire
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were clear and whether the students understoodyteuey and could answer without

problems.

We used a non-standardised structured questi@nttat was composed of 11 Likert

scale questions with a high degree of explicitn@Savora, 2000; Rory O'Brien, 1998)

requiring the subjects to select among a numbaltefnatives, and one open question.

The questionnaire asked about the information cctedewith:

1.
2.
3.
4.

Gender

Field of Study

Year of Study

Participation in the e-learning course

Then the questions that offered a choice from séymrssibilities a) "yes", b) "rather yes", c)

"rather not", d) "no", e) "l do not know"ltaled:

5. Do you think that the inclusion of the ESP e-leagiourse is proper?

6. Do you think that the lessons of ESP within theeahing course can be of the

same effectiveness as the face-to-face lessons?

Do you think that the reading skill developmenthiitthe e-learning course can
be of the same effectiveness as the face-to-fasems?

Do you think that the listening skill developmenthin the e-learning course can
be of the same effectiveness as the face-to-fasems?

Do you think that the writing skill development tiih the e-learning course can be

of the same effectiveness as the face-to-facene8so

10.Do you think that the translation skill developmaevithin the e-learning course

can be of the same effectiveness as the face-toldasons?

11.Do you think that the vocabulary skill developmevithin the e-learning course

can be of the same effectiveness as the face-toldasons?

12. Comment.

The questionnaire was concluded with the open oueét?2) that was intended for the

respondents to evaluate the course, write theimoents and also recommendations for future

implications as the course in the Moodle LMS canfileely updated. This type of open

guestion was not used any more as its interpretagiquires more complex analysis.

In order to check the appropriateness and a pratpecture of questionnaires for the

actual questionnaire research within the study groguestionnaires in the paper form were

also distributed among the students during the l&sston in the year preceding the actual

research. The students were given questionnairesich they could express their views on
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the appropriateness of the inclusion of e-learnimtg the lessons of English for Specific
Purposes (Business English) within distance stualiesthe effectiveness of e-learning as far
as language skills (with the exclusion of speakiagyl vocabulary were concerned. 40
questionnaires in the pre-research and 94 in thal fiesearch were distributed. Such a
significant difference in number was caused byveelonumber of students taking part in the
pre-research, which was performed one year prithéaesearch. Fewer students enrolled in
the course in the year preceding the actual relsearc

Based on the pre-research, some activities thake wequired by students in
questionnaires were added into the e-course in Moggzhrticularly several listening and
writing activities. The structure of the questiomador the final research was also slightly
modified (Kwirkova, Kuwtera and Vostra Vydrova, 2012).

Questionnaires in the paper form were distribewng the students during the last
lesson in the winter term 2012/2013. No problemthvow response rate appeared as all
guestionnaires were collected personally and theirrerate was 93%. In seven
questionnaires, the students did not respond toesguestions and, therefore, these
questionnaires were excluded from the analysis.d&te collected in the questionnaires were
quantified into the table and then processed qiadiniely by means of statistics.

Anonymous questionnaires, in accordance with athtonsiderations in collecting
research data ensured that confidentiality of #search data would be maintained (Seliger
and Shohamy, 1990).

3.4 Findings

The findings of the first five questionnaire itemsere as follows: there were 51 males
(58.6%) and 36 females (41.4%) among the resposdéxd far as fields of study are
concerned, the most highly-represented specifiegld fiwas that of Business and
Administration with 23 students (26.4%), followey Bconomics and Management field of
study with 19 students (21.8%). Trade and Busime#s Machinery was represented by 17
students (19.6%). “Others” (not specified fieldstlidy) was selected by 28 students (32.2%).
68 respondents (78.2%) were students in their yesir of studies, only 7 respondents (8%)
were in their second year of studies and 12 regpusd13.8%) were in their third year of
studies. 47 respondents took part in the e-learomgse, while 40 did not. The responses
were equally required from all respondents-paréinip of the research, irrespective of the
fact whether they belonged to the experimental gréparticipating in e-learning) or the

control group.
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In the other six questions of the questionnaieseld on the opinions of students, the
objective was to determine whether or not the dgmaknt of single skills and vocabulary by
using the e-learning online course could be ascefe as the face-to-face instruction. The
choice of the responses was “Yes, rather yes,atber no, do not know". The frequency of

single responses is shown in Table 1.

Table 1. Frequency of responses.

Yes Rather yes Do not know Rather no No
Overall
effectiveness of e- 6 (6.9%) 38 (43.7%) 1 (1.1%) 31 (35.6% 11 (12.6%6)
learning course
Reading with 11 (12.6%) | 34 (39.1%)| 1 (1.1.0%) 31(35.6%)  1DFW)
comprehension ' ' o '
Listening with 22 (25.3%) | 38 (43.7%) 3 (3.4%) 15 (17.2% 9 (10.3%)
comprehension
Writing 24 (27.6%) 44 (50.6%) 4 (4.6%) 10 (11.59) 5 (5.7%)
Translation 28 (32.2%) 33 (37.9%) 2 (2.3%) 17 %96) 7 (8.0%)
Vocabulary 36 (41.4%) 24 (27.6%) 6 (6.9%) 17 (195% 4 (4.6%)

71 respondents (81.6%) thought that the inclusioe-learning into the ESP lessons
for distance students was proper, while only 3 sadents thought that it was improper
(3.4%).The remaining 13 respondents (15%) did noik

Most responses proved that there was no statigtisanificant difference in the
relationship between gender, field of study and yéastudy, participation in the e-learning
course and perceived usefulness of the courseeasiied by Ktera and Kairkova (2015).

As regards gendera statistically significant difference was foundlyonn item
(question) 11, which asked if the development ofalulary within the e-learning online
course could be as effective as face-to-face iotmw 34 (39.1%) males and 26 (29.9%)
females answered “Yes” or “Rather Yes”; 12 (13.8%ales and 9 (10.3%) females
responded “No” or “Rather no”; 5 (5.8%) males andl2%) females responded “Do not
know”. More males than females believed in thecedficy of e-learning in the development
of the vocabulary. It may be assumed that this eeased by the nature of males, who are
more technically-oriented and prefer Informatiord @bommunication Technologies to the
face-to-face method. The P-value was 0.03532 lawer than the significance level of 0.05.
The analysis revealed that there was a statistisgjhificant difference in responses between
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males and females. The contingent coefficient, tvliietermines the dependence strength, is
0.3011162. The value of the coefficient is not highe dependence strength between

variables (response to item 11 and gender) isigbtéither; it is of a medium strength.

Table 2. Questionnaire item p-values in relatiogeader

Questionnaire item P-value
No. 5 0.65113
No. 6 0.29795
No. 7 0.51013
No. 8 0.09850
No. 9 0.12098
No. 10 0.50343
No. 11 0.03532

In all other items, there were no statisticallgrsiicant differences between the
responses of students and their gender, as evidlencEable 2. It may be assumed that the
variable of gender did not have much influencerenstudents’ perceptions of e-learning.

As for the field of study, statistically significadifferences among the responses of
students within individual fields of study did regppear at all. The P-values were higher than
the significance level of 0.05. It may be concludedthe basis of the questionnaire analysis
that the field of study was not a variable thatldaofluence the students’ perceptions. Most
students of all fields of study had confidence he inclusion of e-learning into distance
studies (71 = 81.6%) and more than half of theeitglbelieved in the effectiveness of the
development of the skills and vocabulary in all gfiens (from 44 to 68 in case of single
guestions). Table 3 shows the p-values of the ouesire items in relation to the field of
study.

Table 3. Questionnaire item p-values in relatiothefield of study.

Questionnaire item P-value
No. 5 0.34400
No. 6 0.99202
No. 7 0.88563
No. 8 0.71492
No. 9 0.93617
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No. 10 0.15651
No. 11 0.05180

When the responses of students of different yeérstudy were compared and
statistically analysed, there was no statisticaliynificant difference between the year of
study of the students and the responses to qussiidri. All the p-values were higher than
the significance level of 0.05. The year of study mbt influence the opinions of the students
on the effectiveness of e-learning in the skillgl ahe vocabulary in the research. The p-

values of the questionnaire items in relation ®ybar of study are shown in Table 4.

Table 4. Questionnaire item p-values in dependendhe year of study.

Questionnaire item P-value
No. 5 0.28419
No. 6 0.84221
No. 7 0.97364
No. 8 0.59257
No. 9 0.72488
No.10 0.59926
No.11 0.28449

Statistically significant differences in the respes to question 5 and 6 were found
between the students who participated in the erilegrcourse and those who did not. Out of
those who completed the course 42 respondents%3%Hought that the inclusion of e-
learning into the ESP for distance students wapgit@3 participants (6.4%) felt that it was
improper and one student (2.1%) did not know. Guhose who did not take part in the e-
learning course 29 participants (72.5%) thought tha inclusion of e-learning into the
distance studies was proper, 3 respondents (7.6%ught that it was improper, and 13
students (32.5%) did not know. P-value was 0.046@8er than the significance level. It
indicated that there was a statistically significdifference in responses to question 5 about
the inclusion of e-learning to distance studieswkeen those who participated in the e-
learning course and those who did not. It was disoovered that there was a statistically
significant difference in responses to questiom® participation in the e-learning course. P-
value was 0.03815. 29 students who participatethéne-learning course (61.7%) and 15
students who did not participate in the course5®j.responded “Yes” and “Rather yes”, 17

students who participated (36.2%) and 25 who ditl pasticipate in the course (62.5%)
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responded “Rather no” and “No”(Kara and Kudirkova, 2015). Table 5 shows p-values of

the questionnaire items in relation to the paréitign in the e-learning course.

Table 5. Questionnaire item p-values in dependendie participation in the e-learning course.

Questionnaire item P-value
No. 5 0.04628
No. 6 0.03815
No. 7 0.10966
No. 8 0.33778
No. 9 0.13193
No. 10 0.31291
No. 11 0.88110

4. Discussion

To summarise, these statistically significant défeces in responses to questions 5 and 6 are
supposed to be caused by the personal experienttee agftudents who took part in the e-
learning course and who could better judge thistioe and, on the other hand, by the lack of
experience of those who did not take part in thers® Most students who took part in the
course supported the inclusion of the e-learnings®in the distance studies and thought that
the studies through the e-learning method couldadeffective as through the face-to-face
method. In the other items (7-11) there were ndissizally significant differences in
responses between those students who participatheé ie-learning course and those who did
not as p-values were higher than the significaaeell The students who participated in the e-
learning course as members of the experimentalpgnare definitely for the inclusion of e-
learning into regular classes and considered @ftisient and fruitful as opposed to face-to
face instruction. In contrast, the students whohgéd to the control group and lacked direct
experience with e-learning suggested that e-legrmight be good for practising individual
skills but when it came to the inclusion of e-leagninto classes or learning, they were much
less certain than those with the experience.

Our research was based on the questionnaire amalystudents’ opinions on the e-
learning method, its effectiveness and its inclusitto the distance studies. Similarly, Pop
et al. (2009) conducted their research with the afsa computer-based course assessment
guestionnaire. The results indicated that evenghdbe students’ motivation had increased
and they had expressed positive views on the cothreg had not been prepared to be fully
autonomous and study through the pure online colwsarning ESP within Moodle LMS
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was also the main topic of the research paper ®ikeaad and Pekava (2010), in which
they introduced Moodle language courses, variopesyf e-learning materials for students —
Moodle resources and activities - and their expegewith the Moodle LMS as well. They
point out positive evaluation by the students. Nheadess, this study did not conduct any

guestionnaire research related to this field.

5. Conclusion
The opinions of the students as to whether or heteffectiveness of the e-learning course
and the face-to-face instruction was the same \wehgenced by the participation in the e-
learning course. The results indicate that in mosdes negative views on the overall
effectiveness of the e-learning course were expteby those students who did not take part
in the e-learning course. On the other hand, aadahe positive attitude to the effectiveness
of e-learning is concerned, the number of studerite took part in the e-learning online
course prevailed. The findings in opinions on tlevedopment of single skills show the
students’ positive attitude towards e-learning.

The findings from the students’ questionnaires walso very important as they
expressed their views on the effectiveness of Hheaming course and its inclusion into
distance studies. Most of the students who pastienp in the e-learning course assessed it

positively and thought that it could be includedhe distance studies programmes.
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Abstract

Building upon previous research into the effectagn of using videos for language
teaching purposes, this study utilized an Englisimated situation comedy (sitcom) as an
authentic type of multimedia to teach a particugnammatical structure, namely
conditional sentences. This study also aimed astigating the learners’ attitudes toward
this approach to grammar instruction. To achieveséhpurposes, 34 participants were
selected and divided into two groups. In the cdrgroup (N=17) conditional sentences
were taught through the explicit way of teachingmgmar whereas the participants of the
experimental group (N=17) learned about the comaiiti sentences through exposure to the
animated sitcom. The results pointed to the effeciéss of using the aforementioned
animated sitcom in teaching conditional sentenbmeover, students showed a positive
attitude to the animated sitcom as well as its inseeaching conditional sentences. The
findings of this study have implications for L2 taars, encouraging them to change their
view of grammar and looking at it from a more conmicative perspective.

Keywords: multimedia; animated sitcom; grammar; grammar teagHEFL learners

1. Introduction

Traditionally, it was a widely held assumption tigggmmar is equated with meaningless and
decontextualized forms which were isolated from. uBee emergence of Communicative
Language Teaching approaches contributed to thith mgd caused grammar to be more
pushed out of the language learning scene. Theopespts of CLT approaches made grammar
instruction to be viewed as unhelpful and unneagsstowever, recent studies (Ellis, 1997,
Ellis, 2008; Schmidt, 1990) in second language ®itipn research have led to, as Nassaji
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and Fotos (2004) put it, a resurgence of grammechiag. They state the rationale for the
reconsideration of grammar as a necessary compoh&ariguage instruction is as follows:
1. The hypothesis that language can be learned withonme degree of consciousness
has been found theoretically problematic. AccordiogSchmidt’s (1990) noticing
hypothesis conscious attention is a necessary womdo understand every aspect of
L2 acquisition.
2. Another reason for the renewed interest in L2 grammmstruction comes from
Pienemann’s (1984) teachability hypothesis, whiohggests that L2 learners pass
through developmental sequences. This was suppbstedightbown (2000), who
states that grammar instruction will be effectiveticoincides with the learner’s
readiness to move to the next developmental sthigmguage proficiency.
3. Some research (Mitchell, 2000; Swain, 1985) refershe inadequacy of teaching
approaches focusing primarily on meaning withokinig grammar into account as
well as evidence for the positive effect of grammmastruction, indicating that
grammar instruction has a significant impact oruazcy as well as language learning.
Despite its significance in language learning, greamhas tended to be problematic,
demanding and even demotivating for both learnensl @&eachers. In addition to
decontextualization which is argued to be one efriajor issues regarding the teaching and
presentation of grammar, in most of the cases thenigar taught in the classroom is not
successfully transferred to its actual use in tiside world, i.e. students might know a great
deal of grammatical rules and structures, but tto®s not necessarily guarantee their
capability in practically using them

In relation to these shortcomings of effective gmaan teaching, Larsen-Freeman
(2003) states that “grammar teaching will be eflectand useful when learners have also
opportunities to encounter, process and use insttuorms in their various form-meaning
relationships so that the forms become a part af thterlanguage behavior” (p. 53). In line
with this view, Spada (1997) adds that when learege confronted with communicative
exposure to grammar points learned through formgttuction, their awareness of the forms
as well as their accuracy in the use of the fornisimprove and become longer-standing.
Consequently, it is safe to suggest that grammauldhbe taught communicatively in the
context where it actually happens in order to lhective. One of the ways to fulfill this goal

Is to use authentic audiovisual materials in teaglgrammar.
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Using videos which are a multidimensional text eamnhg both visual and audio
content would be very effective. Regarding the fpasieffect of these materials, Harmer
(2001) mentions two reasons why video can add ei@pdimension to the language learning
experience. First, by seeing language in use lesircemprehension will be greatly enhanced
since meanings and moods are often conveyed throisgial clues. Second, videos offer
students opportunities to look at situations faydmel their classroom, thus raising their
cultural awareness. Celce-Murcia (2002) suggesisusing media in the classroom serves as
an important motivator. It also lends authentidity the classroom situation and exposes
students to multiple input sources.

More importantly, authentic videos help studentsrethe language features in their
real context. By creating a contextualized situatior presenting and practicing language
forms, not only do language learners see how éffdgt and practically grammar points
taught in the classroom are used in real life & #gheir negative perceptions and attitudes
toward grammar will change. This is likely to reasal students looking at grammar from a far

more positive and practical perspective.

2. Literature review

2.1. Multimedia in language learning

There is no gainsaying the fact that technology t@ssiderably affected our lives and
brought about numerous changes in the past fewddscédanguage teaching/learning is one
of the areas that have been feeling the impachefchanges afforded by technology. As
Chapelle (2007) points it out, not only are thelsenges going to lessen, but also technology
will continue to influence every aspect of the $vef language learners, including their
formal as well as informal language learning exgares.

One of the aspects of the new technologies thag¢ h@come prevalent in language
learning contexts is the use of audiovisual malerighe ubiquity of audiovisual materials has
never been more obvious than it is nowadays forndae generation of language learners
(McNulty & Lazarevic, 2012). In today’s world, whids filled with audiovisual programs,
language learners and teachers are lucky enoudlavwe access to a virtually unlimited
storehouse of authentic language materials suamasges, series, cartoons, music videos,
documentaries, etc. which they can exploit for pugposes of language learning. These
materials have helped learners as well as teathensike classroom language learning more
effective and efficient than it used to be (Tsceir2001). However, the following questions

arise at this point: Why has the use of multimeain@ audiovisual materials in language
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learning contexts earned so much interest in thenteyears? What factors have contributed
to the appeal of using these materials for langleaming purposes?

One of the factors that has been mentioned thraughe literature in favor of the use
of videos is the difference they make when compaii#id printed materials such as textbooks
and dictionaries. According to McNulty and Lazame\{R012), unlike printed materials,
videos provide learners with the chance to see lag@l simultaneous communication,
speakers’ gestures, facial expressions and othediqguistic features. which can lead to
improving second language learning.

Another factor relates to the kind of language thatliovisual materials supply
language learners with. Baltova (1999) sees theevaf videos in their recreating real-life
experiences of language. In line with the same yigwrosbree (2008) contends that videos
expose learners to the language in its real contieatving their attention to speakers’ body
language and other visual aids which enhance cdrapston.

It has been argued that videos have a positivetefie learners’ attitudes toward the
target language and culture. Tschirner (2001) dised that through providing a
contextualized and situated version of languageticth verbal and non-verbal features are
observed and by allowing learners to perceive Hrget language speakers in their real
cultural contexts, videos contribute to the leashdéavorable attitudes towards the target
language.

One of the notable advantages of multimedia isntltimodality that they provide.
According to Guichon and Mc Lornan (2008), multimmbty assists learners to process
sensory information in diverse semiotic codesldb delps them comprehend information via
different channels. Multimodality is supported byaybr's (2001) theory of multimedia
learning, which presupposes that multimedia mdgeresult in better learning outcomes since

they provide learners with multiple channels ofily.

2.2. Empirical findings on the effect of using vides

A large number of studies have been conductedwuestigate the impact of multimedia on
different aspects of language learning, revealivggfact that learners profit from exposure to
authentic multimediaWashang (2004) carried out a study to investidateeffect of English
movies on Iranian students’ development of idioma&xpressions. The results pointed to
better performance of the experimental group. Yuk&@09) reported that watching movie

clips had a positive impact on learners’ vocabul&myowledge. He attributed this
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improvement to the contextual clues that moviesprawide for learners and thus concluded
that movies have the potential to facilitate incitéé vocabulary learning.

Karakas and Saricoban (2012) sought to determiaentipact of watching subtitled
cartoons on incidental vocabulary learning throeginducting a study with 42 first grade
ELT students. However, the findings of their studigh not support the assumption that the
subtitle group would outperform the non-subtitleug.

More relevant to the current research is the stoalyied out by llin, Kutlu and
Kutluay (2013), who aimed at investigating the efffef videos on teaching grammar in an
ESP grammar class. The results revealed the pesitigact of videos on teaching grammar.
It was also found that the usage of videos motoratadents to take part in the lessons as well
as to learn grammar.

Another relevant study is the classroom-basedareseconducted by Mohammad
(2013). She explored the effectiveness of subtitiddos on grammar learning. In this study
she made use of the noticing hypothesis in ordenvestigate the effect of using enhanced
subtitles and input flooding of a specific gramroatistructure, the Past Perfect form, on
learning. The findings of this study showed thaidsnts had a positive attitude toward this
approach to teaching grammar. It also helped thettelbunderstand the context in which a
particular grammatical structure was used.

Although there is a large body of research on fifieceof audiovisual materials in
second language teaching and learning, not so rstudies have yet investigated their
effectiveness in grammar instruction. Using autitemideos in grammar teaching and
learning is an interesting and motivating way td adcommunicative sense to the classroom.
By doing so, foreign and second language learnpessive command of grammatical
knowledge can be lowered to a great extent. Th&ywhke up to the fact that grammar is an
essential component of successful language leaminigh cannot be taken for granted.

The current study used animated sitcoms to try verapme the abovementioned
problems regarding grammar instruction in an EFIntext. To this end, the following
questions were formulated:

1. Does using animated sitcom have any significanéceéfion students’ learning of
conditional sentences?
2. What are the students’ attitudes toward using at@chaitcom in teaching conditional

sentences?
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3. The study

3.1. The aim of the research

The major purpose of this study was to make gramnsruction more communicative and
interesting for EFL learners by utilizing an Englianimated sitcom entitle@he Looney
Tunes Shown a grammar class. This study also aimed at slgddjht on the effectiveness of
grammar in language learning to Iranian EFL leanencouraging them to change their view
of grammar to perceive it as one of the benefitiajuistic resources at their disposal.
Furthermore, the current study attempted to detenthe students’ attitudes toward using

animated sitcoms in an EFL grammar class.

3.2. Participants

To accomplish the purpose of the present study 8dligh language learners from two
institutional contexts (First Institute: Gheshm daage institute in Ardebil, and Second
Institute: Sharif language center in Tehran) waleced using the “convenience sampling”
technique (Dornyei, 2007, p.98). A total of 23 ERarners studying English at the first
language institute were assigned to the contralgrdhese students were all male, bilingual
in Turkish and Persian, with their age ranging frbdnto 17. Based on the placement policy
of the language institute, the selected particpavere considered to be at the intermediate
level of proficiency. However, in order to be agsliof their language level, Nelson English
Language proficiency test was administered. Thalte®f this proficiency test helped the
researchers to exclude 6 students who did not neetrequired proficiency level. The
remaining 17 students were selected to participetige control group.

The participants of the experimental group werecet from the second language
institute. Twenty one language learners, includoth male and female and ranging in age
from 14 to 18, participated in the study. Theseree had enrolled in an intermediate
English language course. The aforementioned pesity test was administered in order to
assure the researchers of the proficiency levahefparticipants. The results allowed the
researcherso discard 4 students who were not within the nesgliproficiency level. As a
result, 17 students (five females and twelve matas} part in the experimental group of this

study.

3.3. Instruments

3.3.1.The Looney Tunes Show
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The main instrument of this study was the populaglish animated sitcormamely “The
Looney Tunes Shéwvhich premiered May 3, 2011 on Cartoon Networkrée seasons of
this animation have been produced and aired sd Far.decision to use this animated sitcom
was based on its popularity and attractivenessnigli€h learners. Twelve episodes of this
animated sitcom were shown to the participantsndua six-session treatment. To help them
better understand the content, the episodes wayeglwith English subtitles (see Appendix

for sample screenshots).

3.3.2. Nelson English Language Test

Prior to the treatment, a proficiency test, namilison English Language Test 200 A,

devised for the intermediate level, was employearnder to assure the researchers of the
homogeneity of the groups. The Nelson test forititkermediate level contained 50 items, 14

of which were cloze tests and the other 36 werdiptedchoice items.

3.3.3. The pretest and the posttest

After determining the homogeneity of the two classevolved in the Nelson English

Language Test, a pretest consisted of 30 multipieice items which tested conditional
sentences was administered in order to determiagdhnticipants’ initial knowledge of the

specified aspect of grammar. The pretest was dgttatom Rezaei (2009). In his study,
Rezaei conducted item analysis, discarded and meddtie poor and incompatible items. The
reliability index of the pretest was reported to. H@.

After the six-session treatment, a posttest of 3tiple-choice items was given to
students of both classes in an attempt to meakeie dained grammatical knowledge and
compare the two different approaches of teachiagngnar, i.e. the traditional approach and
the one which used the animated sitcom. Similaslyhie pretest, the items for the posttest

were also extracted from Rezaei (2009).

3.3.4. The interview session

At the final stage of the study, the participanfstloe experimental group attended an
interview session so as to inform the researchétherr attitudes toward using animated
sitcoms in grammar teaching. The interview sesgias recorded and the students’ responses
to the questions regarding the use of the animsitedm were transcribed to determine their
attitude. In order to help students better undedstdhe questions and avoid any

misunderstanding, they were also asked in Perdtams to be noted that one of the
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researchers, other than the participants’ teacheog, charge of the interview session. The
participants responded to the following questions:
1. Do you have past experiences of watching videdisédrclass? If so, for what purpose?
2. Did you like the idea of watching authentic vidgbke the one used in this study) in
teaching grammar?
Did you like the animated sitcoirhe Looney Tunes Shased in the class?
What did you like/dislike about the use of animasédom in the class?

Was the use of animated sitcom effective in learmionditional sentences?

o 0k~ w

Do you like to watch videos (like the one used hrs tstudy) again in the future to

learn grammar?

3.4. Design and procedure

This study employed a pretest/posttest design aaml a@ncerned with learning one specific
grammar constructione. conditional sentences. It aimed at comparhegy gerformance of
two groups of learners exposed to two differentragphes of teaching conditional sentences.

The data collection of this study took place irefstages.

3.4.1. Stage 1

A total of 44 EFL learners from two institutionardexts who had signed up for intermediate
English courses were selected to take part indfidy. In order to assure the researchers of
the homogeneity of the participants as well asxdugle those who were not within the
required proficiency level for this study, Nelsondlish Language Test was administered.
The results led the researchers to exclude 10mstsidENe remaining 34 students, divided into
control (N=17) and experimental groups (N=17), ¢duied the main participants of the

current study.
Table 3.1.The results of the Nelson English Language Test.

Groups N Min Max Mean SD

Control 23 26 42 36.40 4,12

Experimental 21 29 43 37.28 3.53
3.4.2. Stage 2

At the second stage of the study, participantsodh lgroups were required to take a pretest.
The pretest, consisted of 30 items, intended terdene the participants’ initial knowledge of
the conditional sentences.
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3.4.3. Stage 3

Participants attending the control group (withoigtew) were exposed to explicit instruction.
The teacher devoted 20 minutes of the class timeedching conditional sentences. The
teaching of grammar in this group was done dedelstithe teacher explained conditional
sentences to the students and provided them witimdber of examples. Afterwards, students
were required to practice using conditional sergentt needs to be mentioned that each type
of conditional sentences was taught in two sessibhe grammar instruction used for the
control group lasted for 6 sessions, extending ayegriod of two weeks.

On the other hand, the participants of the expertalegroup (with video) were
exposed to a different approach towards teachiregngrar. In this group, conditional
sentences were taught by utilizing an animatedsitentitted The Looney Tunes Show.
During the treatment which lasted for 6 sessiongef@od of two weeks), the participants of
this group watched 12 episodes of the specifiezbsit In order to make comprehension of
the animated sitcom easier and to make the targeteditional sentences more tangible for
the participants, it was shown with English subsitlEvery time a conditional sentence was
used by one of the characters in the sitcom, thehtr paused and replayed it, trying to draw
the participants’ attention to that particular cibiethal sentence. This was followed by having
students practice and produce sentences usingtiomads. This routine was repeated after
the emergence of every conditional sentence. larddavoid overwhelming students with an
abundance of unfamiliar information on the one hamd so as to help them focus more on
the conditional sentences on the other hand, theareher, inspired by Swaffar and Vlatten
(1997), decided not to play the entire episodestebd, shorter segments of each episode
were shown to the students.

It is important to point out that this way of teawh grammar was in line with two
theories — Focus on Form (Long, 2000) and Consnesssraising (Ellis, 2008; Thornbury,
1999). Both of these approaches refer to any attevhgch directs learners’ attention to the
formal properties of the target language. This wtptbvided students with authentic and
contextualized instances of the use of conditi®ltences through exposing them to an
authentic type of multimedia in their class. Byrpso, the attention of the participants of the

experimental group was drawn to the conditionatesares.
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3.4.4. Stage 4

After the treatment, the participants in both gouwgat the posttest. This posttest was
administered for two purposes: first, to assesspduicipants’ knowledge of conditional
sentences as a result of the treatment. Secontk Hie groups involved in this study were
exposed to different approaches towards grammahiteg, the posttest aimed at comparing
their performance regarding the learning of condii sentences. It was supposed to indicate
whether there was any statistically significanfatnce between the control group and the

experimental one.

3.4.5. Stage 5

At the final stage of the study, the participantshe experimental group who were exposed
to The Looney Tunes Shamvtheir class attended an interview session dutiey were asked
to respond to a number of questions regarding thgitudes toward using the animated

sitcom in teaching conditional sentences.

3.5. Findings

In order to answer the first research questiorhisf $tudy‘Does using animated sitcom have
any significant effect on students’ learning of ditional sentences?’the descriptive
statistics of the performance of both control arplegimental groups in the pre-test as well as

the post-test were computed (see Table 3.2).

Table 3.2.Descriptive statistics of the performance of cohéind experimental groups.

Groups N Pre-test Post-test
M SD M SD

Control 17 16.82 1.74 17 1.5

Experimental 17 17.41 1.54 18.17 1.59

The mean score of the participants of the controlg in the pretest was 16.8 and it
increased to 17 in the posttest. On the other hidwedparticipants of the experimental group
to whom conditional sentences were taught withramated sitcom scored a mean of 17.41
in their pretest, which increased to 18.17 in thstiest. It is important to point out that the
maximum number of the scores was 30. Since theigésge statistics only cannot help one

decide whether the treatment has been effectivevamether the differences between the
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mean scores of the control group and experimendaipgare statistically significant, a paired-
samples t-test as well as an independent samest were computed. The results of these two

tests are reported in Table 3.3 and Table 3.4.

Table 3.3.Paired-samples t-test results for both groups.

Df T Sig.
Control 16 1.37 .18
Experimental 16 3.49 .003

As demonstrated in Table 3.1 demonstrates, thecjpamts of the experimental group
improved from a mean score of 17.41 in their ptetesa mean score of 18.17 in their
posttest, i.e. they underwent a mean difference76f The results reported in Table 3.3
indicate that this difference in mean scores from pretest to the posttest is statistically
significant o= .003). The participants of the control group elgrezed a slight increase from
the pretest to the posttest, but this improvemesteported in Table 3.3, was not statistically

significant £=.18).

Table 3.4.Independent sample t-test results for pre-testastHest.

Df T F Sig.
Pre-test 32 1.43 .32 .30
Post-test 32 2.21 .01 .03

Furthermore, as demonstrated in Table 3.2, there avanean difference of .59
between the performance of the control and experiahgroups in the pretest. However, this
difference was found to be non-significamt=(.30). Regarding the performance of the
participating groups in the posttest, a mean diffee of 1.17 was reported, which turned out
to be statistically significanpE .03 — see Table 3.4).

In order to answer the second research questiersttidents’ attitudes regarding the
use of the animated sitcom in teaching conditios@htences were surveyed during an
interview session. The participants of the expentalegroup who were exposed to the
animated sitcom attended this interview session @oslided their responses to the related
questions. The first question of the interview tewdth the students’ past experiences of
using videos and aimed at determining the purptmeshich they had used videos in their
English classes. The responses to this questiowezhahat the majority of the students
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(N=11) were familiar with using videos. The purp®saried from using videos for clarifying
some particular grammar points to using them ircheay vocabulary items and listening
activities.

The next three gquestions aimed at eliciting thelestis’ attitudes toward usinthe
Looney TuneShowin this study. The second question of the interweas‘Did you like the
idea of using authentic videos (like the one usethis study) in teaching grammar25
interviewees responded affirmatively to this quastireporting that they liked using the

animated sitcom in their class. Below is one ofititerviewees’ opinions:

Yes. In my opinion it was useful for learning graemm@and vocabulary

because we saw their use in real contexts.

However, two of the interviewees did not hold thens view and regarded the use of
authentic videos for grammar instruction as a wadtelass time. The high frequency of
positive responses to this question indicates shatdents are aware of the benefits that
authentic videos can bring for them such as givimgm the opportunities to see various
grammar constructions and vocabulary items in cante

Another question related to the participants’ viesighe animated sitcom wabid
you like the animated sitcom used in this studP’but one interviewees expressed their
positive attitudes toward@he Looney Tunes Showewing it as fun, entertaining, and useful

for language learning purposes. In respondingitdghestion two of the participants said:

Yes | liked it very much. It was good. It was fad & helped me improve
some English skills.
Yes | liked it because it was useful and it wasew mway to teach

grammar.

In addition, one of the students who were intecesitethe idea of using animated
sitcoms suggested that there are other good amdnséttmms, such a@sungfu Pandaywhich
can be used in English classes.

The final question that attempted to determinestineents’ views about the animated
sitcom wasWhat did you like/dislike about the use of thenaatied sitcom in the classPhe
answers to this question varied to some extenhodigh the participants generally liked the

use of the animated sitcom and agreed upon itstafémess for grammar learning, some of
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the participants expressed concerns with regandili@ing these materials in class. Two of
the students believed that the characters wereisgeaery fast, which made it difficult for
them to understand what was happening. It washisrreason that the animated sitcom was
shown with English subtitles so that the studerdsld/find it easier to understand. Moreover,
some other students suggested that the episodeb wiere shown be short. This indicates
that students do not want to be overwhelmed by Bitode of irrelevant information in the
input and like to concentrate more on those pdrtiseinput they are going to learn about.

The fifth question of the interview wad/as the use of the animated sitcom effective
in learning conditional sentencesRearly all the students (N=15) perceived the exp®so
the animated sitcom as useful and effective inni@gr conditional sentences, and suggested
that the same approach shoud also be used todgamhgrammatical structures.

The final question of the interview focused on deiaing whether the students would
like to use animated sitcoms and other authentieos to learn grammar in the future.
Overall, students demonstrated a favorable attitodasing such authentic videos in their
future English learning programs. This suggestsshalents were satisfied with the grammar
learning experience that they experienced in thidys Below are the responses of two of the

students.

Yes. This method of teaching grammar was helpfalsgociating what
we learnt traditionally, like what we learnt in ouschools, to an
authentic learning. Watching native speakers usiognditional
sentences made me motivated and helped me in lggtsping the
subject.

Yes, | think watching native people using gramnaar be very helpful
for us to learn practical grammar not just to leaiinfor passing our

tests.

4. Discussion

4.1. The use of the animated sitcom in learning cditional sentences

As regards the first research questioBpoés using animated sitcom have any significant
effect on students’ learning of conditional sene=®, the results of the posttest suggest that
the overall learning of the conditional sentencgshie participants of the experimental group
improved significantly f= .003) and they showed a gain in knowledge as waltret being

exposed to the animated sitcom employed in thidystln addition, the results indicate that



Teaching English with Technologh6(2), 18-39 http://www.tewtjournal.org 31

the participants of the experimental group outpentxl those of the control group in the
posttest, i.e. the difference between their perforoe was found to be statistically significant
(p= .03). This points to the effectiveness of the ated sitcom which was utilized in
teaching conditional sentences to the experimagrtalp. These findings are consistent with
the findings of earlier studies (Dikilitas & Duven2009; Mohebbi, 2013; Washang, 2004;
Yuksel, 2009), which have investigated videos amgpsrted their effectiveness for language
teaching and language learning. The findings confprevious research (llin, Kutlu &
Kutluay, 2013; Mohammad, 2013) in that exposurauthentic videos has a favorable effect
on L2 learners’ grammar learning and help themebethderstand grammatical structures.

The results achieved for the first research questibthis study can be interpreted
through the characteristics of multimedia and auiibevideos and sitcoms in particular, and
the advantages that they afford for language lesrri@ne of the features of the videos that
distinguishes them from other materials can beothortunity to simultaneously hear and see
the language being used. In addition, they have begued to recreate real-life language use
and equip learners with additional sources of imfation that cannot be materialized by using
other language materials such as textbooks (Baglta@®9). These features of videos
accompanied by their presentation of paralinguiaspects of language use, as stated by
McNulty and Lazarevic (2012), can lead to bettarténg.

Another important feature of videos is their pramis of rich input environments
which are conducive for language learning. Theyoseplearners to context-rich samples of
the target language and help them perceive theiéagggin its real context (Shrosbree, 2008).
This, in turn, will enhance their understanding aaxder the input more comprehensible for
them.

To add to the above features it can be said thieatic videos enhance language
learning and contribute to the learners’ involveimarthe English learning process (Swaffar
& Vlatten, 1999). They also have a positive effectthe students’ self-confidence and have
the potential to lower their inhibition regardinging the target language (Terrel, 1993).

Being characterized by the above features, the apiinsitcom used in this study
introduced the students to a new dimension of lagguearning and they were provided with
opportunities to observe and notice the use of itiondl sentences in the real context. By
confronting learners with authentic and contexueali instances of the target language use,
the animated sitcom constituted high-quality infartstudents which is one of the essential
conditions for successful language learning. Ibasntained simpler language and more

repetitions, which resulted in directing studeratfention more effectively to conditional
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sentences. Additionally, by availing learners oftblinguistic and non-linguistic information
and presenting context-rich input, it helped pgéats of the experimental group to learn
conditional sentences in an effective manner andelbin the posttest.

Better performance of the experimental group ingbsttest in comparison with their
pretest performance can also be attributed to anddature of animated sitcoms. These types
of authentic videos, apart from being a source edl language, are also a source of
entertainment and enjoyment for L2 learners anc lzagositive effect on their motivation to
language learning (Weyers, 1999). This characterisature of animated sitcoms turned out
to be effective and beneficial for the participanitshe experimental group and rendered their
efforts to learn conditional sentences more fruitfu

Another factor that can be used to interpret thsulte of this study is the
multimodality of videos. That is, they aid learngéosprocess and comprehend information
from different channels. This multimodality is imé with the multimedia learning theory
(Mayor, 2001), according to which multimedia mattsilead to higher cognitive activity and
more efficient learning by providing multiple chas of delivery and simultaneous
activation of visual as well as cognitive procegsiBased on this theory, it can be argued that
the animated sitcom which students of the experiategroup were exposed to facilitated
their cognitive and visual processing of the inpod promoted their awareness of conditional
sentences, which consequently led to their higleefopmance in the posttest. Furthermore,
by providing information for learners via differechannels of delivery as well as exposing
them to context-rich and high-quality input, thenaated sitcom helped students to build
form-meaning relationships more effectively.

Motivation is a very important part of languagerfeag. It can besaid that the more
motivated learners are, the more successful thelilaaly to be in learning an L2 (Samimy &
Tabuse, 1991). The authentic videos used in thdysbffered students a chance to perceive
the real language, allowing them to both hear a®dh®w conditional sentences can be used
in their actual context.

These findings can also be interpreted from anopi@spective. Larsen-Freeman
(2014, p. 257) states that “grammar is not a sttgtem of rules; grammar is a dynamic
system.” In order to exploit the dynamism of grammhaeeds to be taught in meaningful and
psychologically authentic ways, otherwise, studemts be at a loss when they attempt to
make use of grammar in their communication. In ptdeachieve this goal, Larsen-Freeman
(2003) proposed a three-dimensional grammar framewo which form, meaning, and use

are interrelated. The form dimension, accordingL&wsen-Freeman (2003), is related to
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lexicogrammatical and morphosyntactic forms andcaigs how these combine to formulate
a particular construction. The meaning dimensioalslevith the sense of a particular
grammar construction, and finally, the use dimemsbows how a grammar construction is
used in context. The animated sitcom that waszetiliin the experimental group introduced
students to all the three dimensions of conditigeltences. The English subtitles shown
while playing The Looney Tunes Shdamiliarized students with the form dimension of
conditional sentences and the way they are consttu©n the other hand, they provided
opportunities for students to both hear and seeaisleeof conditional sentences. By showing
their actual use in a number of different contextsl situations, showing subtitled videos
assisted students in finding out about the meamsagwell as the use dimensions of
conditional sentences. The explicit approach agdpire the control group was useful in
teaching the form dimension to the students. Howatveias not equally useful and effective
with regard to the other two dimensions.

As for the treatment in the experimental group, cae argue that seeing conditional
sentences in the animated sitcom accompanied kgdiober’'s attempts to draw the students’
attention to their use triggered noticing on thet ph the students and activated what they

might have already known about conditional sentence

4.2. Students’ attitudes regarding the use of therémated sitcom in grammar teaching
In relation to the second research questidvihat are the students’ attitudes toward using
animated sitcom in teaching conditional sentence#i® findings of this study revealed the
positive attitudes of the majority of the studerggarding the grammar learning that they
experienced in the experimental group. It was &smd that the students held favorable
attitudes to the animated sitcom to which they wexposed, seeing it as an effective and
helpful resource in their learning of condition&ngences. The students’ positive attitudes
toward the use of authentic videos in this studyrmafthe previous studies of Tschirner
(2001) and Weyers (1999), who have pointed to délocethat videos contribute to the learners’
favorable attitudes towards the target language.pByiding them with authentic and
contextualized versions of the target languageddfeding opportunities to perceive the target
language in its real context, videos also havesd#ige impact on learners’ motivation.
Furthermore, the findings pointed to the fun andeeaining aspects of utilizing
videos and animated sitcoms. Berk (2009) argueidviiaos generate interest in the class and
make language learning fun, which can lead to imip learners’ motivation and their

attitudes toward both content and learning.
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In addition to these findings, it must be added tha responses of the students to the
interview questions indicated their awareness efdherwhelming effects of making use of
videos. As reported by Swaffar and Vlatten (19@égnitive overload and excessive amount
of information to process at the same time in thwking memory is a problem that L2
learners encounter when being exposed to videosy Twrther suggested that the most
straightforward solution to this problem could beptesent brief and short segments of longer
videos so as to avoid being overwhelmed with toahmunfamiliar information.

One limitation of the study that needs to be memtbis connected with the sample of
this study. Even though the participants of thetmdrand experimental groups were fairly
different in terms of their background, this di#ace did not affect the findings of the current
study. The results of the proficiency test as \aslithe pretest administered at the beginning
of the study revealed that there was no significhifierence between the participants with
regard to their English proficiency, neither wasrthany difference related to their initial
knowledge of conditional sentences.

5. Conclusion

Having been inspired by the previous researchthceffect of utilizing authentic multimedia
and audiovisual programs for language teachingl@awhing (Baltova, 1999; Harmer, 2001;
McNulty & Lazarevic, 2012; Mayor, 2001; Shrosbre#)08; Swaffar & Vlatten, 1997;
Tschirner, 2001; Weyers, 1999), the present reBeaimmed at investigating the effect of
exposing students to an English animated sitconarafuthentic type of multimedia in
learning conditional sentences. Furthermore, ttudysinvestigated the students’ attitudes in
relation to using such authentic multimedia in Estgklasses and particularly for the purpose
of teaching grammar. The results pointed to thectiffeness of the animated sitcom in
teaching conditional sentences, supporting thesfulisess for language teaching purposes.
Also, the results of the interview showed the pgitints’ favorable attitudes toward using
animated sitcoms in their English classes.

The findings of this study have implications forttbdearners and teachers. It can be
stated that grammar has always been one of the eeosanding and challenging aspects of
learning a second language for L2 learners. The tlvatygrammar is taught at schools and
language institutes adds to this unpleasant peotefty L2 learners. Quite often they
memorize a number of grammatical rules being tatmlitem, but these memorized rules do
not seem to be of much help when they attempt toneonicate their messages. Using

authentic videos, such as the animated sitcomzediliin the current study, can bring
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considerable benefits for EFL learners. Due todharacteristics that they possess and the
advantages that they provide for their users, dioly the presentation of real language,
provision of context-rich input, assistance in gsging information via multiple channels of
delivery, etc., authentic videos have the potertbaiake the journey of language learning
and particularly grammar learning more enjoyabletegaining, and productive for L2
learners. Seeing how different grammatical str@sware used in authentic videos by native
English speakers can encourage L2 learners to ehiduagy view of grammar and recognize
its usefulness in speaking. Rather than perceiitiag something that stands in their way of
speaking fluently, they come to see it as a comoativie resource that alongside with lexis
and phonology can be taken advantage of to bothpmaimend and produce language in
accurate and fluent ways. Moreover, using thesdskof videos will have a positive impact
on learners’ motivation to learn grammar and thwill,prod them into putting more effort in
the process of grammar learning as well as Entgaining.

Animated sitcoms can also be beneficial in anotiey. The variety of contexts and
situations they provide will help L2 learners tottbe understand the three dimensions of
grammar instruction such as form, meaning, and use.

Likewise L2 learners, language teachers can alseflbefrom using these kinds of
videos. Exploiting animated sitcoms and other veded! help teachers make their grammar
instruction more effective and fruitful. In additipby directing their students’ attention to the
use of a particular grammar construction in thematéd sitcoms they can add a more
communicative sense to their grammar lessons.

This study focused on one particular grammar gtrectwhich was conditional
sentences. Future studies can turn their attentitorother grammatical structures and
investigate how authentic videos will influence ithkearning. Moreover, future research
could focus on designing tasks and activities amtentrate on the effect of authentic videos
on L2 learners’ oral production as well as writpegrformance.

This study investigated the effect of using an Emghnimated sitcom as a type of
authentic multimedia in teaching grammar. Focusingonditional sentences as an aspect of
grammar to work on is considered to be one ofithédtions of this study. The present study
was also subject to another limitation, which wag ttmployment of a rather small
convenience sample. The researcher’s inabilityetecs the participants randomly was due to
the institutional constraints. One final limitatiavas related to the use of a discrete-point

grammar test to assess the participants’ obtaimachrgar knowledge. This was due to the
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fact that the current study was focused on leasrexplicit knowledge and did not investigate
their implicit knowledge.
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Abstract

This study examined the efficacy of using Quizketpopular online study tool, to develop L2
English vocabulary. A total of 9 Japanese univerSEL students participated in the study. The
learners studied Coxhead’s (2001) academic vocaplit (AWL) via Quizlet over the course
of 10 weeks. Results of the pre- and post-testealed that the learners were able to make
statistically significant gains. Moreover, a questiaire administered by the researcher indicated
that the students had positive perceptions of @uitd study L2 vocabulary. Specifically, all
three constructs studied — perceived usefulnesseped ease of use, and behavioral intention
to use Quizlet — had mean scores greater thanadsepoint Likert scale, indicating a high-level
of agreement. Based on these findings, the authppasts the use of Quizlet in the EFL
classroom.

Keywords: Computer-Assisted Language Learning; mobile-assistanguage learning;

vocabulary

1. Introduction

Second language (L2) vocabulary acquisition is gsertial component of foreign language
learning (Beglar & Hunt, 2005). Therefore, it ispartant for teachers to place emphasis on
L2 vocabulary that will be beneficial to EFL stutieaccording to their abilities, interests, and
goals. However, the myriad of ways to study vocabuimakes it difficult for teachers to
choose the most appropriate method for their learnResearch on Computer-Assisted
Language Learning (CALL) and Mobile-Assisted Langgid earning (MALL) suggests that
the use of technology to study vocabulary is amosffe approach for foreign language
students (Altiner, 2011; Azabdaftari & Mozaheb, 20McLean, Hogg, and Rush, 2018)
particular, as Godwin-Jones (2011) stated, theaisemartphone ownership affords learners
virtually limitless opportunities to study L2 voadhry, “Clearly having such powerful
devices available anytime, anyplace provides trelnes opportunities for educational use”

(p. 3). Given this, numerous apps geared towardsludary learning have appeared on the
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iTunes and the Google Play app stores, many of fineehy available for users to download
and use. However, compared with commercial onlireg@ams such agnki and Word

Engine these types of vocabulary learning systems hageived relatively less attention in
L2 research, especially in the context of Englisaching in Japan. Due to this gap in the
literature, the primary aims of this study arerteastigate whether usirQuizlet supports L2
vocabulary development, examine Japanese learserdy habits of the online tool, and

assess their opinions of its use in the EFL classaro

2. Literaturereview

2.1. L2 vocabulary learning via CALL

Current literature indicates that studying L2 vadaby in a CALL environment is an
effective way to promote vocabulary acquisition-garf, 2007 Kilickaya & Krajka, 2010;
Stockwell, 2010; Thornton & Houser, 200McLean et al. (2013) investigated the efficacy of
the online flashcard sité/ord Engineamong Japanese university students and foundhéat
site fostered L2 vocabulary development. While shedents who used/ord Enginemade
large gains on the vocabulary post-test, the coghamup which used extensive reading (ER)
made little progress, illustrating the efficacycoimputerized flashcards over ER to learn L2
vocabulary.

Altiner (2011) also looked at the usefulness of patar-based flashcards in her study
involving university ESL students in the U.S. Thartipants were assessed based on
Schmitt, Schmitt, and Clapham’s (2001) Vocabulaeyéls Test (VLT). The VLT measures
learners’ ability to understand English vocabulatyfive different levels: the 2,000, 3,000,
5,000, 10,000, and the academic vocabulary worceldevThe students usednki, a
vocabulary software based on space repetition. miban score of all the participants who
completed both the pre- and post-tests increaggufisantly, thus showing that the software
had a positive impact on the learners’ L2 vocalyular

In another study involving CALL and vocabulary leiag, Al-Jarf (2007) investigated
the use oNicenet an online course management system, in conjunetith a wide range of

vocabulary websites (e.@dnelLook Cambridge Dictionary& English Clul). In her study the

Saudi Arabian university students were able to maige, statistically significant, gains from
the pre-test to the post-test. Al-Jarf (2007) disond that high-usage levels oficenet
correlated with high achievement on the post-tdstonstrating that the online course helped

support L2 vocabulary acquisition.
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Besides investigating the learners’ L2 growth,irdt (2011) also examined their
perceptions of computerized flashcards. A questoenwas administered in addition to
interviews to gain a comprehensive understandinghef students’ views. Overall, the
learners’ attitudes were quite favorable, partidulevhen it came to perceived usefulness and
ease of use. However, there were a few downsidegkhsThe learners stated that it would
have been better Anki included more information on the target words saglpronunciation,
pictures, or L1 definitions. As noted by the resbar, some students regularly used electronic
or online dictionaries for clarification in theirlL In addition, other learners expressed that a
“typing” feature would have helped them better rerher the spelling of new words as
opposed to simply reading the flashcards.

Learner attitudes towards CALL were explored inJaH’s (2007) study as well.
According to post-treatment questionnaires, alihef participants foundlicenetto be useful
and fun. In addition, the online medium was fourmd have increased motivation and

improved the rapport between the teachers andsisided among the students themselves.

2.2. L2 vocabulary learning via MALL

While CALL and MALL environments both utilize tecblogy to enhance language learning,
the ubiquity of mobile learning sets it apart fraraditional computing. As a result, MALL
has the potential to afford learners much moreilfiety compared with CALL (Ballance,
2012). This was confirmed by Lu (2008) in a studyichk looked into vocabulary learning via
mobile phones and short message service (SMS) haithianese high school EFL students.
According to the results of the closed- and opettednquestionnaires, students’ views of
MALL were positive, with the learners viewing theethod as convenient and interesting. In
their comments to the open-ended section of theegumearly one-third of the students
remarked positively on the ubiquity of the method.

Similarly to Lu (2008), Azabdaftari and Mozaheb2012) study of mobile-based
flashcards with Iranian university students resllte positive findings. The researchers
determined two positive themes based on the imewviwith the participants, namely, the
convenience of the flashcards in allowing the stisl¢éo study anytime and anywhere as well
as the entertainment factor of using the cardsduhition, over a quarter of them commented
on the novelty of studying with mobile devices.the context of Japan, Stockwell (2010)
investigated the usage patterns and perceptionstuofents using computers and mobile
devices to learn L2 English vocabulary. The 3-ystady focused on a vocabulary activity

system calle/ocabTutowhich was integrated intédloodle The university students involved
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had the choice of using the online tool on a P@eirr own mobile devices. While all but one
of the learners used computers more often, thal@tgreferred using a mobile device did so
because of its ubiquity.

Although mobile devices provide distinct advantagbey also come with their own
downsides. One-third of the students in Lu's (2008%earch stated that studying L2
vocabulary via MALL was troublesome. For instanseme of the participants complained
about having to open messages one at a time. Hneels in Azabdaftari and Mozaheb’s
(2012) study stated a few negatives as well. Tegeeific, small screen size was an issue for
some of the students as was the high cost of tieenket when using mobile devices. Similar
disadvantages were detailed in Stockwell's (2010J\s in which the majority of the learners
did not make use of their mobile phones to learmliEh vocabulary. Stockwell (2010)
concluded that this was partly due to the perceis@sts associated with owning a mobile
phone as well as the inconvenience of mobile iate$. However, as Ballance (2012) noted,
Stockwell (2010) collected data prior to the widesgl proliferation of smartphones; thus,
many of the issues related to mobile phone useisnstudy have largely been resolved
(Martinez & Schmitt, 2010).

MALL has been found to be a successful way &nd.2 vocabulary. In their 2012
study, Azabdaftari and Mozaheb found that mobilMas could be used to improve students’
L2 English vocabulary. The researchers comparedetfieacy of mobile devices versus
traditional paper flashcards to enhance L2 vocapulavelopment. The mean score of the
group which studied vocabulary via mobile deviceswnuch higher than that of the paper
flashcard group, thereby demonstrating the effeatégs of mobile learning. Lu’s 2008 study
also examined the potential of MALL to enhance L&abulary among Taiwanese EFL
learners. During the first week of her study, augroof students reviewed the target
vocabulary using their mobile phones while the sdcgroup used print materials. In the
following week, the groups switched methods. Theulte of the study revealed that the
MALL and print groups both made statistically siggant progress; however, the mobile

phone group was able to make greater gains onaste gnd delayed post-tests.

2.3. Quizlet in the EFL classroom
With over 100 million user-created study sets afdndllion users every month (Quizlet,
2016),Quizletis one of the most widely used flashcard systevadable. While teachers and

students can use the software on a PC, it alsosoffdree mobile app for use on both the
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Apple iI0OS and Google Android mobile platformQuizlet offers several ways to study
vocabulary, which are detailed in the followingl&ab

Table 1. Features of Quizlet website and mobile app

Feature Website Mobile app
Word lists + +
Flashcards + +
Speller +

Learn + +
Test +

Scatter game + +
Gravity game +

It is important to note that some of the featuneshe website are not available on the mobile
app. Specifically, the spelling, the test and thavily game features are not included.
Moreover, the app offers students less informaéibaut their progress and performance on
each vocabulary list compared with the website.

In a recent study, Jackson Il (2015) found Qatzletwas favored oveEducreations
a mobile application that lets teachers create slrate instructional videos, by university
students in the United Arab Emirates. In his stu@yijzlet was used in conjunction with
Educreationgo help promote vocabulary learning while usinghblol and L2. Three reasons
were cited for the preference fQuizlet 1) receiving a mark/grade after each study sassio
2) the availability of L1 translations, and 3) thames. In addition to studying the learners’
perceptions, Jackson Il (2015) looked into theirdy habits outside of class. He found that
the majority of them studied the target vocabulaith Quizletfor the recommended amount
of time, i.e., 10-15 minutes each night, indicatihgt most of students took advantage of the
additional opportunities to study L2 with the omlitool. This is significant because learners
often exhibit a high level of unpredictability amdriability in online environments (Fischer,
2012; Taylor, 2006).

Chien (2015) also found that EFL students had pesitiews towardQuizlet In her
study the Taiwanese university students used otigeahree online programQuizlet Study

StackandFlashcard ExchanggurrentlyCram.com. Group interviews were then conducted
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with the participants to gauge their views towatttls programs. According to her findings,
the students enjoyed usiQiuizletover the other two programs due to the activitiedfered,
specifically, Speller (Figure 1), Test, and Spa@edr(currently named Gravity). Given the
favorable perceptions d@uizlet in the studies by Jackson IIl (2015) and Chienl&pand
because the mobile app is freely available to doachland use as opposeddiaki andWord

Engine Quizletwas chosen as the program for this study.

+~ Back to HDU Academic Word List (101-120)

— . most important&H B,
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Figure 1. Speller program on the Quizlet website.

To sum up, learning L2 vocabulary via CALL and MAIlHas been shown to be
successful, with learners having favorable viewsatas their incorporation in the EFL

classroom. Such programs aski, Word Engine and VocabTutor have been shown to

empirically improve learners’ ability to acquirewme&ocabulary. In this regaruizlet seems
to be another promising online tool. However, dittk known about its effectiveness in the
EFL classroom to support L2 vocabulary developm&hte only exception is Lees’ (2014)
comparison study oDuizlet versus paper flashcards where he found that thibate were
comparable in terms of efficacy. However, the datthe study was taken from a single 90-
minute class, thereby minimizing the relevance hed tesults. Thus, this study seeks to
determine whetheQuizlet can promote L2 vocabulary acquisition, understdaganese

students’ study habits of the tool, and measuri tgnions of its use.
3. The study
3.1. Research questions

Given the aforementioned literature, the followmegearch questions were examined in this

study:
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1) Did Quizletpromote L2 vocabulary development?
2) To what extent did the students make us@uiletoutside of class?
3) Did the students prefer usiqguizletvia computer or smartphone?

4) What were the students’ perceptiongfizletto learn L2 vocabulary?

3.2. Participants

Convenience sampling was used in this study. Al tofanine second-year students
participated. Initially, ten students began thatiment but one of them stopped attending the
class halfway through the semester. All of therdees belonged to the Faculty of Foreign
Studies at a university in Japan. They were ambadighest level of English learners within
the faculty based on their TOEIC exam scores inpfevious academic year. All of the
students were enrolled in a course taught by teeareher which met three times a week

during the 15-week spring semester of 2015.

3.3. Target vocabulary

Coxhead’s (2001) Academic Word List (AWL) was chos&s the target vocabulary for
several reasons. As aforementioned, the studeritseirstudy were among the most highly
proficient L2 English learners in the faculty. Tefare, a sufficiently challenging list had to
be selected. In addition, most of the studentsahady studied the words at the 2,000-level
during their £ year at university; thus, as many researchers hes@mmended (Coxhead,
2000; Nation & Hwang, 1995; Read, 2004), it wasrappate for them to learn more
advanced words beyond the General Service List J@8lthe 2,000 most frequent English
words based on a written corpus (West, 1953). {,astfew of the students expressed interest
in studying abroad, with two of them registeredake the TOEFL exam at the time. As a
result, the study of the AWL would support thesadmsmically-oriented learners in their
desire to get a high score on the exam or othedatdized English assessments such as
IELTS and study at a foreign university. As opposedltiner’s (2011) study in which only

200 words from the AWL were introduced, all 570nierwere covered during the study.

3.4. Procedure

Version 1 of the 30-item Vocabulary Levels Test {Ylwas administered at the academic
vocabulary level as a pre-test. Following the agsest, the ten-week study began, with the
students receiving a brief explanation and dematistr of Quizlefs features to increase

familiarity. With the exception of the last two stes in which a total of 30 words were
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covered, individual sub-lists consisting of 20 wowdere then introduced to the learners each
class (see Figure 2 for example). Sub-lists wetrediiced based on frequency, with the most
frequent words studied first and the least frequeotds studied in the later stages of the
treatment. The learners were given ten minutesndutie beginning of class to study each
sub-list. Students were told they could use th&tdpscomputers in the classrooms, their own
smartphones, or a combination of the two. They wetgushed to use one platform over the
other. Subsequently, other learning activities wemeducted, unrelated to AWL. The learners
were encouraged to study the vocabulary outsiddask but were not required to do so. After
the treatment was complete, version 2 of VLT w&enieby the students to meas@uaizlet’'s
impact on the learners. According to Schmitt e{2001), versions 1 and 2 of VLT provide
valid results and produce similar assessment sctiteseby making them effective as pre-

and post-test measures.

{ Latest Study Set Edit

HDU Academic Word List
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Figure 2. Sample AWL sub-list on the mobile app.
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3.5. Questionnaire
A 12-item internet-based questionnaire was crebtethe researcher in order to learn the
students’ views ofuizlet (see survey altttps://surveymonkey.com/r/G8GFDY.XThe first

two items of the questionnaire pertained to thelestts’ study preferences as well as their
study habits outside of class. The subsequent teansi were based on the technology
acceptance model (TAM), a research framework byiOEO89), which aims at measuring a
user’s behavioral intention (Bl) to use a giverhtemlogy according to two primary factors:
perceived usefulness (PU) and perceived ease qP&s@U). According to Davis (1989), PU
is “the degree to which a person believes thatguaiparticular system would enhance his or
her job performance” (p. 320), while PEOU is defines “the degree to which a person
believes that using a particular system would be tf effort” (p. 320). PU and PEOU work
together to determine a user’s Bl, with other exdéwvariables sometimes also considered
(Figure 2).

Perceived
Usefulness
External 1 Behavioral
Variables Intention
Perceived
Ease of Use

Figure 3. Technology acceptance model (Davis, 1989)

The items were based on a 5-point Likert scaleirgnfyom strongly disagree (1) to strongly
agree (5). The reliability of the ten items wasified with Cronbach’s alphanj using SPSS.
Each variable or sub-scale had a value greaterGi¥a(PU,a= .750; PEOUun= .793; Bl,a=
.923), indicating an acceptable level of internahsistency. Furthermore, the correlational
relationships between the three variables were yaedl using Pearson’s correlation

coefficient (r), with all three of the relationskipaving a high positive correlation (Table 2).
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Table 2. Pearson’s correlation matrix for PU, PE@hkY Bl.

PU PEOU BI
PU 1

PEOU 843 1

BI .809" 857" 1

Note. ** p<.01, two-tailed.

The online survey was administered \#arveyMonkey after the post-test was

completed. Students were informed by the researttartheir participation was voluntary
and that completion of the questionnaire or lackrébf would have zero effect on their
grades. They were also told the results would renamionymous, i.e., their names and IP
addresses would not be recorded. The surveys wenpleted outside of class and as a result

did not interfere with instruction whatsoever.

4. Results and discussion

4.1. RQ#1

Table 3 shows the students’ mean scores from vessiaand 2 of the VLT, i.e., their pre- and
post-test results. The average score of the stadiecteased by more than three points from
the pre-test to the post-test, demonstrating a natelgain. A paired t-test was performed to
determine whether the improvement was significaftie results revealed a significant
difference between the pre-test and the post-tesinsat the 0.05 level, suggesting that the
students’ vocabulary scores significantly improwke to theQuizlet treatment (t(8)= -2.64,
p= 0.03).

Table 3. Results of the pre- and post-tests.

Pre-test Post-test Gain
Mean 20.33 23.56 3.23
SD 5.55 5.34 3.67

These findings indicate that usiquizlet did in fact support L2 vocabulary enhancement.
Previous studies by McLean et al. (2013) and Aiti(®011) have found similar positive
results when incorporating commercial computer- amsbile-based programs sudtiord

EngineandAnki. However, these applications are not completethout costAnki charges

a fee to download the mobile app ahdrd Enginerequires a paid subscription beyond the 7-



Teaching English with Technologh6(2), 40-56 http://www.tewtjournal.org 50

day trial. This is an important factor to consi@earteachers and students may not have the
financial resources to purchase software or syftsanis.

4.2. RQ#2

Did you prefer studying English
vocabulary with Quizlet via computer or
smartphone?

Computer

Smartphoneg

en nes oy e oy o anoy o oy ane. Ao
% 10% 20% 30% 40% 50% 60% T0% 80% 90% 100%

Figure 3. Quizlet study preferences.

Figure 3 illustrates the learners’ preferences wigngQuizlet Six out of the nine students
liked using their smartphones instead of desktappders in the classroom. This is despite
the fact that the website version Qliizlet offered students more features and information
about their progress. Walters (2012) asserts thiat preference for mobile technology

epitomizes the changing way in which users acdessveb and other online services:
The transition from a PC or notebook to the ‘alwayssmart phone or tablet is not primarily
about the smaller, more portable, mobile deviceis Itather about the fact that computing

services are now available virtually wherever ateémever the user desires them (p. 2).

As Lu (2008) found in her study of mobile devicewld.2 vocabulary, ubiquity is one the
most important advantages that smartphones havetrawektional study methods. Therefore,
teachers must take this into account when chodsetgeen activities that incorporate CALL
and MALL versus paper-based tasks. In particulaspite-based activities afford students
more opportunities to study the L2 practically ahgne outside of class, thus giving them

more control over their own learning (Ballance, 201



Teaching English with Technologh6(2), 40-56 http://www.tewtjournal.org 51

4.3. RQ#3

How much time did you spend
studying English vocabulary with
Quizlet outside of class?

Less than 20
minutes each...

Eetween 20-40
minutes each...

Eetween 40-60
minutes each...

More than 60
minutes each...

oo 0o 0o oo 0o 0o oo 0% o0t A0
10% 20% 30% 40% 50% 60% T0% 80% 90% 100%

Figure 4. Amount of time studied outside of class.

Figure 4 shows the amount of time the studentstspéside of class usinQuizletto study
vocabulary. The majority of them (n= 7) spent asiderable amount of time in order to study
AWL, i.e., between twenty minutes to one hour eaelek. None of the learners used more
than one hour a week to study the target vocahuldrgse results demonstrate that most of
the learners in this study made a concerted etiortake advantage of the additional
opportunities to study the L2, which is similartih@ results found by Jackson Il (2015). This
is not always the case, as Taylor (2006) asseatsstidents learning in MALL environments
are “becoming more independent, more assured, ansequently more unpredictable” (p.
27). Similarly, CALL tasks often result in varialbyl between learners, especially when it
comes to internet-based activities (Fischer, 20A2)a result, it is essential for teachers to
constantly provide guidance throughout the learnprgcess in order for students to

effectively leverage the advantages of computed-ranbile-based environments.

4.4 RQ#4

The mean and SD of the three TAM variables are shabove in Table 4. All three of the
constructs had means higher than 4, suggestindghtbaearners had favorable views towards
the use ofQuizlet in the EFL classroom, which is in line with thedings of Jackson Il
(2015) and Chien (2015). In particular, PU was saem distinctive benefit. Out of the ten
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items, statement two, “UsinQuizletimproved my English vocabulary,” had the highestel

of agreement (M= 4.67). Item one, “I was able &rmeEnglish vocabulary more quickly with
Quizlet” and item four, “I thinkQuizletwas useful in my class,” also scored highly wiib t
exact same mean (4.56). According to the resultthefsurvey, it is clear that the students
perceivedQuizletto be beneficial in terms of their L2 developmélttese findings reinforce
previous studies which have investigated learnecgmions of computerized and mobile
flashcard systems (Al-Jarf, 2007; Altiner, 2011 aRdaftari & Mozaheb, 2012; Lu, 2008).

Table 4. Mean and SD values of PU, PEOU, and BI.

Construct Mean SD
PU 4.5 0.7
PEOU 4.4 0.8
Bl 4.4 0.6

5. Conclusion

In short,Quizlet was found to be a useful approach to studying é@abulary as shown by
the significant gains the students were able to emak their VLT scores. Equally as
important, the learners in the study viewed theg@m as a useful and easy to use method for
studying vocabulary and indicated that they woikkd to continue using it in the future. Also,
the results revealed that the students preferrad) ukeir smartphones, illustrating the shift
towards mobile technology. Lastly, the majoritytbé students spent a significant amount of
time usingQuizletoutside of class, further demonstrating its vasa L2 tool.

Based on these findings, the author strongly suppibre use ofQuizlet to learn
vocabulary in the EFL classroom. Teachers shouldvieere of the benefits of usir@uizlet
and other internet-based study tools and examiregtheh incorporating CALL or MALL is
appropriate for one’s teaching context.

Despite the positive results that were revealeduth this study, it is not without its
shortcomings. First, the small sample size linties generalizations that can be made about
the efficacy and perceptions Quizlet Also, a delayed post-test was not administerdti¢o
students. Therefore, it is not known whether theyenable to retain the vocabulary they had
learned after the treatment was completed. Laatlgontrol group was not implemented,;
consequently, it would be worthwhile if a futureidy compared the efficacy @uizlet to

paper-based vocabulary learning methods and/or otlime study tools.
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1 benefit
2 labor

3 percent
4 principle
5 zource

6 survey

1 element

2 fund

3 laver

4 philozoplny
5 propottion
6 technique

1 conzent

2 enforcement
3 investigation
4 parameter

3 =um

6 trend

1 decade

2 fee

5 file

4 incidence

5 perspective
6 topic

1 colleague
2 erosion

3 format

4 inclination
5 panel

6 violation

Appendix 1

Verzion 1 of the Vocabulary Levels Test — Academic Vocabulary

work

part of 100

general idea nsed to
guide one's actions

muoney for a special
pupose i
gkilled way of deing

something

study of the meaning

of hife

total

agreement of permission

trying to find

nformation about

something

10 years

zubyject of a discussion
money paid for services

action against the law
wearing away gradually

shape or size of
something

1 achizve
2 concerve
3 grant

4 hink

5 modify
6 off=at

1 convert
2 design

3 excluds
4 facilitate
3 indicate
& survive

1 anticipate
2 compile

3 convinee

4 denote

5 manipulate
& publish

1 equivalent
2 finanecial

3 forthcoming
4 primary

3 random

& visual

1 alternative
2 ambignous
3 empirical
4 ethnic

5 mutual

& ultimate

fimich successfully

change from one thing

expect something will

happen
prodoce books and

change
connect together

keep out
stay alive

into another

control something

skillfully

newspaners

most important

concerming sight

last or most important

CONCEITNNE MONEyY

55

something different that

can be chosen

concerning peopls from

a certain nation
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Appendix 2
Yerzion 2 of the Vocabulary Levels Test — Academic Vocabulary

1 area

2 contract written agresment

3 definibion way of doing

4 avidence something

5 method reason for believing

6 rola something iz or is not
trme

1 dabate

2 exposure plan

3 integration choice

4 option joining something

3 scheme mto 2 whols

6 stability

1 aceess

2 gender male or famale

3 implementation sudy of the mind

4 license entrance of way in

5 orientation

6 pevcholosy

1 accvmulation

2 edition collecting things

3 suarantss over time

4 media promize to repair

5 motivation abroken product

& phenomenon fealing a strong
reason of nead to do
someathing

1 adult

2 explottation end

3 infrastructurs machine used to

4 schedule move people or

5 temmination goods

6 vehicle list of things to do at

cettain times

1 alter

2 coincide
3 deny

4 devote
3 release

6 specify

1 correspond
3 imini

3 emerge

4 highlight

5 invale

6 retain

1 bond
2 channsl
3 zstimate
4 identify
5 mediate
6 minimi

1 explicit
2 final

3 negative

4 professional

5 rigid
5 zole

1 abstract
2 adjacent

3 controversial

4 global
5 nevtral

6 supplementary

changs
zay something is not
brme
deseribe clearly
and exactly

_ kesp
match or e in
agreement with
give special attention
to something

malee smaller

guess the number or
size of something
fecosnizing and
NATHNE 3 PErs0M O
thing

last
stiff
meaning no or oot

next to

added to
coneeming the whole world
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Abstract

The significance of learners’ personality in lang@idearning/teaching contexts has often been
cited in literature but few studies have scrutidizbe role it can play in technology-oriented
language classes. In modern language teachinghigacontexts, personality differences are
important and should be taken into account. Thigdystdetermined university students’
introvert/extrovert personality types and examirbdir perception/ attitudes towards web-
based language learning. The participants of thdystvho were selected through purposive
sampling were 40 BA students of EFL, 22 female 48dmale. The participants attended
blended classes that incorporated use of the kiteflEdublogs). Quantitative data were
collected via the Eysenck Personality Questionn@iteQ) (1975) and two modified web-
based language learning attitude/perception quewices (Gilmore, 1998; Slate, Manuel, &
Brinson, 2002). Interviews were conducted to reveisights concerning the
advantages/disadvantages of integrating use dhtkenet from the participants’ perspectives.
T-test analyses did not indicate significant diéferes in attitudes between extroverts and
introverts. Qualitative results indicated most loé tparticipants considered internal, external,
and psychological factors associated with the h#emuse to be motivating, exciting, and
stimulating. The study has implications for teashand practitioners, particularly in blended,
language learning classrooms.

Keywords:. introvert/extrovert; personality types; web-batatjuage learning

1. Introduction
In current educational contexts, the use of tedgplis growing. Today most college
students are familiar with digital tools. Ease ofess has also facilitated the implementation

of technology in educational contexts. Internebteses are invaluable for language teaching
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and learning because they can provide authentiegtsnfor language learners. Moreover, use
of the Internet enables multilateral relationshipth others from every corner of the world,
including native and indigenous language userdizdtion of Internet resources in language
teaching and learning can change traditional tegchlraditional pedagogies often oblige
students to follow a general method even thougly Have different learning styles, on the
other hand, web-based learning assists studerftdloav their own styles and strategies in
learning a skill or doing a language-related tas&r this reason, personality types and
attitudes of language learners may play a significale in effective implementation of
technology in language learning.

There are some studies that report language leapesitive attitudes towards the use
of technology in their language learning processvilhe, Ferenz, & Reves, 2000). Students
become motivated when they have classes integratadjtional and computer-mediated
pedagogies. They appreciate opportunities for acteon and for learning some computer
skills (Warschauer, 1996). In another report J¢0892) states that familiarity with computer
and Internet skills enhanced positive attitudesatols the use of technology. Recent studies
in applied linguistics indicate that autonomy ohdaage learners is important to their
achievement and may be increased via computer-teediastruction and interaction with
both teachers and classmates. Brajcich (2000)atgghasizes the importance of autonomy
and believes that students can develop this woitavemd beneficial feature through web-
based learning whether individually or cooperatvel

Personality types and attitudes of students dfeataachievement. Incompatibility of
personality types with chosen methods may resutteareased learning. Early attention to
individual differences was motivated by the needdemntify which learners should be taught
English by devising such tests as the Modern Lagguaptitude Battery by Carroll and
Sapon, (1959). This test was expected to prediathmearners would be both versatile and
successful. Recent studies continue to exploreilplestinks between learners’ personalities
and differential success.

Personality type has been discussed from differantage points. It has been viewed
as pertaining to different forms of information pessing or learning styles (Messick, 1994).
The effect of individual differences and studiekated to the role of individual differences
(IDs) has a long tradition in second language sw/tkaching and everybody would certainly
accept the crucial influence of IDs like aptitudegtivation, or learning styles on the success

and mastering of foreign language learning (Dorn3@05).
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However, in spite of the important role of indivalu differences in SLA,
foregrounding those differences has been margeudliz the realm of language learning and
teaching (Ellis, 2008). Individual differences, lunding their effect on the cognitive processes
involved in language acquisition, have receiveteliattention from researchers. This may be
attributed to the overriding concerns of languagsearchers and practitioners with
universalistic facets of language acquisition.

Personality can be considered as those charateradta person that “account for a
consistent patterns of feelings, thinking and betgiv(Pervin and John, 2001, p. 4, as cited
in Dornyei, 2005). It is generally perceived of m®ade up of a series of traits such as
Introversion / Extroversion and stability/neuragiti (Ellis, 2008). Introversion/Extraversion
have received more attention than the other pelisprigpes in the sphere of language
teaching and learning. This could be the case Isecéuis fairly easy to provide reliable
measures of these traits and there are some ct@amaonsense relationships between
extraversion/introversion and language use (Furnt&0). This study aims to investigate
the relationship between the two personality typatsoversion/ Extraversion, and web-based
language learning. The focus is on the two persgnglpes’ attitudes towards web-based
language learning.

Kumaravadivelu (2001) points to the potential bé tWorld Wide Web to allow
learners to experience liberatory autonomy. He taaia that teachers can foster liberatory
autonomy meaningfully by:

* encouraging learners to assume, with the help dir theachers, the role of
miniethnographers so that they can investigate wrderstand how language rules and
language use are socially structured, and als@mexpthose interests these rules serve;

e asking learners to write diaries or journal entid®ut issues that directly engage their
sense of who they are and how they relate to thlsavorld, and continually reflect on
their observations and the observations of thedgrge

* helping them form learning communities where leesngevelop into unified, socially
cohesive, mutually supportive groups seeking sgtiraness and self-improvement;

» providing opportunities for learners to explore thdimited possibilities offered by on-
line services on the World Wide Web and bringingkbto the class their own topics for

discussion and their own perspectives on thosesdpi. 547-548)

As Bueno-Alastuey and Lopez Pe’rez (2013) poiotit
[rlesearch on blended learning has mainly focused owtlining the advantages and
disadvantages of some blended courses. Howevermpdtmeptions of students on different
courses, regarding the usefulness of technologrethé development of the different skills and

areas of language, have hardly been explored. Kngpgiudents’ opinions and perceptions of
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the potential of particular blended learning expeces and their contribution to the
development of the different skills and areas ofjleage (and whether those perceptions vary
depending on the technologies used) can provideabéd information for blended learning

design and implementation. (p.2)

According to previously conducted studies, theee some advantages for web-based
and computer-mediated language learning. In a shydychoepp and Erogul (2001), the
findings revealed the effectiveness of computehrietogy on the development of learners’
independence and autonomy and also the developofen¢flective language learning.
Working in an interactive environment and "learnimgdoing” leads to increased confidence.
According to Pow (1999), learners appreciate grauprk when experiencing online
interactive activities.

However, few studies have made an attempt to iigadst the potential differences
between different personality variables and thdtituales towards web-based language
learning. The current study seeks to examine tfferdhnce between two personality types’
(Introvert & Extrovert) attitudes towards blendemhdguage teaching classes. The second
phase of the study seeks to determine participattifides towards the blended classes using

qualitative methods.

2. The study

2.1. Participants

The study was conducted at Allame Tabatabe’l Usitein Iran and the participants of the
study who were selected through purposive samplege 40 B.A students of EFL, 22
females and 18 males. The students were in tweeatawith 20 students in each, taught by
one teacher. One of the classes was held in thaingoat 8:00 AM and the other one was
held at 3:00 PM. Students were in their fourth tesmundergraduate studies and their
proficiency level was pre-advanced. Participantsewamiliar with the use of computers and
the Internet as they were expected to do theigassents using online resources and tools.
The instructor was a seasoned language teacheiljafamith the use of technology in

language teaching and learning.

2.2. Instruments and materials

In order to identify the personality type of thertpapants, the Eysenck Personality
Questionnaire (EPQ) (1975) was employed. The quasdire was made up of 90 items with
Yes or No answers. The questionnaire was in Engligha Persian translation was attached



Teaching English with Technologh6(2), 57-70 http://www.tewtjournal.org 61

to make some difficult English items understandafi@o modified web-based language
learning attitude/perception questionnaires (Gienod998; Slate, et al., 2002) were
employed. All participants experienced a blendedglege-learning course. The course
included traditional classes and Internet-basessels The main concern of the course was to
teach writing skills. Edublogs were used in ordersend questions and answers to the

previously queried questions (see Appendix 1).

2.3. Procedure

Before collecting the desired data the participavege provided with the conditions in which
they could experience language learning throughritegnet from the beginning of the term,
the teacher cooperated with the researcher by pocating Edublogs in his classes. The
teacher instructed the students in face-to-facesek but they were expected to complete
some assignments via the Internet. During the thiey had ten sessions of work online. At
the end of the term the teacher asked the studlefils in the questionnaires. As mentioned
above, the main instruments for collecting the de¢éae Eysenck Personality Questionnaire
(EPQ) (1975) and two modified web-based languagarnieg attitude/perception
questionnaires (Gilmore, 1998; Slate, et al., 2002)prder to avoid having mixed data we
attached the attitude/perception questionnairesh& Eysenck Personality Questionnaire
(EPQ), so it would be easy to identify each perbgngype’s attitudes towards web-based
language learning. The obtained data were subntitt&PSS for statistical analysis and find
the descriptive data. The t-test was applied tafdbere was a significant difference between
the two groups’ attitudes toward web-based langleaming.

In order to obtain richer and more sensitive ddte researchers selected 10
participants randomly to take part in the quah@tpart of the study, five introvert and five
extrovert. Predetermined and structured interviemese conducted including six items
regarding the role of language teachers and tieenet and also psychological effect of using
the Internet, if any, on participants. Each intewitook approximately 30 minutes.
Interviews were audio-taped for transcription andlgzed to inform our understanding of the

participants’ perceptions regarding the role ofltiternet in language learning.

3. Results
After collecting the data the researchers used-test to compare the difference between the

two groups’ attitudes towards the target featurthefstudy. The computed and analyzed data
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revealed that both of the groups’ perception towalfte use of web in their classes was
positive. The descriptive statistics show bothhe groups have the same perception of the

web.
Table 1 Descriptive statistics of the groups’ attitudes &osls web-based language learning.
personality N Mean Std. deviation
attitude Introvert 17 3.23 A7
Extrovert 22 3.25 41

As Table 1 reveals, the mean of the groups, M= ar&B83.25, is similar. However, in
order to examine none/significance of the diffeezhetween the mean of the groups we need
to analyze the computed data through use of theti-The following table (2) presents the

result of the t-test.

Table 2. T-test results comparing extroverts’ axttozerts’ attitudes towards web-based languagmieg.

F Sig. t df Sig. (2-tailed)

Equal variances assumed 1.48 .23 -.27 37 .78

The results of the groups’ attitudes appear in &bl indicating that there is no
significant difference between introverts’ (M=3.28D=.17) and extroverts’ (M=3.25,
SD=.41) attitudes (t (37)=-.27, p=.23) towards tbke of the Internet in language learning.
According to the obtained data both groups havetipesattitudes towards the use of the
Internet in their classes. Both personality typespvert and extrovert, appreciate the use of
the Internet in blended language classes.

The above-mentioned results may provide an ingpirmessage to language
practitioners and teachers who encounter languagendrs with considerably different
personalities adding to the complexity of determgnbest practices. Extroverts are perceived
to be more sociable and more concerned with whadppening around them while introverts
are less sociable and too reserved to join soatlites. Language teachers may use
computer-mediated instruction to provide all leasheegardless of their personality type, to

have access to optimal learning conditions. Wheguage teachers encounter students that
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rarely take part in classroom activities, Intermegeliated instruction can help provide
opportunities for collaboration and interaction.

Next the researchers attempted to learn more dbeutlationship between individual
personality differences and web/internet baseduagg learning. Some of the participants

were selected randomly to participate in interviews

3.1. Qualitative analysis

During this phase of the study, ten participantsen@ndomly selected to be interviewed.

Five of them were introverts and five extroverteeTquestions asked were extracted from the
questionnaire that was used in the quantitative gfathe study. However, some parts of the

guestions were modified in order to elicit richadanore sensitive data from the participants.
The interview procedure took about thirty minutes éach of the participants. The interview

was audio-recorded and transcribed for detailedysisaof the attitudes of the participants

and the role of the Internet in their learning @®x Selected responses follow:

1. Is the Internet easier to use than the libr&Wfch one do you prefer?
Participant: | personally use Internet when | seasome topics or | want to write about
something | prefer modern technology rather thaditional one. | think using library is
difficult for me maybe it's time consuming | canrfoitd any suitable source and there is no
one to help us to find suitable source in librakie can have a lot of source and they are more
available than searching in library among many lsook

Most participants indicated they preferred to ueelhternet as opposed to the library.
Participants mentionedtifficulty in the use and access to library, tioesuming features of
the library, lack of suitable sources and lack of enough guidethe library, inadequate
libraries in the vicinity of the participants, anthck of time of the studentslhe
aforementioned factors were identified as demafitsising library from the participants’
point of view On the other hand, two of the participants ackndgéel thereliability of

sources in the library.

2. Do you find the Internet as informative as lsaggeiteachers? Why?
Participant: | think the Internet is in some waysrenhelpful than language teachers. Maybe
you have something in your mind that you want tarske about that points in the internet
maybe you cannot transfer what you mean to langteaehers and not expect them to help
you because of psychological barriers. But if ymow that what you want to search what do

you want to get from this part, so you should kraowdl search better and you should find better
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through the Internet rather than language teachgus.in other ways it's absolutely that
language teachers can help too. But | think | canrgore results from internet rather than

language teachers.

The above excerpt indicates the participant’'s pa@siperception of the Internet.
According to some of the participantpsychological barriersmay prevent them from
eliciting needed information from their teachers e other hand, some of them said that
teachers can be more specific than the Interneteiaehers can better pinpoint the confusing
issues faced by students. Positive traits includicaess to varieties of information and being
up to datewere attributed to the Internet. All in all, tharpcipants seemed to have similar

attitudes towards the effectiveness of teachergstanthternet.

3. Do you like to take blended English classes? ¥hy
Participant: nowadays | think if we go through thew technology and if we will adopt

ourselves with this world so we know that mosthaf world, most of the classes will help with
technology and using internet than the traditicotad. But maybe some teachers or depending

on each student’s situation or talent maybe soatitional ways help students.

The majority of the students expressed positivéudes toward having blended
classes and few opposed their use. In the excdrpiea the student implies that both
language learners and teachers need to keep abfdast latest development in technology
and their use in education. The motivational eff#ctising the Internet was noted, while the
role of language teachers in improving conversatwas highlighted by two of the

participants.

4. Do you think that working with the Internet wile enjoyable and stimulating? Can you
elaborate your answer?

Participant: | like to learn English with the Intet. Whenever for example we search
something in the Internet and you are not satisfmdsearch more and more but when you ask
a teacher and you are not satisfied you can’t gaknaand again. It is a limitation. When | look

for information in the Internet | feel easy and ootler pressure or stress.

The majority of the participants acknowledged thatomparison to language teachers
in traditional classes, the Internet does not iesthe options at their disposal for seeking
answers to problematic language points. Other ipesitactors from the participants’
perspective includegrovision of stress free and low pressure atmosphed up-to-date and

new information One of the participants was averse to usingritexret in language classes.
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5. Does the Internet motivate you to learn Engliskibw do you find it

motivating/demotivating?

Participant: Yes. It is motivating because it expdavery small points | think. For example |
see a sentence in net and | don't know about thmgratical structure, then it motivates me to
go and learn about it and | feel stress free. Nayad believe that we can have interaction and

connection with native speakers.

The participant viewed such factorsacess to native speakers, real data, variety of
sources, getting very subtle and informative poimatsout lexical improvement and
grammatical structure, and low pressute be the motivational features of the Internet.
Conversely, some of the participants were aversind¢ouse of the Internet, stating that in
face-to-face teacher-directed classes they expmerieompetition which improves their
performance. Advocates of face-to-face only languatasses believe that provision of
rewards and positive responseom language teachers provide an advantage faubkae

learners.

6. Does the Internet help you to work with yourssiaates?

Participant: Not at all. | don't like to have angrmection with my friends through the Internet.

| prefer the face-to-face interactions and coopemat

Due to the fact that most of the Internet cooperativas accomplished through
writing, some of the participants favored facedod interaction. One of the participants
explicitly asserted that she confines her inteoasi to classmates who are more
knowledgeable than her because most of her classmag not proficient enough to promote
her linguistic development. On the other hand, sdiderefer to the positive effects of peer

correction and feedback received through the letern

4. Discussion
This study explored the role of individual diffeces (IDs) in EFL learners’ perceptions
regarding the use of the Internet in their langulegening process. Analysis of quantitative
data did not show a significant difference betwdentwo groups’ (Introverts & Extroverts)
attitudes towards the use of the Internet in thairguage classes. Overall participants’
perceptions regarding the efficacy of the Intemas positive.

The qualitative part of the study provided richesights into the participants’ attitudes
towards the target variable. Based on the elicdath we categorized driving factors in

determining perceptions of the Internet as a tewchool. Categories includednternal,
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external, and psychologicéctors It is worth noting that there is no clear boundaeyween
the aforementioned factors, that is, some of thHecategories overlap. However, internal
factors are primarily concerned with the intrinsiesire of learners to accomplish a goal,
while external factors refer to ecological and esic forces, which drive learners to do
something and psychological factors refer to fuoriof the human mind which are affected
by individual ways of thinking and feeling, and etltognitive traits.

Such factors as ease of access to unlimited irgftbom, access to native speakers, real
data, getting very subtle and informative pointewblexical acquisition and grammatical
structures, were considered to be enjoyable, excdind motivating features of the Internet
from the students’ perspective. All contributedrternal satisfaction. In contrast to most of
the participants, one person, who was also anextroviewed access to native speakers to be
demotivating. This stemmed from lack of self-corfide on the part of the interviewee.

External factors including access to varietiessofirces, being up-to-date, growing
influence of technology, cooperation with classmmai@nd time-saving qualities were also
influential in determining positive responses ttetnet use. Psychological factors, including
low pressure, feeling unstressed, and adjustingnfiividual differences, were also cited by
participants.

Although both of the personality types had positattitudes towards the role of the
Internet in language learning, some of the pamicip downgraded the facilitative and
pedagogical role of the Internet in their class&his dichotomous attitude of some
participants may be attributed to their comfort hwiraditional pedagogies. If language
learners are exposed to prolonged, blended clasiseg, may find more value in using
technology. Moreover, blended classes may provataitions in which language learners
with different personality types can have autonamyloing language-related tasks as they
favor.

In language teaching classes we encounter sordergtuwho are too reserved to take
part in class activities and discussions. In swades, language teachers complain about their
inability to inspire those students to participatbe Internet may provide an ideal means for
these language learners to participate in the detsgities with fewer psychological barriers.
In this study, the importance of the Internet immizing psychological barriers including
stress and pressure was highlighted.

As Kumaravadivelu (2001) pointed out, the World WidNVeb can provide
opportunities for maximizing the liberatory autonpof language learners in the post-method

era. Liberatory autonomy of language learners isngae to language learners’ critical
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thinking abilities. Therefore, language teacherd syllabus designers are advised to integrate
the use of the Internet resources in their classesrder to create equal conditions for
language learners with different personality tydearning styles and cognitive strengths to
improve linguistic proficiency.

Findings of this study are congruent with thoselaf (2002), who found that
technologically based language teaching enhancedetirners’ motivation for completing
tasks and created a sense of excitement in lea®iendarly, a study by Bueno-Alastuey and
Lopez Pe'rez (2013) showed the usefulness of Irdtom and Communication Technologies
(ICT) from the perception of two groups of learngr&FL and ESL settings. The EFL group
experienced full integration of ICT in their classghile the ESL group used lower level of
integration. The researchers reported that the E&up found ICT more useful in
strengthening some skills (grammar and vocabulahyle the EFL group highlighted the role
of ICT in influencing their pronunciation and pradiwe skills. It may be concluded that
learners’ personality types can influence theiituades towards learning varying language
skills via the use of the Internet.

5. Conclusion

Nowadays the use of technology including the Irgerocontinues to gain momentum in
education. Many language teachers feel compelledtéyrate the use of the Internet and
computer-mediated instruction in their languagess#s. The current study explored the
relationship between personality types (introvarid extroverts) and EFL learners’ attitudes
towards web-based language learning.

This study applied quantitative and quantitativahmods for collecting and analyzing
data. Results shed light on extroverts’ and intrisvattitudes towards the use of the Internet
in their blended language learning classes. Thdysisaof quantitative data revealed that
there was no significant difference between intrte/eand extroverts’ attitudes. Analysis of
qualitative data indicated that participants coeed internal, external, and psychological
factors in attributing positive effects to the Imtet use. They found use of the Internet in
language classes to be motivating, exciting, amdusating. They also acknowledged that
using the Internet reduced pressure and establigssdstressful atmosphere. Nevertheless,
some of the participants preferred to pursue tlagiguage learning using traditional means
with a lower level of the Internet integration imetr classes. This may be attributed to the

accepted authority of language teachers in someagidnal contexts.
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Further studies are needed to investigate the odlendividual differences in
personality, learning and cognitive strategies,clvlmight play a determining role in applying
Internet resources in language classes. Researctesd to further examine internal,
ecological, and psychological factors that affezrhing. It will be important to study the
aforementioned factors from the perspective of lagg teachers as well as language
learners. In addition, Internet-based languagentgsieeds to be evaluated and examined
from the perspective of test takers themselvesenindlividual differences affecting Internet

test performance are explored.
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Abstract

This study reports the results of an action-basedlysconducted in an EFL class to examine
whether digital video recordings would contributethe enhancement of EFL learners’ oral
fluency skills. It also investigates the learnepgrceptions of the use of digital video
recordings in a speaking class. 10 Turkish EFLnegr participated in this study. To
determine the impact of digital video recording BRL learners’ oral performance, the
speaking module of IELTS was modified as pre- aost{est. In addition to the analysis of
the scores assigned to the learners by two ratsirgy lan analytic scale, an analysis of
learners’ discourse in pre- and post-test was tiakien to determine whether measures of
fluency in learners’ output differ as a result bé tvideo recording. The results suggest that
the incorporation of digital video recordings irgpeaking classes improved the learners’
overall speaking proficiency; however, it did n&adl to a significant improvement in
learners’ oral fluency. Yet, the analysis of thaliative data showed that the utilization of
digital video recordings may not only bolster thearhers’ self-confidence, but also
encourage them to take risks with the target laggua

Keywords: speaking, digital video, assessment, perceptimmguage teaching

1. Introduction

With the increasing importance attached to speakmgart of one’s language competence
within the Communicative Language Teaching paraditira teaching of speaking skills in
second language learning has become a burgeone® @r research over the past two
decades. Speaking is a vital, yet difficult, skillbe acquired in a language class as it poses a
great number of challenges to second languagedesafor a few reasons (Luoma, 2004;
Bozatli, 2003; Feng, 2007). First, it encompassesmaplex cognitive processing task that is
difficult for L2 learners to accomplish (Bygate,) 2009; Saint-Leger, 2009). As such, it
requires learners to employ linguistic, non-lingigisand contextual parameters such as body

language, mimics, and gestures in an effective weayonstruct meaning by producing
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utterances. Second, there are some psychologictréathat come into play during L2
learners’ oral performance such as anxiety andcegifidence (Aydin, 2001; Cheng, 2005;
Wilson, 2006). As there is an inverse relationgiepveen anxiety and self-confidence, it is of
paramount importance for practitioners to emplogasing tasks that can reduce learners’
anxiety levels and foster a sense of achievemehichw in turn, increases their self-
confidence (Saint-Léger, 2009; Graham, 2004). iitawh to the cognitive demand and other
psychological factors, another challenge with spepls that in the context where English is
taught as a foreign language (EFL), learners hdiraiied number of opportunities to use the
language outside of the class, if not any at dlusl language educators need to find ways to
extend the speaking practice out of class to expiese learners to the target language more,
rather than merely rely on in-class activities (@lMy & Pierce, 1996).

Although several studies have explored the utibrabf digital video recordings in
foreign language speaking classes as a way ofasicrg learners’ exposure to the target
language, the majority of these studies either dotpised on learners’ perceptions of the
incorporation of digital video recordings into skieg classes, or were conducted in an ESL
context, where learners might have had many otlpgorunities to practice the target
language. Besides, few attempts, if any at all,ehbeen taken to research the relative
contribution of digital video recordings to learsiasral performance, in particular fluency, in
an EFL speaking class.

On the grounds of these reasons, the present sagks to examine the effectiveness
of digital video recordings on EFL learners’ ora@rformance, in particular, on fluency. The
study will offer insights into the implementatiof digital video recordings in EFL speaking

classes.

2. Background to the study

In order to increase the amount of extensive praati speaking skills out of class, to foster
self-reflection, and to enhance learners’ oral legg skills, a number of multimedia
technologies have been recently employed in langudgsses (Lynch, 2001, 2007; Hsu,
Wang & Comac, 2008; Christianson, Hoskins, & Waken@009). Out of these, digital audio
and video recordings have received considerabdatain from educators and researchers, in
particular those interested in promoting learndf-reflection (Pop, Tomuletiu, & David,
2011; Mennim, 2003, 2012; Cooke, 2013). Hencealigecordings have been used not only
in teaching, but also the assessment of speakiilig sl a component of oral speaking
portfolios (Brooks, 1999; Cheng & Chau, 2009).
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Though informative, the research on the inclusibrdigital recordings in speaking
classes has yielded inconclusive results with rEsjoethe effectiveness of digital recordings
on the improvement of oral language proficiencyridaHuang & Alan Hung, 2010; Akef &
Nossratpour, 2010; Sun, 2009, 2012). To illustthét, Danny Huang and Alan Hung (2010)
conducted a study to explore the EFL learners’qurons towards the use of e-portfolios as
an alternative way of assessing their oral proficieat a university in Taiwan. In the study,
fifty-one EFL learners were asked to upload an adite in which they conveyed their ideas
and thoughts on the topic discussed in the clagbdin e-portfolios on a bi-weekly basis.
Moreover, the learners were required to give feekilba their classmates’ audios each week.
The analysis of the data the obtained from e-plogpattitude questionnaires and interviews
revealed that EFL learners generally favored thelementation of e-portfolios as they
provide them with an opportunity to identify theweaknesses in speaking, to practice
speaking out of class, and to reduce their speakimgety. However, the learners also
reported that they had doubts about the effects®éthe audio recordings in e-portfolios in
cultivating their oral skills due to the absencefafe-to-face interaction feature and the
presence of rehearsal opportunities, which mask thes oral language proficiency. On the
grounds of those findings, the researchers propdbed employment of audios as a
supplementary oral assessment measure that wouldsdxk to keep track of the learners’
learning progress to capture a more accurate picuthe learner’s oral proficiency.

On the other hand, Castafieda and Rodriguez-Gan{Z0é1) investigated the effect
of self-evaluation through video portfolios on Sisainoral performance of nine undergraduate
learners in an intermediate speaking class. Thades were asked to submit multiple drafts
of digital video recordings on a given topic andradlect on their individual speaking
performances using a retrospective self-evaluattoom. Based on the emerged common
themes in the self-evaluation forms, a traininginéntion was administered to the learners.
The findings drawn from the self-evaluations anel gfuestionnaires indicated that the use of
video portfolio could improve the learners’ peragvspeaking abilities and their motivation.

Cheng and Chau (2009) also explored the poterdfadggital video for fostering self-
reflection in an e-portfolio mediated learning eonment. The results showed that learners
found creating digital video for reflection relevaio their learning needs, particularly for
cultivating their listening and speaking skills. Asich, they participated in video-based
reflection willingly over a 14-week semester thouigtiid not contribute to their grades in the

course.
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Similarly, Sun (2009) conducted an exploratory gttt the use of voice blogs as
extensive speaking practice in two oral communicatlasses as a part of a large-scale study.
Forty-six college learners were required to upl@ voice blog entries and 10 voice
responses to their classmates’ blog entries byetitk of the term. A survey of students’
attitudes toward the use of voice blogs and re&oye interviews with students were used
as data collection tools. The findings suggesteat thoice blogging enhanced student
learning, self-representation, information exchaage social networking. In addition, the
learners reported that they perceived an improvemnetheir speaking skills, in particular in
fluency, rather than accuracy. The researcher stiggehat this might be due to the authentic
nature of blogging since it promotes purposefuylaage use, with form playing a secondary
role (Skehan, 1996).

With the purpose of investigating the effectivene$ extensive speaking practice via
voice blogs on EFL learners’ speaking performamutlaarners’ perceived gains in extensive
speaking practice through voice blogs, in Sun’sL@Gstudy, the participants’ first three and
last three voice blog entries were evaluated by taters. In addition, learners’ perceived
gains in speaking skills were collected through sgjoenaires. Although no significant
difference was found between students’ first thaee last three blog entries in terms of
accuracy, fluency, pronunciation, and complexityasfguage based on the scores assigned to
the learners’ performances by two raters, learreperted that they generally perceived gains
in their overall speaking proficiency. As indicatedSun’s (2009) study, these results might
result from the authentic nature of blogging, whioay have led the learners to focus on
content, rather than accuracy or language complekiirthermore, the learners’ flagging
interest in blogging and increasing demands of rotweirsework towards the end of the
semester might have caused them to invest lessitit@gging, which, in turn, affected the
quality and quantity of the postings. Thus, ondhaf limitations of this study appears to be
the lack of a speaking test which would be adnmeénést to the learners both prior to their
experiences of voice blogging and at the end ofstmaester to measure the impact of voice
blogging on their true oral proficiency since tlwenparison of the learners’ first three and last
three blog entries does not seem to give an aapretiure of the learners’ oral proficiency.

Though several studies have been conducted onutiheation of digital video
recording in foreign language speaking classes, rttegority of these studies, albeit
explanatory, have focused not on the actual impr&re of oral proficiency as a result of the
digital video recording, but the learners’ perceps of the incorporation of digital video

recording into speaking classes. Furthermore, féamgts have been taken on researching
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the impact of digital video recordings on learnensil performance, in particular fluency, in
an EFL speaking class. In light of these reasohs $tudy aims to investigate the
effectiveness of digital video recordings on EFlarteers’ oral performance, specifically
fluency. By relying on in-depth analyses of theuattperformance discourse and scores
assigned to the learners’ performances throughy@matating, this study will offer

implications for the use of digital video recordsng EFL speaking classes.

3. The study
The following research questions guided the presejuiiry:
1. To what extent does digital video recording affégtkish adult EFL learners’ fluency
in oral performance?
2. What are the learners’ perceptions of the incorpameof digital video recording into

speaking classes as an extensive speaking practice?

3.1. Description of the context of the study

This study was carried out in Oral Communicatiaass| which was a one-semester (14 week)
elective course offered to the undergraduate learmeth intermediate level of English
proficiency at Hacettepe University. The class itieee hours per week. The course was
designed to enhance the learners’ English speaddiits by providing them with ample
opportunities to practice their speaking skills. dddition, it aimed to help the learners
develop confidence in speaking in L2 in a varidtgituations, both prepared and impromptu,
for everyday and academic purposes. To that enkiciided lectures on public speaking
skills, video demonstrations of speech delivergspntations, impromptu speeches on a vast
array of topics, in-class discussions and collafbgratasks where learners are required to
exchange information with their peers on a paréicsubject. Recording digital videos as an
extensive speaking practice was a required assighmaecounting for %30 of the final grade.
Other requirements were regular attendance andcipation in the class activities, two
speaking exams, the first accounting for the hélthe grade in midterm, and the second
accounting for the final exam, and a 7-minute quedsentation on one of the current

interesting events accounting for the other hathefgrade in midterm (Figure-1).
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eSpeaking Exam: %50 *Video Assignments: %30
*7-minute Presentation: %50 eSpeaking Exam: %50
¢ Attendance: %10
#In-class participation: %10

Figure 1.The distribution of the course requireraent

3.2. Participants

The participants of the study were 10 Turkish-spegakdult L2 learners of English attending
the Oral Communication course at Hacettepe Unitye®iof them were male while 9 of them
were female with an age range of 19 to 22. Oneestias a freshman, 5 were sophomores,
and 4 were juniors. They had an intermediate |®fgbroficiency in English. They were
enrolled in the departments where the medium dfdngon was partially (30%) English. The
departments of the learners were Computer, MinimdyEectronic Engineering, International
Relations, and Business Administration. The numbefrsthe learners enrolled in the
departments of Computer, Mining and Electronic Begring, International Relations, and
Business Administration was respectively 1, 3, 2ald 1. They had similar backgrounds
concerning the type of language instruction theg peeviously received. All of them had
been learning English as a foreign language foragmately 8 years and none of them had
studied abroad in an English-speaking country.

3.3. Instruments

In order to determine the impact of digital videcarding on EFL learners’ oral performance,
the speaking module of IELTS was modified as prel jpost-test (Appendix 1). Accordingly,
the speaking exam consisted of three parts: aonduattion, an individual long turn, and a
two-way discussion. In the introduction part, tearhers were asked to talk about general
topics, while in the second part they were giveiitam task cards as prompt and asked to talk
about the task on the card. In the third part, theye required to discuss more abstract issues
and concepts which were thematically linked tottc of the talk in the second part.

To ensure the content validity of the test, a groftipxpert judges, namely the head of
testing unit of the department and two coordinatamese asked to evaluate the speaking test.
Thanks to the researcher’s and experts’ judgmémtscontent validity of the test was tried to
be secured. With regard to the reliability of thestt as Underhill (1987) suggests, “the
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classical measures of test reliability have litttdevance for oral tests because they are
designed for rigid, pre-planned tests consistinga dixed number of individual questions”
(p.106). As such, more useful information coulddahered by comparing each marker’s
scores with her/his own scores or with the scofesttter markers. Based on this, the inter-
rater rater reliability of the scores assignedh learners by two raters was examined in this
study.

As for the rating scale used for the assessmei¢ashers’ oral performances, the
public version of IELTS speaking scale was adapfexdthe main focus of the study was to
investigate the impact of the digital video recagd on learners’ fluency, the criterion of (a)
Fluency and Coherencm the IELTS scale was divided into two separatéeca as (a)
Fluencyand (b) Content DevelopmentA concise definition ofContent Developmerds a
criterion was given as follows: “the degree to whibe test-taker is conveying relevant and
well-elaborated/developed ideas on given topicsitdS2012:226). Besides, brief descriptors
for each level were developed based on the critesfdask Fulfillmentn the IELTS writing
scale to achieve high inter-rater reliability (Apjléx 2).

Eight speaking tasks on personal experiences designed by the teacher-researcher
to elicit monologue type of discourse (i.e., namgt from learners through digital video
recordings on a par with their proficiency levedamegular activities in class (Appendix 3).
With the purpose of increasing the likelihood oAsdmates watching and interacting with
each other (Bloch, 2007), the teacher-researchaecto set up a private Facebook group as a
platform to which the learners could upload thetteo recordings. The reason of choosing a
private Facebook group as a video-hosting platfevas that the learners were already
familiar with Facebook and used it frequently ireithdaily lives. Besides, a significant
advantage of Facebook as a video-hosting platferthat it is compatible with various types
of videos, which means that all videos can be mlaga any computer with Internet
connection.

In addition to the speaking exam and tasks, thepted scale, and the private
Facebook group, a focus group interview was comdudb investigate the learners’
perceptions of the incorporation of digital videxording into speaking classes. Focus group
interview was chosen as a method of data collectanit elicits rich qualitative data
efficiently (Doérnyei, 2007). As the researcher’s imaim was to create a supportive
atmosphere in which discussion was promoted byngithe participants a chance to explain
their points of views, she asked more general guessuch as “What do you think about the

digital video recording as an extensive speakiragte?”, “Do you find it useful to identify
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your strengths and weaknesses?”, and “How did mitrdmute to your speaking skills?”.
According to Marshall and Rossman (1999), focusignmterviewing generally includes 7 to
10 participants, but the size of the group can ghain this study 7 learners participated in

the focus group interview.

3.4. Procedure

Before and after the completion of eight video rdotg assignments, the speaking module of
IELTS was administered to the learners as pre- post-test to evaluate their oral
performance in English and to provide useful fee#ban the learning process. In the first
and third parts of the exam, the learners werggivein any planning time before they started
conveying their ideas on the given topics, yethe second part of the exam, where the
learners were given written task cards as promp;minute planning time was given to the
learners before they started to talk about thectogiven. The speaking exam was conducted
individually and each learner was allocated 8 nesufhe conversations were recorded on a
MacBook Pro for transcription and analysis.

In order to ensure valid and reliable scoringeeosd rater with two years’ experience
in both teaching and assessing speaking skills maslved in the assessment procedure
together with the teacher researcher. The secdedaiso worked as an instructor in the same
school with the researcher and both raters hadaifmeal training on the use of the IELTS
speaking scale.

As for the video assignments, once a week, witllaice exceptions, learners were
asked to upload their videos speaking in Englisla given topic for about three minutes. The
exceptions were the first week, the mid-term, dmel final exam weeks, as well as other
weeks in which the learners had to deal with tieioassignments in their coursework. Thus,
for the practical purposes of the class, eight widecordings in the semester fully met the
requirements. Although the learners were alloweckwise and redo their video recordings as
many times as they desired before the deadling,weee instructed not to memorize or read
from a script while recording their speeches. Femttore, they were required to shoot their
video in only one shot without taking any breakspobd the completion of the video
recording, they uploaded their videos to the pavaacebook group and one week later they
received brief written feedback from the instruateth regard to their overall performance in
the video. As such, the teacher was able keep todcthe learners’ learning progress

throughout the research period.
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One week after the completion of all video assignts, 7 learners were interviewed
together by using focus group methods, through lwiihe researcher aimed to explore the
learners’ perceptions of the use of digital videcarding in speaking classes.

The pre- and post-test scores assigned to theelsahy two raters using an analytic
scale were statistically analyzed through SPSS. Zat6t, Pearson correlation efficient was
computed between two sets of composite scoresreskitp the learners by two raters to
confirm inter-rater reliability. Next, to determirnvehether there was a significant difference
between the learners’ scores in pre- and post-tasterms of their composite scores and
scores obtained from the fluency criterion in thels, a paired sample t-test was performed
on the data. This analysis was aimed at finding thet relative impact of digital video
recording on EFL learners’ oral performance, irtipalar fluency.

Apart from the statistical tests used in the studyanalysis of learners’ discourse in
pre- and post-tests was undertaken to determingheheneasures of fluency in learners’
output differ as a result of the video recordingigisments. In order to obtain precise
temporal measures, the learners’ speech samplestresscribed through a software called

Transcriber [ittp://trans.sourceforge.net/en/presentation.pBg means of the software, each

silent pause was detected and measured in milhsiscoln line with the guidelines
recommended by Freed (1995), Freed (2000), Morl&yscott (2006), and Iwashita (2010)
for the measurement of fluency in oral performartbe,temporal features of speech such as
filled pausesymsanders) unfilled pauses, disfluencies, total pausing ti@@& a percentage
of total speaking time), speech rate, and meantheafjrun were examined in this study
(Figure-2).

The number of filled pauses was calculated by aogrihe pauses such abm er, or
mmthat occurred in the speech. The number of udfilauses was calculated by counting the
number of pauses of 1 second or more in speechr(deh998). The number of disfluencies
was calculated counting repetitions, restarts apdirs that occurred in speech (Freed, 2000).
In order to enable comparisons, instances of fijadses, unfilled pauses, and disfluencies
were counted per 60 seconds of speech since agaaking time of each learner differed.
Total pausing time was calculated by adding uptlal unfilled pauses. Speech rate was
calculated by dividing the total number of syllabf@oduced in a given speech sample by the
amount of total time expressed in seconds (Kormd@x&es, 2004).

Following Riggenbach’s (1991) suggestion, unfilfgalises longer than three seconds
were excluded in the calculation of speech rataufdilled pauses shorter than three seconds

are widely regarded as articulation pauses, natdtiesm markers. Mean length of run, which
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Is a manifestation of how lengthy the language pced between two pause boundaries, was
calculated as an average number of syllables pesbiurc utterances between pauses of 1
second and above (Mehnert, 1998). To see if thex® avsignificant difference between the
learners’ performance in pre- and post-tests ims$eof the measures of fluency, a paired

sample t-test was run on the data.

-
|
—
|
-
|
I_ Total Pausing Time (As a percentage of total speaking time)
|
-
|
—
|

Figure 2. The measurements of fluency analyzeHtismstudy.

Last but not least, data collected through theigogroup interview pertaining to the
learners’ perceptions of the integration of digialeo recording into speaking classes was
categorized qualitatively after the researcher geniuthe transcriptions to get a sense of the
data (Creswell, 2007). Descriptive coding was catell to explore the patterns in the data
(Saldana, 2011). Based on the emerging themesdheers’ perceptions on the utilization of

digital video recording in a speaking class weespnted.

3.5. Results

3.5.1. Inter-rater reliability

For the study utilizes a test of production as med post-tests, in which raters’ judgments
affect the decision to be made about the perforemo€ learners, the reliability of the scores
assigned to the learners by two raters using doaghle was examined by calculating the

correlation coefficient of the scores.
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Table 1. The correlation coefficient of ratersimgs.

81

First Rater Second Rater
Pearson 1 .937**
Correlation
First Rater Sig. (2 tailed) .000
N 10 10
Pearson .937** 1
Correlation
Second Rater| Sig. (2 tailed) .000
N 10 10
**_Correlation is significant at the 0.01 leveH&iled).

As demonstrated in Table 1, the correlation coificobtained for two raters is .937, which
indicates a quite high inter-rater reliability. &ddition, it was found that the correlation
coefficient for first and second rater was stataty significant with ap-value smaller than
.05, which means that the test scores assigndutiearners by two raters are reliable.

3.5.2. Comparison of the learners’ scores in prena post-tests

The focus of this paper is to empirically examihe éffectiveness of digital video recordings
on enhancing the EFL learners’ oral performancegarticular fluency. Hence, this analysis
was intended to find out whether digital video melogs contributed to the improvement of
learners’ oral skills, especially fluency, or nbable-2 presents the descriptive statistics of the

scores assigned to the learners (out of 9) by &ters in pre- and post-tests.

Table 2. The descriptive statistics of the scossigamed to the learners.

Pre-Test Post-Test
N Mean SD Mean SD
Fluency 10 4.72 1.15 5.30 .97
Content Elaboration 10 5.10 1.10 6.10 1.17
Composite Score 10 4.99 1.21 5.52 91

To determine whether there was a significant diffiee between the means of the learners’
both composite scores and scores obtained frorfiuiecy, and content elaboration criteria

in the scale in pre- and post-tests, a paired satdjgst was conducted. The results revealed
that there was no significant difference betweenl¢arners’ scores obtained from the fluency



Teaching English with Technologh6(2), 71-96 http://www.tewtjournal.org 82

criterion in the scale in preM=4.72,SD=1.15) and postM=5.30,SD=.97) tests; t(9)=-2.20,
p=0.055. Yet, it was found out there was a sigaificdifference between the learners’ scores
obtained from the content elaboration criteriorthe scale in pre-M=5.10,SD=1.10) and
post- M=6.10, SD=1.17) tests; t(9)=-3.13, p=0.012. In addition, ttesults indicated a
significant difference between the learners’ coneascores in pre-M=4.99,SD=1.21) and
post- M=5.52,SD=.91) tests; t(9)=-2.88, p=0.018. Taken togethersé results show that the
incorporation of the digital video recordings iiE&L speaking classes improved the learners’
overall oral communication skills, though it didtriwave any statistically significant impact

on learners’ fluency, a component of the oral mieficy.

3.5.3. The analysis of learners’ performance discose

With the purpose of determining whether determisaftfluency in participants’ output differ
between pre and post-tests the learners’ actuébrpgance discourse was further analyzed.
For the measurement of fluency in learners’ orafqpmance data, the temporal variables of
speech such as filled pauses, unfilled pauseduyeisfies were counted per 60 seconds. Next,
total pausing time (as a percentage of total spgatine), speech rate, and mean length of
run were calculated. In order to examine if them@sva significant difference between the
learners’ performance in pre- and post-tests vapect to the means of the determinants of
fluency, a paired sample t-test was performed.éelr8tllustrates the descriptive statistics and
paired sample t-test results of the aforementianedsurements of fluency in learners’ oral

performance in both pre- and post-tests.

Table 3. The descriptive statistics and paired $afest results of the measurements of fluendganners’ oral

performance.

Pre-Test Post-Test t df p 95% ClI for
Mean Difference

N Mean SD Mean SD

Filled Pauses 1d 10.83| 517 11.460 587 -64 9 53279 1.55
Unfilled Pauses| 1d 7.36 3.30| 4.95 369  1.7¢ 9o .10m3 5.45
Disfluencies 10| 2.64 133 1.92 114 179 |9 .1be 8-1 | 1.63
#r;ae' Speech 16 | 21353 | 48.18| 254.30 6320 219 9 056 -82.85 32 1.
I?;\ae' Pausing 1 | 2087 | 11.89| 1411 | 1452 158 o .147 -2.89 16l41
Speech Rate 10 2.14 061 227 055 -190 |9 .p89s -2] .02
'\R"Sr?” Length off 15 | 2340 | 20.02| 4399 | 5254 -172 b 119 -47.63  6.46
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As demonstrated in Table 3, the results of theeplasample t-test indicated that there
was no statistically significant difference betwettre measurements of fluency in the
learners’ oral performance data in pre- and pagtid hese results suggest that the utilization
of digital video technology in EFL speaking classssan extensive speaking practice did
have any significant impact on learners’ fluenagviding a partially negative answer to the

first research question.

3.5.4. Learners’ perceptions on the effectivenessf aligital video recording on the
improvement of their oral skills

In order to find out the learners’ perceptions be éffectiveness of digital video recordings
on their speaking skills, which is the locus of gecond research question, a focus group
interview with seven learners was carried out. Upmading the data descriptively, the
emerged themes were “Contributions of the Digitatled Recordings to the Learners’
Speaking Skills” and “Limitations of the Digital 80 Recordings”.

3.5.4.1. Contributions of the digital video recordngs to the learners’ speaking skills

The codes under this theme were “improving fluencglaborating ideas”, “learning new
vocabulary items”, and “boosting self-confidencEitst of all, the learners pointed out that
the video assignments enhanced their fluency, igiaithem an opportunity to practice the
language outside of the classroom. Besides, thatedstthat the digital video recordings
helped them to realize the prevalent use of pailleesf and hesitation markers in their own
speeches and how those disfluency markers in $peeches irritated them as listeners. One
of the participants expressed how being irritatgchér own disfluency markers affected the

way she spoke up:
... was so irritated by those 11im, 1iih, and ewunds in my speech that while | was shooting
videos, | commanded my brain to not produce any kiffillers in my speech. | remember,
once | had to shoot the same video 10 times touyéo my own expectations. (Tilbe, Focus
Group Interview)

Secondly, over half of the learners expressed iffieulty they had at the initial stages
of the video recordings since they were unabledaivey all of their ideas in a precise and
brief way within the allotted amount of time. Indhiibn, some of the learners stated that not
until they watched their own videos over and owgaia did they realize that they could not
develop topics satisfactorily in their speecheseylltlaimed that the video assignments

assisted them in elaborating the content of theeshes with supporting ideas, and examples
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in such a manner that their ideas would be claaalysmitted to the audience at the end of the
video. One of the learners pointed out how he betkfrom video assignments giving an

example from one of his classes in the followingywa
In my novel classes, we discuss about the plotraciers, and setting of a novel. At the
beginning of the semester, | thought | was elalgaty ideas satisfactorily about the book;
however, for some reason, | could not obtain a lgigtde in the class. Yet, upon watching my
first video, | realized that | had a lot of repietits in my speech, and that, in fact, | was talking
about the same stuff without a full stop. Thertalted to have a few ideas on my mind prior to
my talk and | think last week | was quite succelssifoce | talked for about 3 minutes and got 9

out of 10. (Eralp, Focus Group Interview)

Thirdly, learning new vocabulary items was a peredi gain of the digital video
recordings. Three of the learners stated that sle@yetimes got stuck in their speeches due to
lack of some topic-related vocabulary items atrtdesposal, and they had to shoot the videos
one more time after they looked up the unknown woFrthermore, they pointed out that
they could easily recall the words that they usedng their video recordings after two or
three weeks, which indicates that digital videocordings created a learning opportunity for
them and helped them to access new vocabulary gesiky.

Last but not least, learners stated that watchivmselves speaking English and
comparing their performance in the first and lddew assignments helped them regain self-
confidence and increased their motivation to spgeadlish since they were offered a chance
to observe the leap of improvement in their spegchaich, in turn, gave them a sense of
accomplishment. Furthermore, they pointed out #hering their videos with their friends,
though initially seemingly daunting, gave them apartunity to be involved in a real task
that required the use of English. Thus, they hathance to watch others’ performance and
learn from one another. For instance, one of thmkrs expressed how she started to feel less
embarrassed while speaking English in front of peers thanks to the digital video

recordings:
| used to feel so embarrassed about the way | sBogésh and my mistakes, and thought that
everybody is just better than me in speaking Ehgli$at’'s why in our first video assignment,
| waited for everybody’s post before | uploaded enirlowever, when | watched my friends’
videos on Facebook, | saw that everybody did somstakes. So, | felt less embarrassed about

my mistakes. (Amina, Focus Group Interview)

Besides, they stated that they were not as exeisethey were in the first speaking
exam since they already knew what they were capztdeing, and even if they had no idea

about the topic, they could sustain the conversatith some examples.
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3.5.4.2. Limitations of the digital video recording

The codes under this theme were “No Impact on Aaylt and “Technical Problems”. To
start with, the learners pointed out that the digitideo recordings did not help them to
improve their accuracy in actual conversation. éligh they stated that they sometimes had
to shoot a video more than three times to haveriam-gee sample, they did not feel that it
contributed to their actual oral performance. Ohehe participants stated that he found it
quite difficult to transfer what he had producedhe video to his real conversation with the

other people in terms of grammatical accuracy:

Although | noticed that | misused the “if clausés”my speech even at the initial stages of
recording, | still have some difficulty in produgithem correctly in my actual speech. | think
we need more weeks to shoot more videos. Maybewbatd help... (Can, Focus Group

Interview)

As stated by the learner, some of the studentsagqa that eight weeks were not
enough to improve their oral accuracy, and havirggenweeks to shoot videos might be of
help for they would have more opportunities to pcacthe patterns that pose challenge to
them in their oral production.

Next, the learners made the point that the time thed to spend uploading their
videos to Facebook was sometimes much more thgntbeld expect due to the large size of
the videos. Thus, they suggested that it would kectigal to have an online learning
environment where they can shoot their videos withwaving to upload them from their

computers or mobile phones.

4. Discussion
The primary objective of this study was to examigether digital video recordings as an
extensive speaking practice would contribute toethkancement of EFL learners’ oral skills,
in particular fluency. The results of the statistiand discourse analyses suggest that the
incorporation of digital video recording into speak classes as an extensive practice
improved the EFL learners’ overall oral proficienagd content elaboration at a significant
level, however, it did not have any statisticallgnsficant impact on the improvement of
learners’ fluency, which accords with previous #8dSutude nama & Ramazanzadeh, 2011,
Baniabdelrahman, 2013), which reported that théization of digital video recordings
considerably enhances the EFL learners’ speakiitig.sk

On the other hand, the findings do not confirm éhot Akef and Nossratpour (2010)

in that recording digital videos on a weekly basi®s not lead to a significant improvement
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in EFL learners’ oral performance with respectliteefcy. One probable explanation for the
lack of significant improvement in learners’ flugnmight be that sharing their personal
experiences through digital video recordings onebaock acted as a spur for learners to
express themselves freely and without feeling tlesgure that they might have experienced
in class. Thus, they were encouraged to take ngkis the target language focusing on
content at the expense of form, which resultedgnicant improvement not in fluency, but
in content elaboration. As Skehan (1996) as welNdls and Willis (2001) argue, the tasks
in which learners have a real purpose and audiégmceommunicate with lead them to
emphasize content over form since the focus idheratcomplishment of the task. Hence, the
learners in this study might be motivated by the fexpression of meaning, leaving form to
play a secondary role (Sun, 2012).

As regards the learners’ perceptions on the effestiss of digital video recording on
their oral communication skills, the findings relezh that, interestingly, the learners
perceived an improvement in their fluency for thesre provided with a chance to extend the
speaking practice outside of the class and to iiyethie weaknesses in their speeches, which
is consistent with the results obtained in Sun 220Danny Huang and Alan Hung (2010) and
Castafieda and Rodriguez-Gonzalez (2011). Theserautgued that this result might stem
from the fact that learners can alleviate theirespeanxiety over time and become more
confident in speaking a foreign language througltesdlogs or digital video recordings,
which, in turn, increases their perceived speakkills.

Next, the findings indicated that the digital videscordings helped the learners to
satisfactorily elaborate the content of their spesc which is tune with that of Kim (2014),
who explored how ESL learners’ oral proficiency rmpped through online recording tools and
receiving feedback from their instructor outsidettté classroom, in that the learners started
to speak up more confidently and making longeresergs after they used recording tools. Put
it differently, learners elaborated upon the conhtntheir speeches by providing examples
since they had a chance to express themselvey fteedugh digital video recordings.
Besides, having their peers as audience might hbseecontributed to the learners’ content
elaboration for their primary emphasis is on thpregsion of meaning, rather than on form.
The findings also showed that the digital videoordags provided the learners with an
opportunity to learn and use new vocabulary itemiheir speeches. A similar result was also
reported by Kirkgéz (2011), who concluded that widecordings helped the learners to

expand their theme-related vocabulary.
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Another benefit that was noted by the learnersrbgg the use of the digital video
recordings was that it helped them to build up axtnénd confidence, and increased their
motivation for speaking the target language. Onesiiabe explanation for this might be that
the majority of learners viewed the digital videzording assignments as a positive language
learning experience, rather than as a componahieacissessment. The accumulation of those
videos gave them a sense of achievement and dtmregt a sense of ownership of their own
learning, which may elevate their level of motieatiHo, 2003). In a similar vein, Hsu et al.
(2008) suggest that having an individual blog spaaking portfolio gives the learners a great
sense of achievement and facilitates their langleagaing.

Concerning the limitations of the digital video oedings as an extensive practice, the
findings showed that some learners did not findititerporation of digital video recordings
into speaking classes useful since it does notidechny genuine interaction as is the case in
face-to-face communication. This result corrobargtesvious studies (Hung, 2009; Danny
Huang & Alan Hung, 2010) in that some learners tente cautious about the effectiveness
of the digital video recordings on the improvemehtheir actual speaking performance due
to the presence of rehearsal opportunities andatiieof genuine interaction. That is to say,
learners seldom need to employ communication sfiegesuch as paraphrasing and
circumlocution in digital video recordings. Henes, pointed out by Ho (2003), the activities
that would provide the learners with a chance &xfice communication strategies, which are
not frequently used in digital video recordingse & be emphasized in the classroom to

enhance learners’ oral communication skills.

5. Limitations of the present study

One self-evident methodological limitation of therrent study is the absence of a control
group, which would help us to gain a better undeding of how much the utilization of

digital video recordings contributed to the orabfpiency gain as compared to what the
classroom would have offered alone. Besides, dueotwstraints of time, the digital video

recording assignments lasted for eight weeks, whmky not be sufficient to improve

learners’ fluency. Thus, a longitudinal study magl¢y more informative and contributing

results with respect to both short-term and longiteffects of digital video recordings as
extensive speaking practice. Finally, having masigipants, perhaps with different levels of

proficiency, would provide more precise results.
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6. Conclusion

This study investigated whether digital vide re@ogd would enhance the EFL learners’ oral
performance in terms of fluency. It also examinkd tearners’ perceptions of the use of
digital video recordings in a speaking class. Tésults obtained from the analysis of the
scores assigned to the learners by two raters umm@nalytic scale indicated that the
integration of digital video recordings into speakiclasses contributed to the improvement of
the learners’ overall speaking proficiency; howevdr did not lead to a significant
improvement in learners’ oral fluency skills. Ydte analysis of the qualitative data showed
that the utilization of digital video recordings ynaot only bolster the learners’ self-
confidence, but also encourage them to take rigits thve target language. The results have
implications for both the assessment of speakirits sknd the design of speaking courses in

EFL contexts.
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Appendix 1. A sample of modified version of Speakim Module of IELTS

Part 1:

Entertainment
» Do you prefer relaxing at home or going out in ¢élvening? Why?
» When you go out for an evening, what do you likelo@
» How popular is this with other people in your cayft

Part 2:

Describe one of your friends.

/ You should say: \

-how you met

-how long you have known each other
-how you spend time together

And explain why you like this person.

Part 3:

Quialities of friends
» What do you think are the most important qualife@sfriends to have?
» Which are more important to people, their familytlogir friends? Why?
» What do you think causes friendship to break up?
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Appendix 2. Adapted version of the IELTS speakingale

93

Band Fluency Content Lexical resource | Grammatical range Pronunciation
Development/ and accuracy
Elaboration

9 * speaks * presents fully « uses vocabulary| ¢ uses a full range of « uses a full range of
fluently with extended and wel| with full structures naturally | pronunciation
only rare supported ideas | flexibility and and features with
repetition or | using clear and | precision in appropriately precision and
self- appropriate all topics * produces subtlety
correction; statements * uses idiomatic | consistently accurate « sustains flexible
any hesitation language naturally structures apart use of features
is content- and accurately from ‘slips’ throughout
related rather characteristic of « is effortless to
than to find native speaker understand
words or speech
grammar
* speaks
coherently
with fully
appropriate
cohesive
features

8 * speaks =presents a * uses a wide * uses a wide range| ¢ uses a wide range
fluently with sufficiently vocabulary of structures flexibly| of pronunciation
only _ developed and resource readily | pr.odluces a feature§ .
occasl_onal extended respons and. majority of error- . « sustains flexible .
repetition or . flexibly to convey | free sentences with | use of features, with
self- to the question | recise meaning | only very occasional only
correction; with relevant and | « yses less inappropriacies or | occasional lapses
hesitation is | supported ideas | common and basic/non-systemati¢ « is easy to
usually idiomatic errors understand
content-relateg vocabulary throughout; L1
and only skilfully, with accent has
rarely to occasional minimal effect on
search for inaccuracies intelligibility
language * uses paraphrase

effectively as
required

7 e speaks at [mpresents and * uses vocabulary| ¢ uses a range of « shows all the
length without | extends relevant | resource flexibly | complex structures | positive features of
noticeable main ideas to discuss a with some Band 6 and
effort or loss although some variety of topics | flexibility some, pqt not all, of
of . . * uses some less | « frequently the positive features
coherence ideas or points common and produces error-free | of Band 8
* may may not be fully | jdiomatic sentences, though
demonstrate | developed vocabulary some grammatical
language- and shows some | mistakes persist
related awareness of style

hesitation at
times, or some
repetition
and/or self-
correction
 uses a range
of connectives

and discourse

and

collocation, with
some
inappropriate
choices

* uses paraphrase

effectively




Teaching English with Technologh6(2), 71-96 http://www.tewtjournal.org

94

markers with
some

flexibility

«iswillingto [mpresents relevant| ¢ has a wide * uses a mix of * uses a range of
speak at main ideas enough simple and complex| pronunciation
length, though although vpcabulary to structures, but features with mixed
may lose conclusions may discuss topics at W|th I[m|ted control

coherence at length and make | flexibility » shows some
times due to become. L_mclear meaning clear in | « may make frequeni effective use of
occasional or repetitive spite of mistakes with features but this is
repetition, inappropriacies | complex not sustained
self-correction * generally structures, though | « can generally be
or hesitation paraphrases these rarely cause | understood

* uses a range
of connectives
and discourse
markers but

successfully

comprehension
problems

throughout, though

mispronunciation of
individual words or

sounds

not always reduces clarity at
appropriately times
« usually = presents some » manages to talk| ¢ produces basic « shows all the

maintains flow
of speech but
uses
repetition,
self-correction
and/or slow
speech to
keep going

* may over-use
certain

main ideas but
these are not
sufficiently
developed

about familiar and

unfamiliar

topics but uses
vocabulary with
limited flexibility

* attempts to use

paraphrase but
with mixed
success

sentence forms with
reasonable
accuracy

* uses a limited
range of more
complex structures,
but these usually
contain errors and
may cause

some comprehensio

positive features of
Band 4 and

some, but not all, of
the positive features
of Band 6

]

connectives problems

and discourse

markers

* produces

simple speech

fluently, but

more

complex

communicatio

n causes

fluency

problems

* cannot =presents afew | ¢is able to talk * produces basic * uses a limited
respond ideas, which are | about familiar sentence forms and| range of

without largely repetitive topics but can some correct pronunciation
noticeable and undeveloped only _ simple sentences bJt features

pauses and convey basic subordinate « attempts to control
may speak meaning on structures are features but lapses
slowly, with unfamiliar topics | rare are

frequent and « errors are frequent| frequent

repetition and
self-correction
* links basic
sentences but
with
repetitious use|
of

simple
connectives

makes frequent
errors in word
choice

* rarely attempts
paraphrase

and may lead to
misunderstanding

* mispronunciations
are frequent and
cause some
difficulty for the
listener
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and some
breakdowns in
coherence

* speaks with
long pauses
* has limited
ability to link
simple
sentences

* gives only
simple
responses and
is frequently
unable to
convey basic
message

= may attempt to
present a few
ideas, but there ig
no content
development

* uses simple
vocabulary to
convey personal
information

* has insufficient
vocabulary for
less familiar
topics

« attempts basic

sentence forms but

with limited

success, or relies on

apparently
memorised
utterances

* makes numerous

errors except in
memorised
expressions

* shows some of the
features of Band 2
and some,

but not all, of the
positive features of
Band 4

* pauses
lengthily
before most
words

« little
communicatio
n possible

=answer is
completely
unrelated to the
task

* only produces
isolated words or
memorised
utterances

« cannot produce
basic sentence form

* speech is often
5 unintelligible

* N0 communication possible
* no rateable language

« does not attend
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Appendix 3. Sample video assignment

VIDEO ASSIGNMENT-5

1. You are expected to record a video of yourself narrating the last
book/movie you have read fwatched in English.

. The length of your video should not exceed 3 minutes.

. You should shoot your video in only one shotwithout taking any breaks.

Any kind of memorization or reading from a script will be subjected to the
penalty of cheating which is a grade of zero on the entire assignment.

. You are required to submit your videos on the Facebook Page of the class.
You do nothave to choose Public for your post. You may adjust the
privacy settings so that only I can see your post.

. The Deadline for this assignment is May 11, Monday (by midnight).

GOOD LUCK! ©
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ENHANCING AN INTERMEDIATE SYLLABUS

FOR ESL STUDENTSWITH BYOD INTERVENTIONS
by Ewa Kilar-Magdziarz
Dublin Institute of Technology
Aungier Street, Dublin 2
Dublin, Ireland

evakilarm @ gmail.com

Abstract

Mobile devices such as tablets and smart phones éatered education and started being
used by teachers and learners for studying. Thideaee-based case study focuses on the
enhancement of a syllabus with BYOD classes anddleeit played in boosting motivation
and classroom engagement. It shows how to enhasghkahus for Intermediate students of
English and how to implement any syllabus chanfyjgthermore, it shows the impact of the
changes on the staff members and learners. Thg stad carried out in an Irish, middle-
sized language school, concluding that the enhasgitabus had a positive impact both on
the learners and the teachers.

Keywords: BYOD; mLearning; TESL; syllabus design

1. Introduction

As the recent Docebo (2014) report informs us, theghinones and technologies have entered
all walks of life. This trend seems to be incregsavery year as more and more people use
smart phones for work and education, they are gustust for many (Cearley, 2014). With
global access to the Internet, people study orgtheat any time and place. This big shift to
modern technologies was also noted by New Medias@oinm (NMC), whose Horizon
Report (Johnson et al., 2012, 2015) focuses omwthemodern technologies can be used in
education.

Modern learners are called by some tige generatioror digital natives(Hockly &
Dudeney, 2010) referring to the ways the studeop® avith reality around them, study, work
and build social networks. These students buildr tieality online and acquire new
competencies and skills online. All of this leadsdeveloping digital literacies feeding into
building full digital citizenships (Alberta Educati, 2012).

There are myriad ways of working with the curreahgration, and Bring Your Own
Device (hereafter, BYOD) might have potential tépr&tudents increase their skills.
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2. Background to the study

2.1. BYOD: description and discussion

The term BYOD is an acronym that stands for BrirogitYOwn Device (Disterer, 2013) and is
often substituted by BYOT (Bring Your Own Technojpgor just BYO (Bring Your Own).
BYOD/BYOT emerged when more and more companiesestdo allow their employees to
use their own laptops, notebooks, tablets, smanigdhoat work. The devices could be
company-owned as well as employee-owned. In bosesthere was a need for rules and
regulations before embarking on the BYOD path @tmst, 2013). With the majority of people
having access to the Internet on-the-go, and tiguitbus presence of smart phones, there is a
tendency to use mobile devices over any othersodt,vand to study (Sweeney, 2012). Smart
phones serve the purpose of communicating, lookingnformation, recording findings in
multiple ways so that they are fully fit for educat BYOD gives a lot of flexibility, increases
efficiency, reduces the costs of training and neiahce and it seems to be a good move for
many organisations. On the other hand, securigilladata must be considered and regulated
through policies, especially in education. It isast to involve all parties involved in BYOD
projects to protect the intellectual property adiinduals, and prevent problems arising from
any policy breaches (Beckett, 2014).

Ackermann and Krupp (2012) define five componerdsbe considered before
introducing BYOD/BYOT in organisations: security dll data, involvement of all
stakeholders, appropriate policies in place, Cowiirs Professional Development (CPD) of
people involved and building a financial plan fdlr @ojects/programmes involving BYOD.
Hockly (2012) sees some downfalls of BYOD and adtes piloting the educational projects
before actually running them. It must be noted hiia the use of personal devices in
education might bring also inequity into light, there will always be students coming from
low-income families and those from more affluenes®nMoreover, educational and non-
educational organisations must provide multiplergimg stations to allow for charging
different kinds of mobile devices. Schools musbasdjust to BYOD class management with
the introduction of clear e-policies (Hockly, 2012)nother challenge for educational
organisations at any level can be the network s@eedinfrastructure, which can involve
sophisticated and costly solutions (Avaya, 2011).
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2.2. Literaturereview on BYOD

In Ireland BYOD has already entered public schesigecially at the primary level, but there
have been no studies carried out in language sehaith regards to it. Many brochures and
guidelines were published for public schools outlnthe implementation and procedures, but
no formalised research has been carried out infitleé of BYOD syllabus changes for
Teaching English as a Second Language (hereaftSsL)IA lot has been said about the pros
of using mobile devices to foster communicationjldmg Personal Learning Networks
(PLNs), and equipping theet generatiorwith the right skills needed in the future. Howeve
there is a danger of distraction and misuse of lagihones and tablets (Hockly, 2012). The
use of mobile devices in class can connect saéeahhd learning but has to be well-managed
by teachers, who need to decide with the managémieattors how to use the devices so that
the students fully benefit from them (Sharplesla®14).

There are different models of managing and dirgcBYOD implementation in an
educational context. The five models summarisedvbeiary depending on the organisational
decisions and they fall into the continuum rangiingm high standardisation to high
flexibility (Alberta Education, 2012 p.11). All dhe models shown in Table 1 have pros and
cons that need to be considered before BYOD imphéatien.

Table 1. Models of BYOD (adapted from Alberta Ediara 2012).

Standardisatiore- 5 Flexibility
1 2 3 4
Limiting the device to| Limiting not the devicel Limiting the device to| No limitations as long
one specific model but the software specific functions / as the device is
capabilities connected to the

Internet

Whichever BYOD model is considered, we must ackeogeé that the technology has
entered our lives and the students we teach taKeritgranted. Therefore the use of
Information and Communication Technology (hereaf&f) in the ESL class is inevitable
(Kolade, 2012). ICT in language education startethe early 1980s with Computer-Assisted
Language Learning (CALL), which evolved into Tecligy-Enhanced Language Learning
(TELL) in the 1990s, adding the use of projecttmgractive Whiteboards and tablets in class
(Hockly & Clanfield, 2010).
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Then the Internet entered schools with the 21stucgrand allowed for mobile or m-
learning. This shift enabled students to studyhmgo and changed the static classroom
environment to fluid personal spaces, which reaefithe ways of communicating (El-
Hussein & Cronje, 2010). Following the general thea new approach emerged in language
learning i.e. Mobile-Assisted Language Learnindechhereafter MALL (Kukulska-Hulme &
Shield, 2008). MALL takes into account all mobilevites, excluding stationary desktops,
which can be used for learning languages throughusie of short messages systems (SMS),
instant communicators, microblogging sites, augeenteality applications, GPS (Yang,
2013).

The integration of ICT and TESL has potential, baust be done through
consideration of the educational aims, definingiviiial teaching models, organising the
classroom, assessing the tools to be used andréhésiting them to review their validity
(Lewis, 2009). Dudeney, Hockly and Pegrum (2013)gest using TPACK or SAMR
frameworks to integrate ICT in TESL. TPACK is a efgl known model, which has been
taking shape over the last few years (Schmidt at24l09) and the acronym stands for
teachers' integrated Technological, Pedagogical @adtent Knowledge. The framework
suggests that educators should not try to becomep#cialists; technology is just an
enhancement to the pedagogical and content know/ltdry possess (Dudeney at al., 2014).
To complement the integration of ICT in English €&flas, Puentedura (2014) proposes his
SAMR model (2011), which initiates the changes m elucational process with just an
enhancement to regular classes (Substitution andym&atation), moving to the
transformative process (Modification and Redefam); which enables the teachers to create
new tasks, inconceivable with older technology. sSehenodels might be of use when
introducing mobile learning/ BYOD classes in teaghiEnglish.

Al-Okaily (2013) has researched the use of persaialices by her students,
indicating that students' engagement in the classgeased and that there should be more
research done in this field. The study focusedhenuse of smartphones with multitude of
applications. There are many applications that lmarused for language learning, ranging
from managing systems to games, flashcards, credswand quizzes (Ballantyne, 2010,
Sharma, 2013). One of the suggestions can be thefu3evice Neutral Applications (DNA),
the ones that can be used on any device and pratf@ampo, 2013). Al-Okaily (2013)
suggests two ways of approaching the issue of usiigjle applications while teaching. First
of all, a teacher must be fully flexible and acceptdents’ choices. Secondly, assignments

might be based on previous experience and feedipawck students. Campo (2013) adds to
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this list the use of generic instructions, crossfpkm Web 2.0 tools, grouping students to
produce a satisfactory outcome and allowing somediom in a tool they would use. Strasser
(2012) suggests that following these guidelined support the implementation of ICT in

class and help teachers take advantage of it.

3. The study

3.1. Participants

Initially the whole project was intended to be eadrout by the researcher; however with a
change of the position within the organisation, risearcher did not have the direct access to
the students in classes. Therefore, English teactvere involved in the implementation
phase. There were three teachers invited to take pad all of them with extensive
experience at TESL. Two of the teachers were feraate one was male. They were given
pseudonyms Julia, Jenny and James. Teachers wéerenformed about the project and
provided with technical support while carrying dloe project. Julia and Jenny stated that they
were ‘casual users’ or technology, whereas Jamgs hachnical background so felt “familiar
with the use of IT in class”.

As for the focus group, it comprised thirty studewho were invited to take part in the
focus group after their classes but only four ateeghthe meeting. The meeting was facilitated
by an independent person trained and experiencétilitating meetings. The students who
came to the meeting, signed a consent form and gigen the information on the project.
There were no incidents during the meeting andestisdhad no problems answering the

questions asked. Focus group data was analysaggthtbematic coding.

3.2. Design and procedure

The research was a case study, seeking an insitghthe use of BYOD-enhanced English
lessons in TESL. Figure 1 shows the triangulatibrresearch methods with reference to
students' engagement (Online Questionnaire andsF@oup) and the staff involvement

(Teacher Log).
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Online
Questionnaire

Teacher Logs Focus Group

Figure 1. Research design triangulation.

The first phase of the research was a two-parttmuesire. The questionnaire had 20
guestions, and was piloted prior to being sentegpondents as suggested by Seliger and
Shohamy (2011). The questionnaire aimed at geittisight into the way students react to the
use of smartphones or mobile devices in the clagsro
The questionnaire was distributed to students irelactronic form through a free online
survey tool fttp://www.surveymonkey.cojn The respondents were sent the link to the

questionnaire via email, and they could also actedsough Facebook. Each student could

only use the link once, with no possibility to rews link. The questionnaires were completed
before the introduction of the lesson plans focheas. The questionnaire took the students a
maximum of 12 minutes to fill in and none of theds#nts had any problems understanding
and responding to questions. Fifteen students &ttarmediate level of English responded to

the questionnaire.

The focus group took place at the end of the rebeproject after lessons using the
new materials had been completed. The focus gragstmpns were semi-structured which
triggered respondents to thorough thinking andaation within limits (Seliger & Shohamy,
2011 p. 167).

The implementation phase of the research projed steetched over four weeks
throughout which students were exposed to BYOD-eobd lessons called here
‘interventions’ (a total of 8 interventions). Prito each intervention teachers were provided
with a lesson plan (Figure 2). Each lesson plan eesgned according to the lesson plan
model suggested by Harmer (2001) and included Rtatsen, Practice and Production.
BYOD activities were designed to substitute thelitranal approach to teaching and enabled
the teacher to introduce, practice or produce spieees of the language being learned with

the focus on vocabulary, grammar or language skills
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_ Upload to - Lesson Feedback on
Lesson plan Briefing on .
Google Taught in the lesson
template . thelesson /
Drive class from staff

Figure 2. Implementation phase - Teaching staffivement

Figure 2 shows the process designed for the impi&atien phase and illustrates how
the teachers were involved. For this project thditronal lesson plan template also included
a reference to anticipated problems and solutisnsadl as warm-up and follow-up activities.
All lesson plans were shared with the teachingf siaf Google Drive prior to the classes
taking place and teachers were asked to analysprapdre them for the class and contact the
researcher in case of questions. Teachers theriealdtye lesson plans to meet their needs,
especially whenever they encountered somethingwhatnot appropriate. The lesson plans

can be found athttp://myesol.weebly.com/byod-enhanced-syllabusafointermediate-

level.html.

As a follow-up after each session there was homlewesigned to the students, who
could practice a bit more of the language. Studants teachers were encouraged to use a
social networking site to share their projects amdividual tasks. Therefore the
implementation phase allowed the students to megciot only the language skills but also
digital literacies. After each intervention thedbars were asked to answer four questions in
writing (via email). The first question was a retien on the lesson plan design, its usefulness
and relevance. The second question was posed smgesight into the implementation phase
and adoption of BYOD. The third one focused onl#mguage skills students were practising
in class. Finally, the last one was supposed tdteajeneral comments on the lesson and
subjective opinions on the success of the classeCGhe set of data was collected, it
underwent an inductive procedure in which sets aiégories were derived from the text,
followed by the discovery of commonalities and pattermghe data (Seliger & Shohamy,
2011 p. 205).

3.3. Resultsand findings

3.3.1. Questionnaire
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There were fifteen responses to the questionnaue & Figure 3 represents, the majority of
respondents came from Latin America and were mdetlyales aged 20-35, at Intermediate
Level of English (B1 CEFR scale). The European @duwtescribes intermediate students as
those who can form longer sentences with some mmatakes that do not impede

communication, understand most of the written graken pieces of information and are able
to react in different social situations and use a@dyrange or grammatical and lexical

structures (Council of Europe, 2011).

Chinese; 1
Spaniskh ;1

Venezuelan; 1

Figure 3. Breakdown of questionnaire respondergtgonalities.

The length of study of English was varied. It nmigliggest that the students come
from different backgrounds, with different access éducation, and varied levels of
motivation.

How long have you been studying English?

B How long have you been studying English?

More than 4 years

A
= s
|
23vcars | NN
o
w—
w%
|~

Upto six months

Figure 4. Length of English study.
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Although, studying English is a complex activitlye respondents managed to pinpoint
the things they find easy and difficult when studyEnglish. The word cloud below (Figure

5) shows students' comments with regards to the masts of studying English.

Dynamics

LSTENNG,
WRITING "=

Figure 5. Areas of study pinpointed as easy byaedents

The most commonly mentioned were listening (5 oagients), reading (3 respondents)
and writing (3 respondents). Living in an Engligieaking country allows students to practice
their receptive skills all the time, whereas wnttproduction requires taking time and
analysing the language structures. One of the nelus said that writing is easy as she
understand all the word©n the other hand, this shows that the studeiliteesed to focus on
speaking, vocabulary and grammar, which can afirbetised inside and outside of the class.

When asked about difficulties when studying Enylithe respondents commented on
the above mentioned adding also pronunciation ssand struggles with long comprehension
texts. This data shows that there is a need faadalitional teaching focus on the areas that
students have problems with, to give them extraivabbn and encouragement when

studying, and help them to progress.

What do you do when you are online?

B What do you dc when you are online?

Study

Play Games

Useonline communicators
Search/find infarmation
Read news online

Watch films

Listen to music

Check social networking sites

Check an emzi

Figure 6. Students’ online activities
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The majority of respondents spend more than thoegsha day online. The majority
(11 out of 15 respondents) logs into social netwayksites and looks for particular
information online (Figure 6). This information cha of use when designing BYOD courses.
When asked about studying online all of the respatgihave done it or still do it and found it
beneficial. They also use the Internet for entartent, which is also now enabled by mobile
devices. Traditional forms of communication and lgyaface-to-face time have been
substituted by the virtual realm as one of the sadpnts uses the Internetdioeck my email
account, listen music, watch video, find informatiand use online communicatorghis
could have implications for BYOD in the classrooas, students might expect to be more
entertained whenever in class.

All students use their laptops, smartphones andvillghones every day. The
qualitative data showed they would like to usertlggivices for learning, which has a great
potential for all educators. The majority of resgents agree that using mobile devices in the
class is a good, as it motivates them more. Ortbeofespondents saidwill be dynamic, and
it's nice we can use the technology to learn andysEnglish [sic].Only three out of fifteen
do not want to use their devices in clasbesause sometimes it can distract you [sidje
negativity around the use of technology in the lasght stem from a personal preference of
face-to-face classes or the possibility of distoactduring classes. However, the issue of
distraction during class time has always been ptasdhe field of education regardless of the

use of technology. One of the respondents said

if you are a good student you should know thatrgoallowed only to use it to help you if you
have any doubt, however it's good to use it insclascause as i said above it could help you

finding examples and extra material [sic].

Finally, thirteen out of fifteen respondents bediehat technology is vital, fast, easy
and fun sayin@ hat's maybe funnyndl think will be a great idea have examples, vidaod
actual material to improve the classes, could bedyonaterial to make the class more
dynamic [sic].They would appreciate some extra activities onlireg accompany the course
materials. They really and like to use the Intertoesearch for information, translate words,
find images and examples while in class.

These initial findings indicate multiple potentiakes of mobile devices in the
classroom for different purposes and also shedsdmht on how to use mobile devices to

complement the syllabus.



Teaching English with Technologh6(2), 97-115 http://www.tewtjournal.org 107

3.3.2. Participation by teachers

The teacher logs focused on their use of the psegded lesson plans. The feedback on the
lesson plans was very positive with all commentimgt the BYOD activities were nice and
useful as follow-up or lead-in activities and treitidents found them motivating. Julia
mentioned that the lessons weresuccess, students were interested throughoulets®ns
and loved using their mobile devices for an Englisinguage learning activity All
interventions were designed and timed, so no isa@es observed with the implementation.
Julia commented that everything wasll-staged, clear and concisehich made the lesson
plans fully usable. In one situation Jenny stated the lesson plamad to be stretched to the
next classas the students could not finish the online agtioh time because of a poor WIFI
connection.

Teachers were then asked to comment on how thHewbeut introducing different
parts of the lesson. Jenny said ttet students were attentive and interestetthe class as the
class was a bit different. On the other hand, texclalso encountered problems. A major
problem mentioned a few times by teachers was thel dbnnection in the classrooms. In
one instance some students could not access #méntto download the applications which
were supposed to be used and the students hadvie tmanother room to get the connection.
This issue was also resolved by James and Jenmgibyg the computer room and moving

away from using mobile devices in the class. Asekastated,
| had organised to do the class in the computemréar the relevant sections. This way the
students that had problems connecting to the apwitt their phones could use PCs. By doing

this | felt confident giving the class.

Teachers felt more confident with the familiar R@sch were giving them full control over
the class.

Julia also said that giving studerite name of a reliable website prevents wasting
time This way students do not have the option to ch@website they prefer, they just have
to work on the websites prescribed by the teacher.

As the teachers teach in a communicative wayy; there asked about the content of
their classes with the reference to language skild competencies. The comments from

teachers are illustrated by the word cloud beloigufe 7) .
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Figure 7. Language skills and elements practicdcBM@D lessons.

As can be seen, teachers were focusing on vocgbplianunciation, speaking and grammar
most of the time. In addition, the remaining langriskills were also practised and were not
neglected in the course of study.

Finally, teachers were asked about the succeigoflessons enhanced with BYOD.
Only positive comments were made suchtles lesson was diffemé than ordinary classes,
bringing a new way of teaching and learning to.lifehe teachers stated that the BYOD
lessonsadded some extra value to the clésg what the students enjoyed the most was the
possibility of sharing their work with their clasatas, friends and families on the social
networking site. They responded well to the ideaafaboration and for them it was really
rewarding to see their artefacts online. What ipanant to note here is the increase in

interaction among the students, albeit in a viraedting.

3.3.3. Focus group

Having attended the BYOD enhanced classes stuaares asked questions related to their
past and present experience with learning a laregaagwell as the future of education with
ICT.

First of all, students were asked to comment envwthys they practice their language
skills. All of them were mentioning the tradition@ook, pen, paper) and modern methods
(mobile devices, PCs, applications) of studying.

As Table 2 shows, students practice speaking snainthe street, student 1 said that

she uses English when sheks for directions or is in a restaurariflovies also play an
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important role for students as they watch and repbat is said by the actors. Students pay
attention to intonation and pronunciation pattemisich might differ across English-speaking

countries but can still be a good model to foll@&tudents also mentioned the importance of
repetition and recording their voices. They stdteat they like the applications that enable
voice recordings as then they listen to the audioks and compare with the right patterns of
pronunciation to copy the exact sentence.

Listening is a receptive skill that might be eastepractice as students are surrounded
by English music and films. It can be connectechvahtertainment and allows students to
practice without fully realising doing it. Some gants mentioned listening to the news on the
radio, which involved more attention, but can berewnore beneficial than just films and
songs exposing students to more sophisticated amdaf vocabulary. Furthermore, some
respondents mentioned podcasts which can be lgtémeon-the-go and can be really
interesting, as the listener chooses the topiotetést. This information is crucial for BYOD
projects as it directs educators into the fielgp@fsonalised study, with the use of own devices
for better results.

As for reading, students mention all traditionadyw of studying including books,
newspaper and journal articles. Through the stddlyeoabovementioned sources, the learners
can expand their vocabulary and also practice tgemmmar, and see how the real life
language is used in the written form. On the otteerd, students mention the use of websites
and reading articles on the go. This is the newedsion of studying, and students resort to
online texts in a natural way. They process theaneninformation without even seeing a
difference between the hard copies and electragmsions while studying.

Writing has always been a skill that requirestafanput from students. It is also time
consuming. To practice the skill of writing studeman write short sentences as well as the
lengthy articles at different registers. Studenentioned that they only practice this skill in
the class, when they have to write something fertdacher. They see only the potential of
practising it outside of class while writing emaalsd texts as they have to communicaii
other friends that do not spedhkeir mother tongue. This might suggest using Emand
online communicators for written assignments cduddeneficial.

Similarly to writing, students do not tend to pgree grammar outside of the class.
They just do the exercises provided to them atactamd watch some films with subtitles as
subtitles ardoetter than just listening to people because tlaeyofs) have good grammar and
you can watch and see the spelling [sl@dten to songs and analyse the lyrittsmight be a

traditional way, but could be easily enhanced bg tse of e.g. some quiz-making
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applications, which can help the students graspigingrammar, provide them with some
entertainment allowing peer correction or commemtey online activities that involve

inputting data would be perfect for grammar pragtic

Table 2. Traditional and modern ways of practidimglish derived from focus group responses.

Speaking Listening |[Reading \Writing IGrammar
Traditional wayln the street Films Books All kinds of textDrills at school
of practising for the class
Using the functionNews Articles Songs+ lyrics
language in shg
and restaurants |Songs Journals Films+ subtitles
\Watching ar Newspaper:
repeating wor
from movies
Modern ways ( Application Podcasts Ebooks Emails
practising mentioned \Websites
DuoLingua Online articles [Texts
Apps fg
communication

The analysis of the ways students study at the embrgives an insight into how
important it potentially is to introduce technologyteaching English. Students are already
accustomed to ICT and the personalisation of gtenlies could have benefits.

Students were also asked to comment on their peefstudy methods and mentioned
that a blended learning method is the most degiyeithem. At school they would like to use
course books while outside of the school in the ifrotbevices are preferred. When talking
about technology, they feel that translatocasm be really usefuin class, when they need to
look up a word quickly. These kinds of applicati@re great because they do not need the
wifi connectiorall the time.

Apart from the functionality of mobile devices tagnslation tools, students mentioned
that the lessons with mobile phones are less boaaghere is some variety. On the other
hand, one student mentioned issues with the autorabr correction function when using
translation tools and other editing applicatioriswés stated that auto correctiorakes you
really indifferentand youjust switch off your thinkingnd do not fully engage. It might imply
that students do not really want to be spoon-feth wiformation, but would rather use
technology for experimenting with language, brimgginto life more. They want to be engaged

and involved.
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IT skills seem to be irrelevant for the studentsew using mobile devices. They all
have different levels and abilities but feel tHayt can manage mobile learning. In the focus
group meeting there were students with both higth law 1T skills. The latter should not
impede the production of language and the studmmsalways learn from each other.

When introducing mobile learning (BYOD) for therpase of the project there were
some issues with the Internet connection. Studikiag part in the meeting really enjoyed
the BYOD lessons but stated that the problems nétiwwvorks must be addressed prior to the
commencement of the lessons enhanced with BYODi&es. Students enjoyed the multiple
applications and websites used in the projecthag were practising many skills at the same
time and some of thewan be used in everyday situatiodgother issue commented upon
was the number of mobile devices available in thesst Students mentioned that the
educational organisation should always have sortra &blets and smart phones available for
the students, if classes are to be run with theotis®obile devices.

When asked for preferences of applications, stisdéed the ones with the recording
option as theyould listen to what they saigractising not only speaking but also listenihg a
the same time. They mentioned that videos can liieiatimidating and not everyone would
like to do them, but could be beneficial.

To sum up, students discussed the success oeslearch project within the hosting
organisation and stated that theguld like to use them (mobile phones) in the ttarclass

as it was something new and interesting.

7. Discussion
The research project dealt with intermediate sttgdeh English. At this level the students
might feel the decrease in motivation and do nogpss so fast, so they need to focus on all
language competences and still practice as mucpossible. The research showed these
students are really enthusiastic about using tdolggan class, they have access to WIFI and
already use their mobile devices to connect toaraher. They already spend a lot of time
online and this potential should be explored whemplémenting BYOD projects. The
research also showed that the traditional pen apermpcan be substituted by personalised
mobile devices with no negative impact on the sttelé/While the students were taught with
the communicative method, the classroom enhancediéntot impede the interactions and
grammar practice.

As far as teachers are concerned, they wouldidikake part in future BYOD projects

and felt as if they really involved the studentgli&sses. The BYOD lesson plans were easy to
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follow but the research project findings showed #ikinstructions should have a reference to
specific websites and a generic reference to thwitees (for more technology advanced

teachers). This finding is not in line with Devisleutral Application approach (Campo, 2013)
in which students choose their own applicationdysites according to their own preferences,
learning styles. The lesson plans in this projeetenbased on the DNA theory, which was
found to be not fully effective in the context bfg research.

The project involved using technology that fail@dimes. Technical issues can always
occur whenever we use devices so the teachersdshatitipate the problems not only with
connections but also with the capacity of the neliévices students bring to school. This
issue arose during the research project and resultdime-consuming resolutions to the
problem. Students had to check the compatibilitgheir mobile devices, then change pairs/
groups to successfully finish the activities assajninforming students of the prospects of
using their devices prior to the class might haegpdd in classroom management, and in
getting the best outcomes in a limited time.

While some of the problems can be eliminated,hteecshould always try to prepare
for the worst. One of the recommendations stemrfrim the study is that teachers involved
in BYOD projects should be fully prepared and haveackup plan for their classes. The
BYOD-enhanced course should have a solid strucam@ a secure connection for such
projects to be successful.

The students' perspective was really of importancthe study, and they seemed to
enjoy the BYOD-enhanced classes. They really likedial communicators and the idea of
sharing things online and interacting with others.

8. Final conclusions and recommendations

The latest Horizon Report states that BYOD is adrihat will enter education in a very short
term (Johnson et al., 2015) so the educators sheutéady for it. This research indicated that
that BYOD can have potential in TESL and the stislé@el more motivated in class when

using technology. Therefore, it is advisable taaduce it to foster social learning among
learners to increase the interest in classes. Atheduction of BYOD classes and enhancing
the syllabus might be a little time consuming fréime planning perspective but adds extra
value to teaching and studying. The research sholadBYOD can be suitable for medium-

sized language colleges which would like to embark internal changes and offer an

interesting study plan for international students.
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It must be noted that there is no one-size-fitsrabdel and all materials are
recommended to be adjusted for individual groupdessons. On the other hand, small
adjustment in the way the lesson plans are designght result in big improvements for the
students and their engagement.

When implementing the changes, all staff membesst@ be ready and eager to be
fully informed and prepared. All activities in less plans and syllabi should be device-
specific to avoid technical issues and BYOD lessuight include some short activities in the
classroom, one-off projects or ongoing reflectivarids. It is advisable to check the Internet
connections within the organisation and review diegices accessible to the students before
embarking on a BYOD project.

This research gives an insight into the changesBN®D brought both for teachers
and the students. Students felt really motivatedenlsing technology in the class, it really
personalised their learning experience as they wsigg their own devices with their own
settings and preferences on them. Another extraevelas the social aspect of the BYOD
classes in which students had to share and cod&hor

It is recommended to introduce technology in a gehdvay, starting off with just one
small parts of individual classes e.g. just a wapner free practice, then moving to more
sophisticated enhancements such as project wokeeping a diary. Only when these two
work fine, it is suggested to move to the syllabneancement.

Teachers who do not feel confident using technolefgguld not fear it with the
BYOD classes, as there is no need for complicateldtiane consuming training or a complex
school's infrastructure as students are using their, fully configured devices. Even small
changes made in class might have a huge impadieopdrception of classes and the whole

educational organisation/ school.
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Abstract

This study seeks to examine the existence of Ihsfassaging language phenomenon among
female teenagers in some Jordanian private schamds its influence on their learning
experience, mainly literacy. It also raises questiabout the characteristics of textese as well
as teachers’ attitude towards their students’ ds8MS language in their academic writing.
The methodology used in this study involves thecdp8ve and quantitative analysis of
writings taken from 320 female teenagers in fodiiedent private schools in Amman, Jordan
following National and International Programs adlves the responses to a questionnaire
filled out by 100 EFL teachers.

Upon the examination of these writings, it becomk=sar that Instant Messaging
language appears in students’ writing, and teadheve reservations towards its use by their
students in their writing. Data suggest that teeishould raise students’ awareness of this
issue to help them effectively control and enhaheeinfluence of Instant Messaging on their
academic writing.

Keywords: texting, instant messaging, mobile communicatianademic writing, cyber

language

1. Introduction
The unfolding advances of communication technologyych as mobile phones, online
gaming, text messaging and social media, bring aemues of social contact and interaction.
Understanding emerging, new dynamics of commurminatvhich surround these tools and
technologies can provide us with essential pilfarshe education of today’s youth. Among
these growing technologies, the cell phone andeit$ messaging capability has become
popular, especially among teens (Thurlow, 2002).

In the recent years, the Internet has come to dammiour lives. E-mail, Instant
Messaging and chat are rapidly replacing conveatitorms of correspondence, and the Web

has become the first port for both information engand leisure activity. IM is a form of
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Computer-Mediated Communication in which two pedplemore) engage in a conversation
through texting. Swartzlander (2010: vi) admitst thiais a language that has swept our world

like a tsunami, in less than a decade.” Accordin@taig (2003), Instant Messaging or IM

is a technology which allows two individuals, whe &eparated by any distance, to engage in
synchronous written communication. Like a phonel, cil takes place in a real-time
environment; however, its mode of operation rebesely on the written word to transmit
meaning (p. 118).

For Crystal (2006), texting is a form of writingli#ted to write a message to someone
via a cell phone, Twitter, Facebook, or any othmria networking site. Texting comes in
many forms; some people spell every word out, wigaiot common due to the lack of space
that most social networking sites and SMS functialisw. Other forms of texting include
text messaging using numbers; words spelled phazaigti words with numbers in them,
symbols, and sometimes using only the first letteeach word in order for someone to
provide information to the receiver.

Some researchers (Thurlow, 2002; Crystal, 200&sdla Instant Messaging language
based orsome stylistic properties. According to Thurlowe tword ‘stylistic’ refers to “one
way of speaking starts to seep into another” (2@02,27). Although they are by no means
exhaustive, some of these marked properties invitigeuse of reductions and shortenings,
non-standard spelling, acronyms and abbreviatietas,

Plester, Wood, & Bell (2008) listed the most comnadobreviated forms in texting:
“cuL8r” instead of using “see you later” and “BCNistead of “be seeing you”. It is worth
noting that days and months are commonly abbreliatrystal (2008) argues that
contractions are words with omitted middle letteusually vowels, because consonants
provide more information than vowels. Examples ofitbng vowels are: “text - txt”,
“message — msg”, “have — hav” and “homework — hniwfkese habits exist regularly in the
“Insta-communication” (Salem, 2013, p. 66).

It is evidenced in research that both native and-mative English speakers use
abbreviated forms for many words like “cuz” for daeise”, “U” for “you”, and many other
commonly used words. This observation has ledeblearchers to investigate the existence of
Instant Messaging language, ‘Textism’ or ‘Netspeak teenagers’ academic writing.
Moreover, this new language is called the ‘Cybemngl (Instant Messaging
Language/Internet Language), which is a term ueediescribe shortcuts, alternative words,
or even symbols used to convey thoughts in anrelgict document (Tomaszewski, 2011).
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Since the present research deals with the langusegein mobile text messaging, we used the
term ‘Instant Messaging’, shortly ‘IM,’ to refer sy occurrence of this language.

Across the globe, SMS (Short Messaging Servicesigwincludes Instant Messaging
or texting, has increased in zealous popularitgeeslly among teens (Thurlow, 2002). For
example, Gromik (2009) surveyed 745 students aoddaut that 322 sent 1 to 5 messages
per day, 267 respondents sent 5 to 10 messagempeand the remaining 156 respondents
sent more than 10 messages per day. However, theatis conflict with Thornton and
Houser (2005), who reported that their students aanaverage of 200 text messages per
week. The researchers of the present study notlt@dmany of their students use Instant
Messaging language in their writings, and accolgitigought that this habit might endanger
their English.

The present research, thus, aims to investigatedtikdents’ use of Instant Messaging
language at both national and international programsome female schools in Jordan. Our
aim was to find their English language teachen#uate toward the use of Instant Messaging
language in students’ academic writing. Findingsthe present study may suggest some
pedagogical implications for both teachers andesttgl This study would help determine the
extent to which Instant Messaging is interferinghwacademic school writing, and how it
may be addressed. Teachers might help their stsidmake appropriate use of Instant
Messaging. The results of this study could als@ hetrease awareness of the potential

relationship between Instant Messaging and writjaglity.

2. Literature review

2.1. Negative impact of Instant Messaging on langge skills
Findings of some researchers showed that Instargsd@gng negatively affects English
language through the use of ungrammatical and iecbforms, and could ruin standardized
words which are essential in the English langudgm. example, Eller (2005) explored
whether Instant Messaging has a positive or negatifect on the written language. She
found that many Instant Messaging conversationpensonal and professional settings, use
Internet slang and short hand. The interviews dedethat many high school instructors have
seen Internet language in their students’ writtenkwEller observed that not all “texters” use
complete sentences when they “talk” on IM.

In another study, Cingel and Sundar (2012) conduatsurvey to test the association

between text message usage of sixth, seventh ghthejrade students and their scores on an



Teaching English with Technologh6(2), 116-142http://www.tewtjournal.org 119

offline, age-appropriate grammar assessment tesul® showed broad support for a general
negative relationship between the use of techspeédéxt messages and scores of grammar
assessment.

Similarly, De Jonge & Kemp (2012) investigated thuse of text-message
abbreviations téxtism3 in Australian adolescents and young adults, atdtions between
textismuse and literacy abilities. The uset@ktismswvas negatively correlated with scores for
reading, non-word reading, spelling and morpholagiawareness, but some of these

relationships were accounted for by participanssial text-messaging frequency.

2.2. Positive impact of Instant Messaging on langga skills

Many studies indicated that Instant Messaging luas#tipe impact on students’ language. For
instance, Plester, Wood & Bell (2008) investigatesl relationship between children’s texting
behaviour, their knowledge of text abbreviationsl aheir school attainment in written
language skills of 11-12-year old children. Thaligs showed positive correlations between
the spelling ability and performance on the tramsfaexercise, and group-based comparisons
based on the children’s writing scores also inédathat good writing attainment was
associated with greater use of textisms. Overdlg findings suggest that children’s
knowledge of textisms is not associated with podtten language outcomes for children in
this age range.

In another study, Mildren (2010) found a positiva@relation between students who
use text language in their school work and theilitgldo spell and write proper English,
indicating that higher text use can have “a sigatffit impact on their ability to spell and write
correctly” (Mildren, 2010, p.30).

Similarly, Coe and Oakhill (2011) conducted a sttwlgxplore whether or not there is
a relationship between children’s reading abilibgl dext-messaging behaviour. The aims of
this study were to compare good and poor readetseanamount of usage of mobile phones,
the frequency and type of text devices they used, tae speed at which they could read
messages in ‘text’ versus those written in formadglish. Ten- and eleven-year-olds
completed three assessments: a questionnaire, titimgvtasks and a reading task. The
results showed that, overall, poor readers spent muonutes per day using their phones.
Despite their less frequent use of phones, the geaders used more textisms in their written
text message and were faster at reading all theages.

By the same token, Durkin, Conti-Ramsderd Walker (2011) investigated the

relationships among textism use, language andadiyeskills of 17-year old adolescents.
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Participants completed standardized assessmentgoitive, language and literacy abilities,
had an interview about the frequency of their t@essaging, and were asked to send a text
message in reply to one sent by the experimentarefational analyses revealed significant
positive relationships among textism density, thember of types of textism used and
measures of literacy in adolescence.

In 2011, Drouin examined reported frequency of messaging, use of textese and
literacy skills (reading accuracy, spelling anddiag fluency) in a sample of American
college students. Participants reported using tegssaging, social networking sites and
textese, and their frequency of textese use vaa@dss contexts. Correlational analyses
revealed significant positive relationships betwdert messaging frequency and literacy
skills (spelling and reading fluency), with sigedint negative relationships between textese
usage in certain contexts (on social networkingssisuch as MySpace and Facebook and in
emails to professors) and literacy (reading acgyrac

In the same year, Wood, Jackson, Hart, Plester &é&\(2011) studied the impact of
text messaging on 9 to 10-year-old children’s &itgr skills. One hundred and fourteen
children who had never owned a mobile phone bef@e recruited and randomly allocated
to either the “intervention” or “control” conditien It was found that there were no significant
differences between the two groups of childrenemms of their literacy attainment during a
10-week period. However, within the mobile phoneugr, there was evidence that the use of
text abbreviations was positively related to gambteracy skills. The results showed that the
children’s use of textism when text messaging sitpely related to improvement in literacy
skills, especially spelling.

Using a mixed methods study that not only examthesconventions of digitalk, but
also explores the impetus behind teens’ languageehTurner, Abrams, Donovan and Katic
(2014) collected their data over the course of ywars and three rounds of data collection.
They investigated the digital language use of 8dlestents (Grades 7-12) from urban and
suburban, public and private schools in a largeropetitan area. The data revealed teens
engaged in purposeful writing that may differ fretandard written English, but, nonetheless,
show an awareness of audience, efficiency in conwation, expression of personal voice,
and inclusion in a community of practice.

Two recent studies investigated the relationshipvéen texting and writing ability,
and both found positive relationshipkanin-Starr (2014) addressed the relationship leztwe
texting and writing among college students and @eal students and professors’ perceptions

of the impact of texting on students’ writing skillBased on the results of 10 professor
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interviews, 10 student interviews, and 105 onlinevey responses, it was concluded that
there was no relationship between the frequencyerting and student performance on
written examinations. There were statistically #igant relationships between writing
performance and four types of text messaging. Wgitierformance was higher for those who
used formal words in text messaging and lowerlosé who used slang, symbols, and phone
apps.Similarly, in her PhD dissertation titled "The effef text messaging on formal writing
in English”, Tirotta (2015) found a statisticalligsificant effect of nonstandard punctuation
on test scores. The participants whose texts ieclusissing commas and/or superfluous
punctuation marks produced higher scores on the Resticipants with higher levels of
grammatical skill may have an enhanced abilitydode switch” between formal writing and

texting.

2.3. Attitudes toward Instant Messaging

Concerning attitudes toward the impact of Instamsbaging/texting on students’ language,
Crystal (2008) summarized some of the prophecieheflinguistic evils of text messaging
for which, he claims, there is no supporting evierSome of these prophecies were:

» Texting uses new and nonstandard orthography.
e Texting will inevitably erode children’s ability tepell, punctuate, and capitalize correctly
— an ability already thought to be poor.
« They will inevitably transfer these new habits ithe rest of their schoolwork.
(Crystal 2008: 151)

Some researchers were interested in exploring ste@ad teachers’ attitudes towards
Instant Messaging. Few studies revealed that Ihdiéessaging has negative impact on
students’ language learning. For instance, Sale@i3R conducted interviews with 211
participants. The findings indicated that usingsth&rong shortcuts, which are used in BBM
and WhatsApp, is fossilized and cannot be repahesligh remedial practice. The results of
the study also showed that using Instant Messaberg an adverse impact on English
language learning inside the classroom. Howevdingiuists find a way to standardize the
use of these shortcuts, it will be of great help fion-native speakers of English. This is
because certain languages, such as Arabic, dcanetthe same sound system of English.

However, some researchers found positive attitudesrd Instant Messaging. For
example, Tayebinik & Puteh (2012) examined undehgate students’ perspective on the use
of abbreviations or textism in Computer-Mediatedr@aunication (CMC) and the impact of

such practice on students’ competence. The anabfsihe semi-structured face-to-face
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interview indicated effective factors in the uset@ftism as well as its impact on university

students’ English language proficiendy. a recent study, while investigating professors’
perceptions of the impact of texting on studentstimg skills, Janin-Starr (2014) found that

most of the professors perceived texting as a VYatith of communication, although some felt

that texting had adversely affected students’ ngitability. The students felt that texting

could adversely affect someone’s writing abiliti€s. minimize the potential negative effects

of texting on students’ writing skills, the authecommended that school administrators
should continue policies related to bans on usiety phones during class times, and
implement a policy that all text messages betwéadesits and professors should use formal
language rather than slang, symbols, or phone &ppsersity professors are advised to make
their cell phone usage policies clear to studentshe course syllabi, and require formal

language in text message communication withougslaymbols, or phone apps.

As far as the literature review is concerned, tlagonity of the studies conducted on
Instant Messaging revealed its positive impact amgliage users’ literacy skills, although
some studies showed negative impact. It has alewrstthat Jordanian EFL learners are
underrepresented in Instant Messaging researchs, Tha present research aims to fill this

research gap.

3. Methodology

3.1. Aims of the study
These days, Instant Messaging language appearsost teenagers’ academic writing,
forgetting about the Standard English that theyukhase. Primarily, this study aims to
analyze the use of Instant Messaging (Cyber Slamgng female teenagers in Jordan. It also
aims to find out if there are any differences ie tise of Instant Messaging language in
national vs. international programs in private sthoFurthermore, the study investigates the
attitudes of EFL female teachers towards the udastnt Messaging language in Jordanian
EFL female students’ writing. More specifically,etlstudy aims to answer the following
research questions:

1. Does Instant Messaging language exist in JordaBRn female students’ writing?

What are the stylistic and linguistic propertiegho$ language?
2. Are there any differences in the use of Instant9dgsig language between students

due to the program they are joining (national mternational)?
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3. What is the teachers’ attitude toward the use efaimt Messaging language in their

students’ academic writing?

3.2. Data collection and analysis procedures

Two methods were used to answer the questionsedittidy. Students’ writing samples were
used to see if they use texting language, and rindtessaging language found in their
writing was analyzed. The second method was a éegclsurvey used to measure the

teachers’ attitude toward texting in their EFL stnt$’ writings.

3.2.1. Setting and participants

The present research was conducted in selectedt@rachools in the capital city of the
Hashemite Kingdom of Jordan. It is worth mentionihgt Jordan offers various educational
programs: the National Program (first grade to “latvor 12™ grade) and the International

Programs (IGCSE / GCE and SAT). Public schoolsoflthe National Program only while

private schools offer their students either to dallthe National Program or one of the
International Programs (IGCSE / GCE and SAT).

The subjects of this study were 320 female studseliscted randomly according to
their availability in four different schools in Aman. Their age range was between 13 and 17
years old. At the time of data collection, both e had been studying English for 7 to 11
years. The National Program students had beenisy@ the school subjects in Arabic,
their native language, while the International Paog students had been studying all the
school subjects in English, which is their secamjuage.

As far as the second aim of the study is conceraepliestionnaire was prepared and
distributed to 100 female EFL teachers in seleprdchte schools in Amman, some of which
were the 4 private schools from which the studewtsting samples were collected. The
purpose of the questionnaire was to find out tlaehers’ attitudes towards the use of Instant
Messaging language in their students’ writings (#gm@endix for the very tool). The
questionnaire was adapted from Mildren (2010) wibime modifications to suit the purpose
and context of the study. It was given to a juryjudges that consisted of three English
language expert teachers and supervisors to cteeklidity. Their comments and notes were
taken into consideration in rewriting the final firaf the questionnaire. Cronbach’s alpha

reliability coefficient was 0.83, which makes it acceptable measurement instrument.
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3.2.2. Students’ writing samples

The students were all asked to write personalriette their friends or family members. The
students’ writings consisted of 15,200 words fag tational Program students and 15,450
words for the International Program students. Thiging samples were collected from 4
private schools in Amman, Jordan. 160 students sieidying in a National Program and 160
students were studying in an International Progi&@.SE.

3.3. Data analysis

Taking into consideration that the main goal ostktudy was to explore and analyze the
existence of Instant Messaging language in JordaBieL females’ academic writing, the

researchers analyzed the data quantitatively. Thalysis included frequencies and

percentages of Instant Messaging language, which chassified according to its stylistic

properties, and its linguistic realization. The gtan of students’ writings were first collected,

analyzed to find out any instances of Instant Mgisgp language, and categorized.

Afterwards, we identified and contextually interge the linguistic items which seemed to
serve the need of this study. Then, these instanees classified according to their stylistic

properties and linguistic realization. The SPS3isdieal software was used to analyze and
find out if there are any significant differences the use of Instant Messaging language
among the students due to the program they aradtiofal vs. international). Since the

second aim of the study was to measure the teachititades towards the use of Instant
Messaging language in their EFL students’ writinthg questionnaire data were analyzed
guantitatively by showing frequencies, means amahd&ird Deviations.

4. Results
4.1. Types of Instant Messaging language according their stylistic properties
The data collected and presented in Table 1 rede¢lst seven stylistic categories were found

in students’ writings.

Table 1. Stylistic properties of IM language offbgroups.

Stylistic Properties Examples National International
Program Program

Freq. % Freq. %

1. Reductions and shortenings U, ur, ok 119 47.41% 114 42.70%
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2. Non-standard spelling Luv 44 17.53% 37 13.86%
3. Pictograms and logograms XOXO0 36 14.34% 34 12.73%
4. Acronyms and abbreviations OMG, LOL 12 4.78% 32 11.98%
composed of initials

5. Word Combination gonna 14 5.58% 30 11.24%
6. Emoticons D, ) 22 8.77% 17 6.37%
7. Single digits can replace words ‘2’ for ‘to’ 4 1.59% 3 1.12%
Total 251 100% 267 100%

Table 1 shows that one of the most significantifigd is that both groups (National
vs. International) used an almost equal numbeeatiures of Instant Messaging language, 251
and 267, respectively. Another significant conauasevident in Table 1 is that reductions and
shortenings (e.g. ‘v’ for ‘you’ and ‘r’ for ‘are’yanked first in both groups, 47.41% in the
National Program and 42.70% in the InternationabgPam, followed by non-standard
spelling (e.g. ‘luv’ and ‘ya’) with 17.53% in theatlonal Program and 13.86% in the
International Program. Another significant findirggthat the International Program students
recorded many more acronyms and abbreviations (btgv' and ‘idk’), and word
combination (e.g. ‘gonna’ and ‘wanna’) than the ibia&l Program students. However, the
table shows that the “Single digits can replacedsdbicategory was the least used stylistic
category with the percentage of 1.59% in the Naliétrogram and 1.12% in the International

Program.

Reductions and shortenings

Table 2 shows reductions and shortenings, whicle Wex most frequently used IM category.
As evidenced in Table 2, both groups (National bBrtdrnational) recorded an almost equal
number of IM instances in their writing task, 11®dal14, respectively. However, there are
some differences in the use of individual IM langeaFor example, the National Program
students registered more instances of ‘U’ (66) thiam International Program students,
accounting for 55.46%. However, it is noticed that and ‘ok’ were used more often by the
International Program students. Another significéintling is that the National Program

students did not use some IM language items, sactb-glay” instead of “birthday”, while

such IM language items were used by the InternatiBrogram students.
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Table 2. Reductions and shortenings according tca@nal system (National vs. International Prash

Words in full Instance National International
Frequency Percentage Frequency Percentage

You U 66 55.46 44 38.60
Your ur 10 8.42 13 11.40
Okay ok 5 4.20 9 7.90
Are r 6 5.04 5 4.39
Please Plz 3 2.52 5 4.39
Thanks Thnx 3 2.52 2 1.75
Sister Sis 2 1.68 3 2.63
People Ppl 1 0.84 0 0.00
Listen Lsn 1 0.84 2 1.75
Brother Bro 1 0.84 3 2.63
University Uni 1 0.84 0 0.00
Birthday b-day 0 0.00 3 2.63
Something Sth 6 5.04 4 3.51
Good Gd 5 4.20 0 0.00
Because cuz/cause 8 6.72 9 7.90
Doing doin’ 1 0.84 3 2.63
Going goin’ 0 0.00 2 1.75
Joking jokin’ 0 0.00 4 3.51
Honey Hun 0 0.00 2 1.75
Favourite fav. 0 0.00 1 0.88
Total 119 100% 114 100%

Non-standard spelling

Table 3 shows the non-standard spelling used msteetheir writing tasks. As seen in Table

3, both groups (National and International) recdrde unequal number of IM instances in

their writing tasks, 16 and 37, respectively. Fearaple, the International Program students
recorded more instances of ‘hey’ (30) than the dfeti Program students, accounting for
81.08%. However, it is noticed that ‘luv’ was udgdthe National Program students, 12.50%;
whereas it was not used at all by the Internatidralgram students. Another significant

finding is that the National Program students did mse some IM language items, such as
“yeah” instead of “yes”, while such IM languagenite were used by the International

Program students with the percentage of 5.41%.
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Table 3. Non-standard spelling according to edooatisystem (National vs. International Programs).

Words in full Instance National International
Freq. % Freq. %
Love Luv 2 12.50% 0 0.00%
Yes yeah 0 0.00% 2 5.41%
You Ya 4 25.0% 5 13.51%
Hi/ hello Hey 10 62.50% 30 81.08%
Total 16 100% 37 100%

Pictograms and logograms

Table 4 shows the pictograms and logograms useedmng in their writing tasks. As shown in
Table 4, both groups (National and Internationajorded an almost equal number of IM
instances in their writing tasks, 36 and 34, reSpely. For example, the International

Program students recorded more instances of “<38) {2an the National Program students,
who recorded (26) instances. However, it is notiteat “xoxo” was used by the National

Program students (27.78%) more than the Internat®rogram students (20.59%).

Table 4. Pictograms and logograms according toathmal system (National vs. International Programs

Words in full Instance National International
Freq. % Freq. %
A heart <3 26 72.22% 27 79.41%
Hugs & kisses Xoxo 10 27.78% 7 20.59%
Total 36 100% 34 100%

Acronyms and abbreviations composed of initials
Table 5 below shows the acronyms and abbreviattmmsposed of initials used by both
National and International Program students inrtiveiting tasks. As noticed in Table 5, both
groups (National and International) recorded anquak number of IM instances in their
writing tasks, 12 and 32, respectively. For examitie International Program students used
instances of “OMG” with the percentage of 40.63%K™ and “ttyl” with the percentage of
3.12% for each; whereas these instances were adtaisll by the National Program students
in their writing tasks.

On the other hand, the instances “asap”, “ik” aftd"“were used by the National
Program students with the percentage of 8.33% ewmlaite it is noticed that these instances

were not used by the International Program stuckrad.
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Another significant finding is that the Nationalogram students used the instance
“btw” instead of “by the way” with the percentagé 5%, which is the highest percentage
among other instances, while it is shown in thelteghat the instance “btw” prevailed with a

percentage of only 21.88% in the International Paogstudents’ writings.

Table 5. Acronyms and abbreviations composed Gélsiaccording to educational system (National vs.

International Programs).

Words in full Instance National International
Freq. % Freq. %
By the way Btw 6 50.00% 7 21.88%
| don’t know Idk 2 16.68% 4 12.50%
Laugh out loud LOL 1 8.33% 6 18.75%
As soon as possible Asap 1 8.33% 0 0.00%
| know Ik 1 8.33% 0 0.00%
Just kidding JK 0 0.00% 1 3.12%
Talk to you later Ttyl 0 0.00% 1 3.12%
Take care Tc 1 8.33% 0 0.00%
Oh my God OMG 0 0.00% 13 40.63%
Total 12 100% 32 100%
Emoticons

The data revealed a total of 39 instances of smil€lie National Program students registered
22, while the International IGCSE students regextet7 instances.

Single digits can replace words

In their writing tasks, it is noticed that teenplezed words with a single digit such as “2”
instead of “to”. The data showed that the NatiodRedgram students used the instance “2”
four times, whereas the same instance, “2”, wasl @3sémes by the International Program

students.

Word combination

One of the most significant findings evidenced iable 6 is that the students in the
International Program used word combination moranthhe students in the National
Program, 30 and 14, respectively. Another significeature visible in Table 6 is that the
instance “gonna” ranked first in both groups, 50000 the National Program and 46.66% in

the International Program, followed by the instafieanna” with 42.86% in the National
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Program and 33.33% in the International Programs Ihoticed that the forms “wassup”,
“gotta” and “dunno” were used with the percentagé7&o for each of them by the
International Program students; however, they werteused at all by the National Program

students.

Table 6. Word combination according to educati@yatem (National vs. International Programs).

Words in full Instance National International
Freg. % Freg. %

Going to gonna 7 50.00% 14 46.66%
Want to wanna 6 42.86% 10 33.33%
Kind of kinda 1 7.14% 0 0.00%
What's up wassup 0 0.00% 2 6.67%
Got to gotta 0 0.00% 2 6.67%
Don’t know dunno 0 0.00% 2 6.67%
Total 14 100% 30 100%

4.2. Types of Instant Messaging language accordirig their linguistic realization (parts

of speech).

Some researchers categorized IM language accotdlitigeir linguistic realization or part of
speech. Such language can be categorized into,weshss, adjectives, etc. Table 7 shows

the major linguistic realizations of the IM langeafgpund in the data.

Table 7. Major categories of the linguistic rediiza of Instant Messaging language.

Words in full Examples National International
Freq. % Freq. %

Nouns ‘luv’ for ‘love’ 7 3.14% 9 3.37%
Verbs ‘gonna’ for ‘going to’ 23 10.31% 50 18.73%
Adjectives ‘gd’ for ‘good’ 10 4.48% 12 4.49%
Adverbs ‘btw’ for ‘by the way’ 7 3.14% 7 2.62%
Pronouns ‘u’ for ‘you’ 86 38.57% 66 24.72%
Interjections ‘OMG’ for ‘Oh My God’ 16 7.18% 52 19.48%
Conjunctions ‘cuz’ for ‘because’ 8 3.59% 9 3.37%
Prepositions ‘2’ for ‘to’ 4 1.79% 3 1.12%
Others ‘Ik’ for ‘I know’ 62 27.80% 59 22.10%

‘JK’ for Just Kidding’
‘xoxo’ for ‘hugs and kisses’
Total 223 100% 267 100%
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Table 7 shows that the most used linguistic categavere pronouns, verbs and interjections,
with the percentages of 38.57%, 10.31% and 7.18%héyNational Program students and
24.72%, 18.73% and 19.48% by the International Rragstudents, respectively. Another
significant observation was that a total of 121 |iviguage instances could not be classified
into any of the linguistic categories, which weilassified under others. The least used
linguistic category was prepositions with the patages 1.79% in the National Program and
1.12% in the International Program writing taskswhs also noticed that the National
Program students used IM language to write pronomase than the students of the

International Program with the percentages 38.5&024.72%, respectively.

Nouns

Table 8 shows nouns which were used by the paatitgoof this study. As noticed in Table 8,
both groups of students (National and Internatipmetorded an almost equal number of
nouns in their writing tasks, 7 and 9, respectivelgwever, there are some differences in the
use of the nouns. For example, the Internationafym students registered more instances
of ‘sis’ 33.33% than the National Program studeats;ounting for 28.56%. However, it is
noticed that “luv”, “ppl” and “uni” were used mol®y the National Program students than the
International Program students, who did not usedhastances at all. Another significant
finding is that the International Program studented the instance “b-day” instead of
“birthday” with the percentage 33.33%, while suctioem was not used by the National

Program students at all.

Table 8. Nouns according to educational systemi@Nal vs. International Programs).

Words in full Instance National International
Freq. % Freq. %
Love Luv 2 28.56% 0 0.00%
Sister Sis 2 28.56% 3 33.33%
People Ppl 1 14.29% 0 0.00%
Brother Bro 1 14.29% 3 33.33%
University Uni 1 14.29% 0 0.00%
Birthday b-day 0 0.00% 3 33.33%
Total 7 9.99% 9 99.9%
Verbs

One of the most significant findings in Table 9tiat the students in the International
Program used the IM Verbs more than the studenthe@nNational Program, 50 and 23,
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respectively. Another significant observation iattthe instance “gonna” ranked first in both
groups, 30.42% in the National Program and 28.00%e International Program, followed
by the instance “wanna” with 26.09% in the NatiorRdogram and 20.00% in the
International Program. It is noticed that the ins&“tc” was used with the percentage 4.35%
by the National Program students; however, it was used at all by the International

Program students.

Table 9. Verbs according to educational systemi¢Nat vs. International Programs).

Words in full Instance National International
Freq. % Freq. %
Going to Gonna 7 30.42% 14 28.00%
Want to Wanna 6 26.09% 10 20.00%
Are R 6 26.09% 5 10.00%
Doing doin’ 1 4.35% 3 6.00%
Listen Lsn 1 4.35% 2 4.00%
Got to Gotta 0 0.00% 2 4.00%
Don't know Dunno 0 0.00% 2 4.00%
Going goin’ 0 0.00% 2 4.00%
Joking jokin’ 0 0.00% 4 8.00%
Take care Tc 1 4.35% 0 0.00%
Laugh out loud LOL 1 4.35% 6 12.00%
Total 23 100% 50 100%
Adjectives

One of the most significant findings in Table 10th&t the students in the International
Program almost used the same number of instancexljettives as the students in the
National Program, 12 and 10, in that order. Anosignificant observation is that the form
“ok” ranked first in the International Program, 06%, whereas “gd” and “ok” were used
with the same percentage in the National Progr&®®% for each of them. It is also noticed
that the instance “gd”, which was used with thecpretage 50.00% by the National Program
students, was not used at all by the Internatidtralgram students. Finally, as Table 10
shows, the instances “hun.” and “fav.” were usedHhgyInternational Program students with
the percentages 16.67% and 8.33%, respectively,eveny they were not used by the

National Program students at all.
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Table 10. Adjectives according to educational systiational vs. International Programs).

Words in full Instance National International
Freq. % Freq. %
Good Gd 5 50.00% 0 0.00%
Honey Hun 0 0.00% 2 16.67%
Favourite fav. 0 0.00% 1 8.33%
Okay Ok 5 50.00% 9 75.00%
Total 10 100% 12 100%
Adverbs

As shown in Table 11, the International Prograndetiis used the instance “btw”, 7 times,
but they did not use the instance “asap” at all. ta other hand, the National Program
students used both instances “btw” and “asap” i percentages 85.71% and 14.29%,

respectively.

Table 11. Adverbs according to educational systdational vs. International Programs).

Words in full Instance National International
Freq. % Freq. %
By the way Btw 6 85.71% 7 100.00%
As soon as possible asap 1 14.29% 0 0.00%
Total 7 100% 7 100%
Pronouns

One of the most significant findings evidenced able 12 is that the students in the National
Program used pronouns more than the students iintemational Program, 86 and 66, in
that order. Another significant observation is thhé instance “u” ranked first in the
International Program and the National Program6®%. and 76.74%, respectively, whereas
the instance “sth” ranked the last in the Inteovai Program with the percentage 6.06% and

“ya” ranked the last in the National Program witle percentage 4.65%.

Table 12. Pronouns according to educational sygiational vs. International Programs).

Words in full Instance National International

Freq. % Freq. %
You U 66 76.74% 44 66.66%
Your Ur 10 11.63% 13 19.70%
Something Sth 6 6.98% 4 6.06%
You Ya 4 4.65% 5 7.58%

Total 86 100% 66 100%
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Interjections

Table 13 shows that the students in the Internati®nogram used the linguistic category
“Interjections” more than the students in the NwaloProgram, 52 and 16, respectively.
Another significant feature in Table 13 is that thstance “hey” ranked first in both groups,
57.69% in the International Program and 62.50%hi& National Program. Furthermore,
Table 13 shows that the instances “OMG” and “yembife used with the percentages 25.00%
and 3.85%, respectively, by the teens in the latigsnal Program, whereas these instances
were not used at all by the teens in the NatiomagiRam. Finally, it is worth noting that the
very commonly used instance “thnx”, which was usedtead of “thanks”, got the
percentages 3.85% in the International Program edseit got the percentage 18.75% in the
National Program. We should admit that no explamatian be offered regarding this point.

Table 13. Interjections according to educationatey (National vs. International Programs).

Words in full Instance National International
Freq. % Freq. %
Oh my God OMG 0 0.00% 13 25.00%
Yes Yeah 0 0.00% 2 3.85%
Please Plz 3 18.75% 5 9.61%
Hi/ hello Hey 10 62.50% 30 57.69%
Thanks Thnx 3 18.75% 2 3.85%
Total 16 100% 52 100%
Conjunctions

The data showed that the National Program studeses the instance “cuz/cause” eight

times, whereas the same instance was used ning liyntde International Program students.

Prepositions

Another linguistic category used by the particigantthis study are prepositions, which were
represented by numbers, such as “2” instead of. “&8 mentioned previously, the data
showed that the National Program students usedngtance “2” four times, whereas the
same instance, “2”, was used three times by tlegriational Program students.

Other Instant Messaging expressions
Finally, Table 14 shows some instances that wexgsdled as “Other IM Expressions”, such
as “xoxo” instead of “Hugs and Kisses” and “Idk’stead of “I don’t know”. One of the most
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significant findings visible in Table 14 is thattinstance “<3”, which was used instead of “a
heart”, ranked the first in both groups, 41.94%ha National Program and 45.76% in the
International Program. Added to that, the use obtuns got the second rank with 35.48%
in the National Program and 28.81% in the Inteorati Program. Another significant feature
in Table 14 is that the instances “kinda” and “ikére only used by the students in the
National Program with the percentages 1.61% forheafcthem; however, the instances

“wassup”, “JK” and “ttyl” were only used by the sients in the International Program.

Table 14. Other Instant Messaging expressions dewpto educational system (National vs. Interradio

Programs).
Words in full Instance National International
Freq. % Freq. %

A heart <3 26 41.94% 27 45.76%
Emoticons Smiley 22 35.48% 17 28.81%
Hugs & kisses Xoxo 10 16.13% 7 11.86%
| don’t know Idk 2 3.23% 4 6.78%
Kind of Kinda 1 1.61% 0 0.00%
What's up Wassup 0 0.00% 2 3.39%
| know Ik 1 1.61% 0 0.00%
Just kidding JK 0 0.00% 1 1.70%
Talk to you later Ttyl 0 0.00% 1 1.70%
Total 62 100% 59 100%

4.3. Results related to the teachers’ attitudes taavd Instant Messaging language

4.3.1. Teachers’ attitudes

Table 15. Question 1. What are your thoughts raéggrithe possible use of text messages by the semador

teachers?
Questionnaire item Strongly Disagree Agree Strongly Mean SD Rank
Disagree Agree
1. It would be helpful to get F 0 5 35 60 3.33 .59 1
emergency messages from the
school (i.e. closures or cancellationo, 0 5% 35% 60%
of sports)
2. It would be helpful to send F 11 44 36 9 2.43 .81 3
assignments or input relating to % 11% 44% 36% 9%
course work to students.
3. | want to have cell phone F 4 42 35 19 2.69 .83 2

numbers for my students. % 4% 42% 35% 19%
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4. | would be open to utilizing text F 15 57 28 0 2.13 .65 4

messaging during class time to

incorporate technology into the % 15% S7% 28% 0%

lessons and teach language

surrounding its use.

5. | think it is appropriate. F 0 19 61 20 1.99 .63 5
% 0% 19% 61% 20%

The results above reveal that a combined totabéb @f the participants agree that it would
be helpful to get emergency messages from the &chwloile only 5% expressed
disagreement. This statement gained a mean o8tB& standard deviation of 0.59.

When prompted with the statement “It would be hdipd send assignments or input
relating to course work to students”, 36% agreed @my 9% strongly agreed, while 44%
disagreed and only 11% strongly disagreed. Thiscates that more than half of the
participants feel that sending assignments viarteedsages is not helpful.

As a response to the statement “I want to haveptelhe numbers for my students”,
19% strongly agreed, 35% agreed, while 42% disagaed only 4% strongly disagreed. This
statement recorded a mean of 2.69 with a standewthttbn of 0.83. Therefore, it can be
inferred that having cell phone numbers for thedenis fails to match approval of the
majority of the teachers, but obtains the appro¥alome.

With regard to whether teachers would be open iinog text messaging during
class time to incorporate technology into the lassehe majority of the participants (72%)
disagreed with the statement. On the other hanth 8Bthe participants agreed with this
statement, while none of the participants strormgyeed. The mean gained by this statement
is 2.13 with a standard deviation of 0.65. Finadlg,a response to the statement “| think it is
appropriate”, a combined total of 81% of the pgraats agreed with using text messaging,

whereas only 19% expressed disagreement.

Table 16. Question 2. What are your thoughts atheutise of text messaging by teens?

Questionnaire item Strongly Disagree  Agree  Strongly Mean  SD Rank
Disagree Agree
1. | think it is fine; there F 3 38 44 15 2.70 .76 2
is nothing wrong with it. % 3% 38% 44% 15%
2. | think that it is F 0 21 49 30 3.09 71 1
overused. % 0% 21% 49% 30%
3. I think the abbreviated F 16 54 25 5 2.19 76 5

language that teens use
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in text messaging % 16% 54% 25% 5%
significantly affects their

ability to spell and write

proper English.

4. | think that it affects F 9 29 49 13 2.66 .82 3
teens’ abilityto % 9% 29% 49% 13%

communicate and write.

5. 1 think it is a waste of F 23 46 31 0 2.08 73 6
time. % 23% 46% 31% 0%

6. | think teens should use F 4 39 44 13 2.34 .76 4

text messaging. % 4% 39% 44% 13%

As can be seen Table 16 which shows the teachersghts about the use of text messaging
by teens, 15% of the respondents strongly agreddtd®o agreed with using text messaging
by teens. Meanwhile, only 3% strongly disagreed 886l disagreed with the statement
regarding the use of text messaging by teens. Staitement scored a mean of 2.70 with a
standard deviation of 0.76.

With regard to the statement “lI think that it iseowsed”, the majority of the
participants supported the statement that text agasg is overused by teens. 30% of the
participants strongly agreed, and 49% agreed, winly 21% disagreed and none of the
participants strongly disagreed. This statementinbd a mean of 3.09 with a standard
deviation of 0.71.

In terms of the abbreviated language, a combinéal tf 30% of the participants
agreed that the abbreviated language that teengnusxt messaging significantly affects
their ability to spell and write proper English, evbas a combined total of 70% of the
participants disagreed, implying that IM does negatively affect the students’ spelling and
proper English writing. This statement recorded eamof 2.19 with a standard deviation of
0.76.

Moreover, 49% agreed and 13% strongly agreed #hdtrmessaging affects teens’
ability to communicate and write, while the pereag# of the participants who disagreed with
this statement is 29% compared to 9% who stronglygieed, making a total of 38%.

When prompted with the statement “I think it is aste of time”, only 31% agreed
and 0% strongly agreed, while 46% disagreed and &88agly disagreed. This indicates that
more than half of the participants feel that textssaging is not a waste of time.

Finally, 39% of the participants disagreed and 4%ngly disagreed that teens should
use text messaging; however, a combined total @& 6#7the participants supported the use of

text messaging by teens.
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Table 17. Question 3. What do you do when you ss&aht Messaging language in your students’ insabas

assignment writing?

Questionnaire item Strongly Disagree Agree Strongly Mean SD Rank

Disagree Agree

1. 1 allow my students to use the F 8 54 35 3 233 67 1

Instant Messaging language in

their writing tasks. % 8% 54% 35% 3%

1. When | find Instant Messaging F 8 56 31 5 2.33 .70 1

language in my students’ writing, |

mark them correct. % 8% 56% 31% 5%

2. When I find Instant Messaging F 4 40 49 7 2.59 .68 2

language in my students’ writing, |
warn them against using them a
second time. % 4% 40% 49% 7%

The results in Table 17 reveal that a combined tité2% of the participants disagreed with
the statement “I allow my students to use the hisMessaging language in their writing
tasks”, while only 3% of the participants stronglgreed and 35% agreed. This statement
obtained a mean of 2.33 with a standard deviatidhGy .

Also, 8% of the participants strongly disagreed 8686 disagreed with the statement
“When | find Instant Messaging language in my stidewriting, | mark them correct”;
however, the percentage of the participants wheexhwith this statement is 5% strongly
agree and 31% agree, making a total of 36%. Thiesient obtained a mean of 2.33 with a
standard deviation of 0.70.

As a final point, the item “When | find Instant Meging language in my students’
writing, |1 warn them against using them a secontktigot the highest mean (2.59) with a
standard deviation of 0.68. In fact, a combinedltof 44% of the participants disagreed and

56% agreed to warn the students when they finduhidtlessaging language in their writing.

Question 4:How often do you see “text language” in studentschool work or tests?

With regard to this question, the majority of thartcipants (49) occasionally see Instant
Messaging, 25 participants regularly see it, 1Gi@pants rarely see Instant Messaging and
10 participants don’t know how often they see ithair students’ work. This item got a mean
of 2.47 with a standard deviation of 0.88.
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Tables 18 and 19. Answers to Question 4.

ltem | don’t know Rarely Occasionally Regularly

How often do you see “text language” in 10 16 49 25
students’ school work or tests?

Item Mean SD

How often have you seen “text language” show ugtinlents’ school work or on tests2.47 .88
in class?

Tables 19 and 20. Question 5: To what degree ddhjold students are able to identify the differencel make

the “switch” between language for text messaginfp(imal) and what is necessary for work in schéminfal)?

Item Rarely Occasionally Usually Always

To what degree do you think students are 10 16 49 25
able to identify the difference and make the

“switch” between language for text

messaging (informal) and what is necessary

for work in school (formal)?

With respect to the statement “To what degree dotiink students are able to identify the
difference and make the “switch” between languagedext messaging (informal) and what is
necessary for work in school (formal)”, 49% thougt students are usually able to do so,
25 participants believed they are always able tesaowhile 16 and 10 participants claimed
that students are occasionally and rarely ableotsaj respectively. This item got a mean of
2.65 with a standard deviation of 0.97.

Item Mean SD

To what degree do you think students are abledntify the difference and make the 2.65 .97
“switch” between language for text messaging (infal) and what is necessary for
work in school (formal)?

5. Discussion
Instant Messaging language has become the norrmémy students. The findings of this
study show that it occasionally exists in Jordarkt&ih female students’ writings, both in the
International Program (IGCSE) and the National Pang (Ministry of Education
Curriculum), with the majority of instances used thpse enrolled in the International
Program. This is consistent with the findings oieE$ (2005) study, in which she indicated
that many high school instructors have seen Indtéedsaging language in their students’
written work.

The study also demonstrates that the most usedidiing categories were pronouns,
verbs and interjections. Furthermore, it revealet seven stylistic categories were found in

students’ writings. In both groups, reductions ahdrtenings ranked first, followed by “Non-
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standard spelling” while the “Single digits can lesje words” category was the least used
stylistic category in the two programs. Similarffgatures including abbreviations and
shorthand as well as frequent negligence of thengratical rules and punctuation were
among the many aspects that several researchexaledvin their studies (e.g., Eller, 2005;
Plester et al., 2008; Wood, Jackson, Hart, Pl&stafilde, 2011; De Jonge & Kemp, 2012).

The results of the study also indicate that botbugs (National and International
Program students), due to the program they arengirsometimes employed an unequal
number of IM instances in their writing tasks, vehih other cases some IM language items
were used almost equally. This indicates that tlognam does not have a significant impact
of the use of Instant Messaging language.

Regarding the teachers’ attitudes toward the ustnsibint Messaging language in
their students’ academic writing, the collectedadahowed, similarly to Salem’s (2013)
study, that the majority of teachers support treeafgext messaging by students only outside
the classroom, indicating that they do not allowirtlstudents to use the Instant Messaging
language in their English writing tasks. In theisponse to “I think the abbreviated language
that teens use in text messaging significantlycé$feheir ability to spell and write proper
English” the majority of the teachers (70%) disagkemplying that Instant Messaging has a
positive impact on the students’ spelling and propéting. This result lends support to
previous research which found positive impact enlants’ language skills, and their positive
attitude toward using IM in academic writing (DurkiConti-Ramsdeand Walker, 2011,
Wood, Jackson, Hart, Plester, & Wilde, 2011; Tap&015).

On the other hand, the majority of the sample wewe in favor of using Instant
Messaging in their students’ academic writing, #rel thought that using Instant Messaging
has an adverse impact on English language leamsigde the classroom (Salem, 2013). This
opposition of the use of textese in the classroenmalso supported by evidence that IM
language affects teens’ ability to communicate wamide (Eller, 2005; De Jonge & Kemp,
2012).

This study, just like some previous research (Mitdr2010; Turner et al., 2014),
found a positive correlation between students’igbtb use text language in their school
work, and make the “switch” between language fat teessaging (informal), and what is
necessary for work at school (formal). This implikat students can easily switch from the
informal to the formal. With such empirical evidendhe mainstream of researchers (e.g.
Wood, Jackson, Hart, Plester, & Wilde, 2011; Cod &@uakhill, 2011; Janin-Starr, 2014)
emphasized the lack of threat imposed by the udextism on students’ English language
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proficiency. The present study concludes that Hhist®lessaging in general and the
abbreviated language that teens use in text megsagparticular do not pose a threat to their
ability to spell and write proper English.

6. Conclusion

The results of this study could help increase tivaraness of the potential relationship
between Instant Messaging and writing, as well eferchine the extent to which Instant
Messaging interferes with academic school writiSgme unanswered questions have been
exposed in this endeavor, such as the English &ygyteachers’ attitudes toward the use of
the Instant Messaging language in the academiagrmaf their students.

However, the question arises what tools might hebrhers to effectively prevent
students from using Instant Messaging languagepiogpiately. Classroom awareness and
instruction would help students effectively contrmi enhance the influence of Instant
Messaging on their academic writing through thecifit utilization of mini lessons as well
as evaluation and execution of various steps ofwh#ng processes to improve students’
written work. This remedial work would target th@sh common mistakes made by students
who text regularly and help them improve their wgt quickly and efficiently. It would be
beneficial for all students to know the impact otgntial influence of Instant Messaging on
their writing skills, and teachers should discugs phenomenon to help all students be aware
of it.
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Appendix. Teachers’ Questionnaire

142

Question 1. What are your thoughts regarding the pssible use of text messages by the school and/or

teachers? Tick the most appropriate box.

Statement

Strongly
Disagree

Disagree

Agree

Strongly
Agree

1. It would be helpful to get emergency messages fhe
school (i.e. closures or cancellation of sports)

2. It would be helpful to send assignments or inpldting
to course work to students.

3. I want to have cell phone numbers for my stuslent

4. | would be open to utilizing text messaging dgrclass
time to incorporate technology into the lessonstaadh
language surrounding its use.

5. 1 do not think it is appropriate at all.

Question 2. What are your thoughts about the use déxt messaging by teens? Tick the most appropriate

box.

Statement

Strongly
Disagree

Disagree

Agree

Strongly
Agree

1. I think it is fine; there is nothing wrong witth

2. | think that it is overused.

3. I think the abbreviated language that teensrugext
messaging significantly affects their ability teeiand
write proper English.

4. | think that it affects teens’ ability to commcate and
write.

5. I think it is a waste of time.

6. | do not think teens should use text messaging.

Question 3. What do you do when you see Instant M&sging language in your students’ in-class or

assignment writing?

Statement

Strongly
Disagree

Disagree

Agree

Strongly
Agree

1. | allow my students to use the Instant Messaging
language in their writing tasks.

2. When | find Instant Messaging language in my
students’ writing, | mark them correct.

3. When | find Instant Messaging language in my
students’ writing, | warn them against using them a
second time.

4- How often do you see “text language” in studenitschool work or tests? (Tick one)

1 = Regularly 2 = Occasionally

3 = Rarely4 = | don't know

5- To what degree do you think students are able tidentify the difference and make the “switch” between
language for text messaging (informal) and what inecessary for work in school (formal)? (Tick one)

1 = Always 2 = Usually 3 = Occasionally

4 = Rarely
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