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ABSTRACT

A CASE STUDY ON MOBILE-BLENDED COLLABORATIVE LEARNING
IN AN ENGLISH AS A FOREIGN LANGUAGE (EFL) CONTEXT

Avci, Hiilya
Master’s Thesis, Master’s Program in Educational Technology
Supervisor: Assoc. Prof. Dr. Tufan ADIGUZEL

January 2016, 121 pages

The ubiquitous use of mobile devices for informal learning has aroused attention in
foreign language learning context recently. As learning a foreign language poses a
number of challenges for the students, it has become indispensable to search for
‘optimal’ conditions to enhance opportunities of engaging in the target language.
Within this context, the Mobile-Blended Collaborative Learning model has been
integrated in and out of the classroom learning in order to enable language learners to
practice English by means of collaborative, authentic language activities based on
project-based learning approach. The purpose of this study was to explore the effects
of using mobile instant messaging application, WhatsApp, on language proficiency
of 85 EFL students during a seven-week Project Work. The participants were
enrolled in upper-intermediate prep classes at a School of Foreign Languages of a
Turkish private university. Data were collected through semi-structured interviews,
self- and peer evaluation of group work, a rubric for assessing project work and log
files of WhatsApp conversations. Results revealed that the participants were able to
improve their language and communication skills, expanded their vocabulary
knowledge, and recognized the English colloquial language. It was concluded that
practicing English in an authentic setting facilitated the students’ language learning
and instant messaging in an informal platform for educational purposes had positive
effects on their performance and the quality of work.

Keywords: Mobile-Blended Collaborative Learning, Project-Based Learning, Instant

Feedback, Foreign Language Learning and Informal Learning
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YABANCI DIiL OLARAK INGILiZCE BAGLAMINDA

MOBIL-HARMANLANMIS {SBIRLIGINE DAYALI OGRENME UZERINE
BiR DURUM CALISMASI

Avci, Hiilya
Yiksek Lisans Tezi, Egitim Teknolojileri Yiiksek Lisans Programi
Tez Yoneticisi: Dog. Dr. Tufan ADIGUZEL

Ocak 2016, 121 sayfa

Sinif diginda 6grenme amaciyla mobil araglarin yaygin olarak kullanilmasi yabanci
dil 6grenme baglaminda son zamanlarda biiyiik ilgi uyandirmistir. Ogrenciler bir
yabanci dili 6grenirken birtakim giigliiklerle karsilastiklari i¢in 6grencilerin hedef dili
kullanmalarin1 saglayacak firsatlar1 gelistirecek uygun kosullari aramak kaginilmaz
hale gelmistir. Bu baglamda, Ingilizceyi yabanci dil olarak dgrenen ogrencilerin
proje tabanli Ogrenmeyi temel alan isbirligine dayali 6zgiin dil 6grenme
etkinlikleriyle hedef dili kullanmalarini saglamasi i¢in Mobil-Harmanlanmig
Isbirligine Dayali Ogrenme modeli hem sinif ici hem siif dist 6grenme ile
birlestirilmistir. Bu ¢alismada, mobil anlik mesajlasma uygulamast WhatsApp’in
Ingilizceyi yabanci dil olarak o6grenen ogrencilerin dil yeterliliklerinin gelisimi
tizerindeki etkileri aragtirmak hedeflenmistir. Yedi hafta siiren bu proje ¢alismasina
Tiirkiye’deki bir Yabanci Diller Yiiksek Okulu Hazirlik simiflarinin orta iizeri
diizeylerde okuyan 85 6grenci katilmigtir. Nicel ve nitel yontemler uygulanarak yari-
yapilandirilmig goriismeler, akran degerlendirmeleri, proje degerlendirme rubrigi ve
WhatsApp gilinliik dosyalart veri toplama kaynaklar1 olarak kullanilmistir.
Calismanin sonuglari, dgrencilerin dil ve iletisim becerileri gelistirebildiklerini,
ozellikle kelime bilgisi dagarciklarmin gelistigini ve Ingilizce konusma dilinin
farkina vardiklarmi ortaya koymustur. Sonug¢ olarak, sinif dis1 ortamda Ingilizce
calisma yapmak dil 6grenmelerini kolaylastirdi ve anlik mesajlasma sisteminin
egitim amacli kullanilmasi ¢alisma performanslarina olumlu katkida bulunmustur.

Anahtar Kelimeler: Mobil-Harmanlanmis Isbirligine Dayali Ogrenme, Proje Tabanli
Ogrenme, Anlik Geri Bildirim, Yabanci Dil Ogrenme ve Smif Disinda Ogrenme
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Chapter 1

Introduction
1.1 Overview

The increasing popularity of mobile technology devices such as mobile phones,
Personal Digital Assistants (PDASs), iPods, laptop or ultra-notebook computers
influences teaching and learning by providing students with more flexible
environments where they can learn anywhere and any-time. The functionality of
these mobile devices has expanded tremendously from solely being a device to dial
numbers. They also have such opportunities as instant messaging, photo and video
sharing, podcasting, browsing and blogging which have been integrated into
students’ daily life in recent years. Furthermore, these mobile devices can promote
communication, collaboration, learning and sharing among individuals in both

formal and informal settings.

A key issue, here, is that young people search for new ways of developing their
knowledge and experience of mobile technologies in out-of-school settings, which is
obviously distinct from how they utilize those technologies at school (Sefton-Green,
Nixon, & Erstad, 2009). Furthermore, the use of mobile technologies have been
influencing both modern communication ways and a foreign language learning since
situations which are rooted in daily real-life vigorously affect language itself (Ogata
& Yano, 2005). Through technological devices, innovation and authenticity can
contribute to language learning materials. As a result, the opportunity for numerous
forms of input and interaction increases. Jarvis (2006) stated that there has been a
great increase in the number of English language learners (ELLS), which is notably
due to the growth of the internet, and the boost in online social interaction and
sources of information. This universal change based on the network of online sources
has brought in novel learning environments supporting collaborative learning, which
is crucial for the modern foreign language education (Chapelle, 2009). The question
is how to blend formal and informal learning to facilitate effective and collaborative

learning among EFL learners via mobile technology.

Mobile technology-enhanced learning activities employed by students in both

in formal settings are different from those in informal settings. In school based on
1



formal learning, technologies are used in a systematic, planned, administered and
usually specific way to execute curricular work in public spheres. On the other hand,
in informal environments, technologies are socially and collaboratively used by
young people in unorganized and non-administered ways to undertake individual
interests in private spheres (Lai, K. W., Khaddage, F., & Knezek, G., 2013). Mobile
technologies empower blending formal and informal learning by readjusting the
present learning settings, which can result in improving students’ learning skills and
experiences inside and out of school (Faux, McFarlane, Roche, & Facer, 2006;
Ooms, Linsey, Webb, & Panayiotidis, 2008).

The current advancement and popularity of wireless and mobile technologies
has made mobile learning (m-learning) more significant and many recently reported
educational studies which constitute the technology - enhanced learning approaches
point out m-learning (Chu, Hwang, Tsai & Tseng, 2010). Mobile learning could have
profound effect on the future teaching and learning in collaborative learning contexts
(e.g., El-Hussein & Cronje, 2010; Huang, Yang, Huang, & Hsiao, 2010; Ryu &
Parsons, 2012).

El-Hussein and Cronje (2010) stated that although mobile and wireless
technologies have strongly influenced the lives of modern people both socially and
financially, these mobile technologies have been confined to social communication.
The authors further claimed that m-learning has been pertained little as a core
pedagogical activity. However, mobile-based collaborative learning has the potential
to increase the number and virtue of interactions through collaborative learning
projects or activities (Kim, H., Lee M., & Kim, M., 2014). In addition, the learning
activities attributed to collaborative mobile learning can generate more commitment
and motivation compared to more traditional, face-to-face, collaborative learning
activities (Facer et al., 2004). Accordingly, a significant question of what type of
collaborative learning needs to be embedded in mobile learning arises. The whole
process of collaborative learning resorts to an activity that triggers the learner to
realize the learning outcomes throughout the process (Ryu & Parsons, 2012).
Therefore, researchers endeavor to create mobile collaborative learning environments

to enhance learning (Huang et al., 2010).



A report written by Kukulska-Hulme, Sharples, Milrad, Arnedillo-Sanchez and
Vavoula (2009) highlighted that the recent mobile learning projects conducted by
European researchers both in- and out-of-school environments have reinforced
approaching the evolution of technology-enhanced learning from a different
standpoint. In a sense, these m-learning projects not only build a bridge between
formal and informal learning, but also incorporate personal, small-group or a wider
online community learning, participation of teachers and family in various modes of
interaction. Research shows that there is evidence that mobile technologies can
facilitate the learning mechanism in formal and informal contexts with the support of
collaborative activities (e.g., Sharples et. al., 2005; Lai, Khaddage, & Knezek, 2013).
Further, project work integrating digital and mobile technologies is an efficient

means to correlate formal and informal learning (Lai et al., 2013).

Mobile applications (or mobile apps), which are software applications installed
in mobile devices such as smartphones or tablets, are well-renowned subject matter
to a large student audience (Pauca & Guy, 2012). Successful integration of these
mobile apps requires novel methods and models to ensure active participation,
engagement, interaction and collaboration among students and teachers (Khaddage &
Lattemann, 2013a). Mobile apps for teaching and learning are in their infancy, but if
they are integrated effectively into learning at schools, they can clarify the learning
process, promote efficient teaching and feedback (Khaddage, Lattemann, & Bray,
2011). In addition concerning the integration of mobile phones into educational
settings, while communication (speaking or texting) between teachers and peers is
rendered through mobile phones, feedback, which could appear as a fundamental
basis for any educational activity, is also crucial (Holzinger, Nischelwitzer, &
Meisenberger, 2005).

There is an agreement that feedback can have a significant influence on
assisting second language (L2) learners “to confirm, disconfirm and possibly modify
the hypothetical, transitional rules of their developing grammars” (Chaudron, 1988,
p. 134). In particular, immediate or instant feedback might be the most efficient way
to approve or reject interlanguage hypotheses. Many studies done on oral interaction
or computer-based instruction pointed out the effects of immediate feedback

succeeding the responses of the learner. Additionally, they recognize Computer



Assisted Language Learning (CALL) as an advantage for “immediate feedback”
(Bowles, 2005; Heift & Rimrott, 2008; Rosa & Leow, 2004; Sanz, 2004).

This study is based on the Mobile-Blended Collaborative Learning (MBCL)
model which conceptualizes the use of mobile technologies and applications to
develop a blended and collaborative learning setting highlighting the efficiencies of
informal learning setting, and consequently implementing a smooth and versatile
learning environment (Khaddage, Lanham, & Zhou, 2009). Mobile technology has
initiated a transformation from traditional learning based on teacher-centered
classrooms to student-centered learning environments unbounded by time and
location. A more balanced and flexible teaching and learning is adopted in various
forms of online learning in which the most current approach is blended learning
medium connecting face-to-face and online delivery mediums. Since classroom
settings may become limited in terms of meeting learners’ needs especially for
students desiring a more informal learning, m-learning can support learners with
real-time interactions amongst peers and teachers. Hence, this study focuses on

collaboration in an FL learning context in a mobile-blended learning environment.

As a result, this study purports to examine how a mobile social networking
application, WhatsApp, could facilitate the FL learning learners by providing instant
feedback in collaborative learning process executed as an out-of-school activity.
Previous studies mostly focus on two particular factors: the effectiveness and the
design of mobile learning systems disregarding the learning processes (Wu, Wu,
Chen, Kao Lin, & Huang, 2012). However, MBCL model puts an emphasis on
informal learning process to encourage more collaboration and real-time interaction

among EFL students in accordance with their needs via teamwork project.
1.2 Statement of the Problem

In most EFL settings, the first common challenge is that non-native speakers of
English usually experience the lack of access to authentic English language
environment. Most learners have limited exposure to the target language in real
settings. Xiou and Luo (2009) stated that sole dependence on classroom instruction is
not adequate for EFL learners to practice the target language. Thus, they need to seek
out different opportunities to acquire awareness of the English language and gain

knowledge both inside and outside the classroom context (Field, 2007). Hylan (2004)
4



points out: “Language learning can take place at any time and in any place, including
the home and the community” (p. 180). So, out-of-class activities can facilitate
language learning. In the present study, a group project work was carried out as an
out-of-class activity on the purpose of fulfilling various needs and concerns of EFL
learners and generating multiple authentic language inputs such as reading and
vocabulary activities (Bas, 2008; Hillyard, Reppen, & Vasquez, 2007). Furthermore,
as students living in a digital world become quite keen on using mobile devices, they
spend more time in informal settings rather than formal settings (Looi et al., 2010)
and mobile learning takes place outside traditional educational settings (Vavoula,
2004). Informal learning enables interaction, collaboration, sharing and learning
among the learners in informal settings unrestricted to time and location (Looi et al.,
2010). However, many teachers may not be aware of the significance of m-learning
yet or do not exactly know how to utilize it outside of the physical and temporal

limitations of the classroom.

Another critical factor to effective language learning is feedback, which is
generally assumed as a crucial concept in most learning theories. In formal setting,
learners are accustomed to the guidance and support of the teacher to make progress
in their own learning, but they also learn so much outside the classroom and may
need instant responses to their questions. Due to the insufficient time for feedback to
each learner within the classroom setting, the learners may wait for a long time to
receive feedback or forget to ask their question the next day. However, WhatsApp
can provide both synchronous and asynchronous communication to send and receive
instant feedback between the learners and the teacher (Ho, 2011) and can also
contribute to learning beyond class hours (Bouhnik & Deshen, 2014). As a
conclusion, two fundamental issues in EFL settings - lack of authentic language
environment and the shortage of time for required feedback - are the focus of this
study to figure out their effects on EFL learners’ language proficiency within a

mobile-blended collaborative learning environment.



1.3 Purpose of the Study

The purpose of this study is to explore the effect of using WhatsApp mobile
application incorporated into the EFL context as a medium of out-of-class activity on
EFL prep students’ language learning process in a mobile-blended collaborative
learning environment. The overarching research question for this study is: What is
the effect of integrating WhatsApp mobile app into a group project work in out-of-
school setting on EFL prep students’ language learning process? Sub-questions

guiding this research are as follows:

1. What are the prep school students’ perceptions of being involved in the
project work setting powered with WhatsApp?

2. What language practices do they experience in their language learning
process through WhatsApp discussions?

3. How do peer and self-assessment differ in scores on each student’s
contribution to group work?

4. How are evaluation scores of the project works produced by each group?
1.4 Significance of the Study

Thanks to advances in mobile technologies including the use of mobile
devices, it becomes inevitable to exceed the learning environment far beyond the
bounds of classroom (Liu, 2007). Educators have started to consider m-learning with
the intent of surpassing the realm of computer-mediated education to learning
situations away from traditional education environments (Chen et al., 2003;
Uzunboylu et al., 2009). Regarding that, this study is shaped by the conceptual
framework, Mobile-Blended Collaborative Learning (MBCL) model (Lai et al.,
2013), which emphasizes the efficiency of informal learning involving more
collaboration and learner control over the process of learning. Thus, this could be
realized through face-to-face and online communication assisted via WhatsApp. The
basic rationale behind using this model is to potentially overcome the drawbacks of
traditional foreign language education.

This study focuses on two important issues in EFL context: setting up authentic
language learning environment and giving instant feedback anytime and anywhere to

EFL learners so as to facilitate their language learning process. The objective of this

6



research is more practical than theoretical because it seeks to examine the use of
mobile phone succeeding the functionality of mobile app within informal learning
settings as a means of changing or broadening viewpoints and possibly the

prospective practices of EFL teachers especially in higher education.

There is a lack of research on the variation of different experiences in the
literature regarding mobile-blended learning, collaborative learning, blending formal
and informal learning, instant feedback and WhatsApp. Therefore, looking at such
issues, the present study may suggest insights into practical implications for

enriching teaching models in different contexts for higher education EFL teachers.
1.5 Operational Definitions

Mobile Learning (m-learning): This term pertains to the use of small,
portable, handheld and light electronic devices consisting of mobile phones, PDAs,
and tablets and they are utilized for educational activities in different environments
such as classrooms, workplaces and home (Traxler & Leach, 2006).

Blended Learning (BL): It is defined as “combining various pedagogical
approaches (e.g., constructivism, behaviorism, cognitivism) to produce an optimal
learning outcome with or without instructional technology” (Driscoll, 2012, p. 54).

Project-Based Learning (PBL): It is a learning process that students are
accountable for their learning and work collaboratively to resolve “authentic,
curriculum-based, and often interdisciplinary” problems (Soloman, 2003, p. 10).

CALL: This acronym refers to “Computer Assisted Language Learning”
which involves the integration of a computer into the language learning process.

Web 2.0: It refers to various web sites and applications through which online
information can easily be created and shared with other people.

Moodle: It is a free software learning platform which is also known as

Learning Management System (LMS).



Chapter 2
Review of Literature

This chapter reviews the available research on the proposed topic, four basic
subjects including project-based learning, blended learning, mobile learning and
recent research about the discussed areas. It also covers certain subtopics and recent

studies related with these subjects.
2.1 Project-Based Learning

The basis of Project-based learning (PBL) is hardly new. Regarding the history
of PBL, the principle behind this pedagogical approach can be traced back to Piaget
(1952) who asserted that people learn actively by constructing the deep logical
structures successively rather than the sole transition of knowledge from teacher to
student. Similarly, PBL reflects the perspective of Vygotsky (1978) who suggested
that learning occurs through social interaction reassuring students to cope with the
sort of cognitive challenges that are above their existent levels of skill to a certain
degree. According to Vygotsky’s socio-cultural theory of development based on the
“zone of proximal development”, the teacher’s role is to assist facilitate meaning
construction by modelling, by asking questions, and by creating a cooperative and
collaborative learning environment which provides hands-on or authentic materials

which reinforce learning.

Project-based learning has been defined in many ways since PBL has been
conducted in a variety of different disciplines (Welsh, 2006); therefore, there exists
no single definition. Among the definitions, PBL has been referred to as a “model”,
“approach” or “technique.” In essence, PBL is based on the notion that students learn
by doing or experiencing and dealing with real world problems. Solomon (2003)
stated that PBL is a learning process that students are accountable for their own
learning and they work collaboratively to resolve problems which are “authentic,
curriculum-based, and often interdisciplinary” (p. 10). Accordingly, students first
need to plan their own learning process. Secondly, they need to determine what,
where and how to gather information. The final step is to analyze and synthesize the
information they found out and finally apply and demonstrate their new knowledge

in the present context.



Considering no common agreement about the definition of PBL has been
reached yet, Markham et al. (2009) described PBL which is that PBL embraces a
prolonged questioning process surrounded by elaborate and actual questions as well
as purposefully settled tasks in which students take up learning information and
abilities. Through the implementation of interdisciplinary project works involving
active participation of students with various presentations, PBL projects (Markham et
al., 2009) include the following:

e ldentifying learners’ inner trigger to learn, their ability to carry out
significant task, and their requirement to be paid attention regarding the
student-centered learning.

e  Keeping learners occupied with the main conceptions and elements of an
instruction. In terms of curriculum the project work is put in the center.

e  Emphasizing tempting questions and subjects which encourage learners to
discover profoundly real world and essential issues.

e  Necessitating the utilization of fundamental abilities and tools for the
management of the project work, the autonomy of learners and learning.

e  Determining tools which resolve cases, clarify difficulties, or allow
information produced through examination, search or judgement.

e Incorporating numerous tools which provide instant feedback and
persistent occasions to support learners to learn through their experiences.

e  Employing assessments rested on the performance of learners which offer
tough challenges, expect great from learners and indicate various abilities.

e  Promoting learners to collaborate by means group works, presentations
conducted by learners or collective assessments of the outputs of project.

In PBL, students work collaboratively, in pairs or groups, to create a product or
deal with a problem by pursuing certain principles such as planning, organizing,
negotiating, making decisions about such issues as performing tasks, employing
strategies, finding materials and sharing duties. Through project works, students are
subjected to various abilities and competencies including cooperation and
collaboration, project planning, decision making, and time management (Blank,
1997; Dickinson et al., 1998). Consequently, some benchmarks of PBL can be
assumed as interaction, collaboration, cooperation, group work, critical thinking,
project management and problem solving.

9



In foreign language education, PBL is characterized by the use of authentic
language (Fried-Booth, 2002), highlighting communicative competence and
relevance (Hutchinson, 1991), and support of autonomy of language learner (Little,
2007). Thus, in an EFL setting PBL can be highly beneficial if students are presented
with a learning environment established on the student centered activities such as
group project works with the purpose of encouraging students to utilize project-
management strategies, use problem-solving skills, language for negotiation and
practical methods to complete the project. As a matter of fact that EFL learners are
not exposed to the target language much outside their world and even in the
classroom. However, by means of PBL students could take a great opportunity of
working in cooperation through hands-on experience within an authentic setting
(Fried-Booth, 2002). Overall, PBL can facilitate the language, content and
communicative skills of students. In contrast to traditional language learning settings,
students can experience the target language in an authentic learning setting which is

reinforced by the implementation of a variety of project works.
2.1.1 Principal Characteristics of Project-Based Learning

According to Haines (1989), the characteristics of project work need to be
interesting, productive, active, coherent, integrative, obtainable, authentic, useful,
motivating and adaptable. In a NWREL PBL report, Railsback (2002) indicated
some prevalent features of PBL as follows:

e Learner-centered and student-directed

e An explicit pre-, while- and post- process

e Offering meaningful content to the learner

e Authentic issues or problems

e Practice of first hand examination

e Observable product to be shared with target audience
¢ Providing feedback from professional resources

e Providing reasoning and self-evaluation

e Real-world assessments

10



It is evident that PBL has many different characteristics which put an emphasis
on authentic learning supported through authentic project works. Therefore, it is

essential to examine the effect of authentic learning within PBL environment.
2.1.1.1 Authentic Learning

The term authenticity has become a catchword in education. For instance, the

99 ¢¢ 29 ¢¢

terms “real-world application,” “problem-based learning,” “project-based learning,”
“relevant practices” and “open inquiry” can all of these terms be related to the
notions of authentic learning (Schumacher & Reiners, 2013). Maina (2004), who
studied faculty and graduate student perceptions of the essence of authentic learning,
puts forward these components: activities represent real world occasions; learning
occurs in meaningful situations, and the learner is in the center of instruction. Thus, it
is recognized that authentic learning enables students to be occupied with relevant

and real-world tasks.

Herrington and Herrington (2006) maintained that learners in an authentic
learning setting attend to activities which challenge and motivate them as well as
necessitating cooperation and assistance. In addition, Herrington et al. (2003)
asserted that learners who participated in authentic learning are motivated to struggle
with challenges and frustration provided that the activities correspond with what
counts in reality — the meaning and relevance of discipline is given by the social

structure and culture.

Authentic activities are indicated as one of the basic characteristics of PBL
since students take advantage of running into real world occasions while conducting
their on-going projects (Markham et al., 2003). Such a project enables students for
being involved authentic situations through out-of school learning experiences in
which they are less constrained by the bounds of traditional schools. As a
consequence, providing authentic contexts associated with both formal and informal

learning experiences could foster a sense of purpose to create an authentic product.
2.1.1.2 Roles of Teachers and Students

It is fundamental to take the roles of teachers and students into account on the
subject of PBL so as to bridge the gap between the use of target language in class and
in other out-of- school settings. As PBL gives students the opportunity of acquiring
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real-world experiences as well as discovering the world itself and themselves,
teachers play a significant role in guiding students to find out their own way (Newell,
2003). Thus, the main role of a teacher in PBL is a facilitator and an advisor in
process. As a facilitator, the teacher proposes activities and students, in turn, have the
opportunity of enhancing their inquiry skills, critical thinking and problem-solving
skills (Newell, 2003; Fried-Booth, 2002). As an advisor, the teacher needs to develop
intimacy with students and help them fulfil their learning journey (Newell, 2003).

As well as being a facilitator and an advisor, the teacher in PBL needs to be
knowledgeable about the project and its content in order to be able to lead students
effectively (Blumenfeld et al., 1991). Stanley (2000) stated that in the initial stages of
PBL, teachers should prepare an assessment tool such as a rubric, which indicates the
distinct stages of the project process, to make sure that students are aware of the
expectations. In this manner, students can be more enthusiastic to progress and gain
awareness of their own learning. Moreover, teachers need to assure that there are

sufficient resources and assist students how to access and exert them.

On the whole, PBL requires the teacher be equipped with the necessary skills,
adopt novel, passionate attitudes towards the student’s learning in opposition to the
roles in a traditional classroom. The role of the teacher is stage by stage framed by
Haines (1989) as: initially, the teacher needs to draw attention and bring out
students’ opinions on such issues as thematic guideline, strategies of working,
timetable, appropriate final product and resource advices; during the project, the
teacher should become a “facilitator,” which comprises being “a source of ideas” and
“advice,” a “referee” helping students overcome any conflict, “chairperson” during
students’ presentations to the whole class; finally, the role of the teacher is

“organizer” and “evaluator” concerning the end productions.

The role of the student in PBL is also fairly important as PBL is regarded as a
student-centered approach. Three principal roles of the student are: (a) as an
“autonomous learner,” (b) as a “teammate” or “collaborator,” (C) as a “knowledge
leader” (Murchu, 2005, p. 4). Clark (2006) stated that through scaffolding and help
from their teachers, young learners select the topic in accordance with their interest
and experiences. They determine their object of learning which promotes stimulation

and motivation during the whole project process. They assign particular duties to
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each group member regarding their interests, launch their projects, search for
materials or resources to make use of, choose artefacts, assess and arrange their
product and form artefacts. In other words, they have the authority to control their

own learning from the beginning to the end of the project.

Haines (1989) also explained what students do in PBL: (a) develop tools such
as grids, questionnaires, charts, etc. (design, use and evaluate them), (b) utilize
information (compare, revise, analyze, transmit and sum it), (c) enhance their
interpersonal skills (personal, social and communication skills), and (d) deal with a

lot of language work (practice all four language skills; read, write, listen and speak).

Leguthe and Thomas (1991) argued that project work identifies the
development of “educational values” based on holistic, interactive and reflective
pedagogy. Such consideration of project work may reinforce the roles of both
teachers and students, for example the new teacher of project work becomes a
teacher of learning rather than a teacher of language. In conclusion, the roles of
teachers and students have equal importance in PBL context. While the student is an
active learner, an autonomous learner, a teammate and a knowledge leader; the

teacher is a facilitator, an advisor, and a knowledge master.
2.1.1.3 Collaborative Learning and Group Work

A further key feature of PBL is a stress on collaboration along with group
work. The concept of collaboration emphasizes the social interaction in any learning
process. Although the concept of collaborative learning dates back a long time in
developmental psychology, researchers in the field have not reached a common
ground in the definition of collaborative learning (Dillenbourg, 1999). In this study,
collaborative learning is defined: “Student activity revolves around a complex series
of interactions between team members over time and draws on a range of key
transferable skills such as communication, planning and team working” (Hanney &
Savin-Baden, 2013, p. 8). Thus, the process of group work and the abilities and
qualities it generates constitute the learning outcomes (Danford, 2006).

Collaborative learning is rooted in that learning occurs naturally in a social
community in which the learners converse with one another. According to Naismith

et al. (2004), learners can learn more effectively if they discourse with each other by
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sharing their opinions, negotiating the meaning of the universe, giving explanations
to one another, and hence, they come to a mutual understanding of the world.
Moreover, the most effective learning can come out when the learners take an active
role in their own learning, collaborate with each other, conduct projects, evaluate

opinions, ask questions, discover information and implement new plans.

Group work can promote collaborative learning which involves small groups to
enhance learning of the learners by encouraging them to collaborate with enthusiasm.
The reason is that collaborative learning provides the learners with various
advantages. First of all, they can devote themselves to acquiring knowledge and
improving their interpersonal skills through group work (Nussbaum et al., 2009).
Secondly, they can develop higher-order thinking skills such as problem solving and
critical thinking by exchanging their opinions and interacting to accomplish mutual
learning goals (Johnson et al., 2000). Thus, collaborative learning becomes vital in

educational disciplines (Johnson et al., 2007).

Panitz (1996) described collaborative learning as the allocation of enforcement
and commitment amongst the peers due to the group practices and the keystone roots
in group members working in cooperation. According to Johnson and Johnson
(1991) proper collaboration requires being involved in learning: (a) “communication
skills”: individuals need to know how to communicate in group work; (b)
“management skills”: individuals need to know how to progress and manage a group;
(c) “learning conflict resolution”: the adaptability of a group represents how skillful
it is at overcoming conflicts; (d) “knowing how to build and maintain a spirit of

trust”: trust among teammates is crucial (p. 192).

As collaborative learning is highly student-centered in group skills, it is also
reasonable to observe the efficiency of collaboration in language learning blended
with project work activities. Fried-Booth (2002) put forward that collaborative group
projects are beneficial for learners to improve their language skills and confidence,
and proficient and talented learners have great potential to take more active role in

their own learning.

It can be concluded that project activities can trigger a learning mechanism in
which students work collaboratively to collect information for the project.

Additionally, they practice the target language in a collaborative setting integrating
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language skills (Eyring, 1997). In other words, language learners are able to
encounter with the target language in real-world setting or outside the classroom by

means of PBL.
2.1.2 Assessment of PBL

Assessment of PBL has been recognized as problematic compared to the
assessment of traditional learning. A range of assessment is suggested to assess
students in PBL such as “traditional paper-and-pencil tests to new modes of
assessment: case-based assessment, self- and peer assessment, performance-based
assessment and portfolio assessment” (Bergh et al., 2006, p.347). A variety of

assessment applications have also potential to be conducted in various disciplines.

Markham et al. (2003) stated formative assessment is usually preferred to give
feedback to students throughout the project process while summative assessment
enables to indicate degree of their performance at the end of the project. Thus,
assessing learning outcomes in PBL need to be executed properly by putting
emphasis on their learning and performance when these types of assessment are
applied. In addition to the feedback from teachers, students themselves are to become
the assessors of their learning since peer assessment provides students with constant
feedback while evaluating their projects and learning process (Wilson, 2001).

The whole outcomes of student learning can be assessed through a peer review
form, a faculty review panel, a final paper and a final research presentation (Baker,
2006). Regarding language learning, the key assessment means for project work is to
measure what students learn, the whole process heading for the end product and what
the learning outcomes are (Blumenfeld et al., 1991) rather than focus on only the

accuracy of grammatical structures of the target language (Hutchinson, 1996).
2.1.3 Advantages and Challenges in Implementing PBL

Although a number of advantages of project work have been touched upon in
some way in the previous topics, there are many other specific benefits in

implementing PBL in various educational contexts.

In the academic literature, there are some studies demonstrating enhanced

academic achievement of students while few studies mark the effect of PBL at the
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higher education (HE) level. One study carried out by Giiltekin (2005), who
examined the effect of project-based learning on learning outcomes in the fifth grade
social studies lesson in a primary school in Turkey, indicated that the PBL students
achieved better than the non PBL students. According to Hutchinson (1999), project
work functions as a procedure of transforming common objectives into a reasonable
in-class activity on the grounds that PBL enables students to apply their knowledge

of the subject in the real world.

PBL offers students to gain a wide range of skills beyond traditional academic
subject knowledge, such as team work, communication skills, critical thinking, time
management, contextual analysis, self-evaluation, interpersonal skills, and problem-
solving skills. Furthermore, PBL engages students to acquire knowledge and
competences with a prolonged questioning process which is embodied by complex,

real world questions and attentively planned products and tasks (Moursund, 1999).

PBL allows students to take the responsibility of their own learning and choose
topics that are relevant and interesting for them through project works. By involving
actively in learning process, students are motivated to learn more. As a matter of fact
that motivation is one of the principal features of PBL. Regarding the learning
outcomes, students are required to take active roles in their learning, thus motivation
could play a crucial role to encourage them more. In addition, students learn a lot if
“fun” integrated into their learning. Therefore, students appreciate the joy of learning
and novelty which is beyond the limitations of the traditional classroom setting.

In spite of the fact that PBL has a number of advantages, there are also certain
difficulties associated with PBL. For instance, group work can be a notable challenge
confronted by students expected to work in collaboration. One study (Meehan &
Thomas, 2006) showed that, in Vietnam, students who took over environmental
management projects predicated team work as being the most difficult part of their
project work. Similarly, Stauffacher et al. (2006) pointed out that the whole process

of group work was seen as being a great hardship by the majority of students.

Pawson et al. (2006) stated that critical factors interfering with efficient
collaboration result from the lack of training and perception of the essence of
collaboration, in particular among successful students preferring to provide assurance
in high ranking institutions. On the whole, drawbacks related to group work are
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associated with lack of prior experience and larger group sizes, which engender
problems in respect to interaction and distribution of tasks (Joyce, 2013). According
to Giilbahar and Tinmaz (2006), students involved in a project work reported that
they experienced great difficulty managing time well and concern for submitting
their project by the deadline owing to being too occupied with doing their project
during the semester. Thus, they could not stay motivated during the project.

The literature also suggests the implementation of PBL is challenging for
academic staff in terms of adjusting themselves to novel teaching methods and
facilitation of group work. As Green (1998) stated from the point of the instructor,
the challenge underlies not in conducting the real project, but in managing to take for
granted the role of facilitator and mentor contrary to solely a transmitter of
knowledge including the whole responses. Furthermore, it was found that teachers in
PBL face heavy workloads in comparison with traditional methods incorporating
structured lesson plans (Curtis, 2002). The ultimate concern for teachers is that it can
be difficult to manage large number of classes working in groups and providing
effective and regular feedback to students.

2.1.4 Project-Based Learning in the EFL Classroom

Promoting students to involve in project-work may help students both learn the
subject-matter and use the target language and improve social skills which are
required to undertake a project task successfully. Working on course-related projects
in small groups can be a key way for language teachers to help EFL students to
practice both the target language and teamwork skills as well as compensating for the
lack of applicability of the target language in real life situations. Hence, integrating
PBL into English language learning or instruction contribute to improving learners’
target language, reinforcing learners’ autonomy, learner centeredness, learner
motivation and holistic skills (Sheppard & Stoller, 1995).

The readiness and curiosity of students to handle a problem or constitute a
product tangible and crucial to their everyday lives, which is unconfined to a
traditional structured-curriculum, can differentiate PBL from usual teaching and
learning methods applied in EFL. According to “The Buck Institute for Education”
(BIE), an American research and development organization, PBL approaches

facilitate students to gain an awareness about how school bridges the gap with the
17



real world through making learning compatible and purposeful (“BIE,” 2009). Thus,
learning becomes more meaningful and consistent if it occurs in authentic situations

where knowledge is incorporated into its application in a social setting.

In a three-week project work carried out by Beckett and Slater (2005) 57
upper-intermediate EFL students in higher education participated following a
project-based plan to evaluate and pursue their language learning in a language
program which was content-based. The result of this study suggested that language
learning by means of projects had positive effect on them. The result was important
as Beckett (2002) noted integrating PBL into the current teaching might not be
always acknowledged by the whole second language learners since it is not evident
that they are learning through the project. Thus by making interviews and collecting
reflection data the researchers found that the majority of the students could observe
the positive effect of content-based English on their language improvement. On the
other hand, it is not definite that students would take the advantage of a project in the
same way (Beckett, 2002; Beckett & Slater, 2005).

In foreign language settings, many benefits of PBL have been specified. First,
the process heading for the end-product of project work gives students opportunities
to boost their confidence and autonomy (Fried-Booth, 2002). Second, students tend
to show high self-respect and concrete approach towards learning (Stoller, 2006).
Specifically, when they participate actively in the project planning such as
determining the roles, choosing the topic, etc. their autonomy gets developed
(Skehan, 1998). Furthermore, students can enhance their interpersonal and

collaborative skills as well as group cohesiveness (Coleman, 1992).

Project-based learning enables instructors to teach the four basic language
skills and give both instructors and students opportunity to what project to undertake
and how to implement it. There is a critical point here is that students are to be able
to gain control over their choices about the project, not bounded with the full control
of projects by teachers. This factor of self-efficacy may help enhance the motivation
of students (Alan & Stoller, 2005).

Levine (2004) put forward that students’ language skills improve through
project work. This might be because they involve in meaningful interaction to carry

out authentic activities, experience the opportunity of practicing language in an
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authentic environment (Haines, 1989). Brown et al. (1989) defined the term of
authentic activity as an activity prepared to promote students’ thinking and problem
solving skills which are essential in out-of-school contexts and to encourage learning
to learn. Correspondingly, students need to learn how to plan their own learning
process as well as considering where and how to access necessary information. In
designing a project work the main role of teacher moves from the teachers to

students and from individual work to teamwork or group work.

Brumfit (1984) argued that project-based instruction in L2 education is useful
since the students are provided with the opportunity to improve “accuracy” and
“fluency” by means of putting stress on the combined project works which arise from
the speaking requirements of learners concerning the scope of the project. In a
project carried out by Gardner (1995), the purpose of the project work was to offer
real causes to the first year arts faculty undergraduate students at the University of
Hong Kong to practice the language and the language skills instructed on their
English course. The students were expected to make a video documentary about an
“issue of concern” to them and finally make an oral presentation in the target
language to share the information they collected. The students were given an expert
lecture by a film director on film-making techniques and the whole lecture was
carried out in English without any supplementary notes in their native language.
Later, the students were asked to comment on the content of the lecture and consider
about how to apply it in the project. The finding of the project indicated that the
students were able to improve their listening comprehension and note-taking skills
during the lectures as well as writing skills which were especially through the written

project report substituting for the essay.

In a similar project conducted by Hilton-Jones (1988) a group of teenagers
from West Germany were taught successfully a six-week English course in project-
based context in the UK. The syllabus of the course was aimed at displaying the
possibility of how to involve language learners in an English-speaking environment.
The students were required to submit one-written mini project per week and each had
the same course content which was the local shopping center the students would
create themselves, but the project topics were determined by the students. As a result,
the course was found successful since the students had many opportunities to

exercise reading, writing, listening and speaking skills in English in a real-world
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environment and in turn, realized their language learning needs. In addition, the end-
of-questionnaires showed that the students felt motivated and independent thanks to

their “research trips” to the environment in which English was spoken.

In PBL context, providing formative and summative feedback between
teachers and students is fundamental to be able to observe the success of students
(Stoller, 2006). In addition, during the ongoing learning process, students need to
receive feedback from an acknowledgeable person so as to monitor and assess their
progress of language competency. Stanley (2000) stated that it is beneficial for
students to receive feedback throughout the lifecycle of the project, particularly
while presenting the ultimate outcomes in the target language. As Stanley (2000)
emphasized, therefore, this motivates students to learn and use the target language

because they see it not as a waste of time but worth of effort.

As a conclusion, PBL in an EFL context plays a significant role as an effective
instructional approach to make language learning meaningful and essential to
students as well as offering them many opportunities to leverage vital life skills in
students. Moreover, being engaged in authentic language and subjected to real-life
contexts students can recall what they learn for a long time and set up links and
employ their knowledge to other authentic issues (Curtis, 2002). In other words, PBL
can merge practicing the target language in the classroom with practicing it in

authentic settings outside the classroom.
2.2 Blended Learning

In the literature, there have been various definitions of blended learning
asserted. Driscoll (2002) signified one of the keystone definitions of blended
learning as “combining various pedagogical approaches (e.g., constructivism,
behaviorism, cognitivism) to produce an optimal learning outcome with or without

instructional technology” (p. 54).

Regarding the function of blended courses in both formal and informal learning
settings, first it is necessary to give the definitions of these two learning concepts as
follows: Formal learning is defined as learning that is structured by an institution,
happens in such places as schools, classrooms and courses, and culminated through

grades, degrees, diplomas and certificates received by learners, while informal
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learning is defined as learning that is in control of the learner and occurs through
observation, asking questions, interacting with others or reflecting on daily occasions
(Cross, 2007; Selwyn, 2007). In addition to that, some example key terms of
informal learning involve objects, content, methods and emergence of acquisition,
time, assessment of outcomes and practices, which are identified by learners’ self-
interests. On the other hand, the blend of formal and informal learning is not new in
the literature, but through the current emergence of innovative technologies, this
combination gains momentum and popularity in instruction. Following that, a
commonly used definition of blended learning in higher education context is that the
combined integration of traditional F2F instruction with online methods referring to
Web-based methods (Oliver & Trigwell, 2005).

The term of blended learning is generally applied to the merging of online and
face-to-face delivered experiences or instruction; thereby the learner has ‘blended’
learning experiences rather than unrelated experiences within distinct modes. In this
structure, students begin to work in a classroom setting or cultivate their work in
online mode and then go back to the classroom ending with a circle of interaction; as
a conclusion, integrated and connected learning comes out with “blended”
experiences (McGee, 2014). According to Heinze and Procter (2004), blended
learning is implemented through the successful mixture of various delivery modes,
teaching models, learning styles and is attributed to explicit interaction amongst all
communities with a course. This definition seems more extensive as including the

aspects of teaching and learning styles.

Graham (2006) suggested six principal factors for the design of blended
learning: “(a) the role of live interaction, (b) the role of learner choice, (c) models for
support and training, (d) finding balance between innovation and production, (e)
cultural adaptation, and (f) dealing with the digital divide” (p. 14). In a blended
course delivery, the instructional integration of technology is a significant point in
terms of its academic success in general. Pedagogy is one of the chief components of
the instructional design in regard to guide the students; hence, the whole actions of
students in the classroom and online settings are incorporated within this context to
facilitate learning. McGee and Reis (2012) asserted that it is essential to comprehend
the pedagogy of blended course design so as to generate effective practices and

stated the key elements of a blended design as follows: In a blended course design
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both students and instructors collaborate in combined modes of delivery, which are
mediated through F2F and technology, in order to achieve intended learning
outcomes which are strengthened with proper tasks, assignments and evaluations,
and which build course settings in a sense significant to the student. From this
explanation, two modes, face-to-face and technology-assisted, play a crucial role in
guiding the future of the learning process. Both modes can suggest many advantages
such as enabling a wide range of communication devices, models, designs which
provide the practice of various language learning methodologies and the creation of
different communicative environments (Neumeier, 2005). Although there are various
definitions and explanations of blended learning, Driscoll (2002) summarized four

fundamental assumptions or concepts of a blended learning design as follows:

e Combining facilities of Web-based technology including multimedia tools,
instruction based on self-based, cooperative learning and virtual classrooms
in order to achieve an academic purpose.

e Combining a variety of pedagogical theories such as behaviorism,
constructivism and cognitivism in order to generate an effective learning
outcome either through instructional technology or none.

e Merging any kind of instructional technology, such as video, audio stream,
and online courses, through the traditional F2F instruction.

e Merging instructional technology through real world activities so as to

produce a compatible outcome of both working and learning.

Based on the explanations above, it is potentially recognized that integration of
computer and technologies and Web technologies such as Web 2.0 applications into
education has influenced the modes of course delivery dramatically. More
specifically, blended courses have been fostered in order to utterly penetrate to both
online and traditional learning environments, which points out the consideration of
blending formal and informal learning. In broad terms, the dimension of pedagogy is
an important issue in the practice of blended learning because it facilitates flexibility
of learning in different modes, enhanced interactions and opportunity to learn beyond
the classroom, besides alleviating time constraint in traditional learning setting.
Nevertheless, there is still a necessity to explain the theoretical framework of blended
learning in order to provide better understanding of the subject matter.

22



2.2.1 Theoretical Foundation of Blended Learning

As reported by the Danish theorist Gynther (2005) the concept of blended
learning was initially interpreted in the American literature in the meaning of a
combination of traditional face-to-face teaching and technology-based teaching
utilizing a variety of means for technology to sustain a broad array of pedagogical
methods. Graham (2006) remarked that blended learning makes progress to create
up-to-date formats blending the best qualities of traditional instruction and online
learning by the virtue of on-going progress of digital technology. In this respect, the
term blended learning refers to a range of instructional approaches to fulfil the
pedagogical needs of students related to their learning styles and desires. For this

reason, it can also be used as a synonym of “hybrid instruction.”

Regarding the literature, there is not one commonly agreed-upon learning
theory to pursue the applications of educational technologies or blended learning
approaches. However, in the study, the blended learning model has a certain
theoretical foundation mentioning three established theories including behaviorism,
cognitivism and constructivism as they draw up predominant theoretical framework
in the field of traditional education and are applied to develop instruction models for

learning in distant and online education (Mayer, 1998).

In constructivist pedagogy, the learners are at the center of their learning
process and teachers have a role of giving support and guidance (Alexander & Boud,
2001). According to Mayer (1998) the role of the learner shifted from a receiver of
information to a constructor of information, namely, an autonomous learner using
metacognitive skills to managing his or her own cognitive processes while the
teacher becomes a facilitator pushing learners to explore strategies for themselves
and to contextualize knowledge by dealing with real life problems. Concerning this
alternation, constructivist teaching settings have become preferable for education.
Regarding the constructivist pedagogy, there are a variety of principles in terms of
the design of a constructive learning environment. According to Savery and Duffy

(1995) there are eight instructional principles of a constructive learning environment.

e Integrating the whole learning activities into a more extended case or task.
e Encouraging learners to build accountability for the case or task.

e Setting up a real world activity or task.
23



e Constructing the learning settings in order to display the dilemma of the
setting in which learners manage to make progress by the end of the process.

e Enabling learners the authority of their own learning process employed to put
forward a solution.

e Constructing the learning setting to encourage and challenge the thinking
processes of learners.

e Promoting assessing opinions against other opinions and other situations.

e Giving learners the opportunity to consider over the subject they learned and

their learning process.

In addition to the established learning theories including behaviorism,
cognitivism and constructivism, there is another effective theory of learning which is
called connectivism. Siemens (2005) stated connectivism as a “learning theory for
the digital age” substituting for behaviorism, cognitivism and constructivism.
Connectivist learning highlights setting and sustaining networked connections which
are recent and flexible to be employed current and rising problems (Anderson &
Dron, 2011). Further, Siemens (2005) asserted connectivism also deals with the
difficulties encountered by many institutions in knowledge management tasks. In
order to be categorized as learning, knowledge embedded in a database needs to be
“connected with the right people in the right context” and the loop knowledge

progress in the way of “personal to network to organization” (p. 7).

In brief, the theory of blended learning does not depend on one learning theory,
but is rather an approach benefited within distinct pedagogical theories. It is
recognized that there is a close connection between constructivist learning setting
and distance or online learning setting as well as connectivism. The above mentioned
principles can also be applied to blended courses as long as they are properly planned

and designed accordingly.
2.2.2 Approaches to Blended Learning

Although blended learning is generally acknowledged as one approach to
combine traditional face-to-face and technology-based learning and be applied to
different pedagogical approaches, there are several distinct kinds of approaches to
blend these two delivery modes, face-to-face and online. The learners usually regard

the face-to-face courses which are efficiently merged with online learning
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technologies and methods as important advancements compared to traditional
learning; however, some social factors affect the procedure of this movement (Hiltz
& Murray, 2005).

Bersin (2004) suggested two solid approaches, “program flow” and “core-and-
spoke”, to blended learning, and states that the objective of blended learning is to
incorporate F2F and technology-based learning into a unified combination so that
teaching can be optimized in terms of authentic needs. Firstly, technology supplies
conventional teacher-centered programs and secondly, it can supply technology-
based programs which are lack of social process, motivation and enthusiasm students

need from the teacher. Concerning these two models offered by Bersin:

The “program flow” model: It is a step-by-step curriculum which incorporates
different mediums into a chronological program in which the stages rest on each
other and in the end, the whole learning are measured through an exercise or

assessment (p. 85).

The “core-and-spoke” model: It is an essential training approach (“onsite
classroom training or web-based courseware™) along with other materials, interplays,
resources and evaluations as “supporting materials, optional or mandatory materials

that surround and complement the primary approach” (p. 85).

Regarding the approaches suggested by Bersin (2004), the first approach
provides students with the opportunity of engaging more and arranging their own
learning which results in a great amount of responsibility and a high attainment level.
In this approach, students are able to organize the training in accordance with their
current schedule and they do not give it up without completing it by the end; as for
teachers, they monitor the progress of students and thus, identify any potential
problems. Berlin highlights that this approach is considerably appropriate for
classroom teaching. Concerning the second approach, it utilizes only one course
following one medium either electronic or live, ensuring another medium or learning
activities as supplementary material. Students are autonomous as they can determine
whether to benefit from these optional materials and also they do not have to end the

course simultaneously.
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According to Valiathan (2002), the blended learning approach is separated into
three parts: (a) “Skill-driven learning” model, which blends self-paced learning with
teacher guidance in order to enhance particular knowledge and skills. As an example,
lab-oriented courses in which particular professional knowledge is introduced and
executed. The roles of the instructor are observing the student progress, assessing
online task, organizing the online participants through emails or face-to-face
meetings. (b) “Attitude-driven learning” model, which merges different occasions
and delivery mode to develop certain behaviors. It combines traditional F2F learning
with online collaborative learning occasions and is applied to introduce content
learners need to experience new behaviors like negotiation skills. (¢) “Competency-
driven learning” model, which mixes performance aid tools with knowledge
management resources to improve workplace abilities. Learners internalize

knowledge through observation and interaction with experts in the related field.

In a nutshell, there are different approaches or models of implementing
blending learning into teaching although they can be applied distinctively due to
specific treatments or preferences of the instructors. The approaches generally count
on one medium or several mediums. They are also built on self-paced learning along
with the guidance of the teacher or facilitator. It offers the opportunity of completing

the training with either optional or obligatory materials to measure overall learning.
2.2.3 Examples of Blended Learning Implementations

Ellis et al. (2006) reported a phenomenographic study focusing on students’
learning experiences by means of online and classroom discussion. The scope of
research was a second-year undergraduate course in psychology for social work
where discussion activities were developed by the instructor to start in face-to-face
mode and then to carry on in online mode. Through open-ended questionnaires and
semi-structured interviews, students’ comprehension of learning, intentions and
attitudes towards learning through discussion was investigated. Respecting the data
analysis in qualitative method, many different conceptions, intentions and attitudes
were recognized. It was found that students learning by making connections and
students embracing a deep approach were successful in the course. In addition to
that, the result indicated that there was not any significant difference between deep

and surface approaches to classroom discussion and course grades.
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Another research in health education by Davies et al. (2005) investigated
students’ experience of enhancing their neurological experimental and analytical
abilities in BSc Physiotherapy by blending traditional classroom practices and
computer-based activities at the University of Birmingham. In the School of Health
Sciences, novel teaching and learning materials were built up employing Web course
tools supplemented by a variety of video clips of patients with neurological
disorders. Through these supplementary materials, the students had the opportunity
of examining “real patients”; therefore this helped associate their theoretical

conception of these disorders with their practical experience in the clinical context.

A further study in social sciences and humanities education by Webb et al.
(2005) examined four different semester-long treatments mixed with face-to-face and
online discussion in order to lecture a graduate Management Information Systems
(MIS) survey course. According to the findings, first students could be provided with
the alternative to attend in outstanding courses implementing the case-based
pedagogy in an online learning setting. Secondly, as students performed well in a
traditional classroom environment, they could also engage in better at numerous
levels of learning outcomes in an online and traditional classroom environment. The
authors argued that what leverages learning outcomes was not the existence of

technology, but it was the learning model that adjusts to the assistive technologies.

Taradi et al. (2005) reported a project which supplied an undergraduate second-
year elective course in acid-base physiology with educational services. By employing
Web course tools courseware, a well-equipped student-centered Web setting was set
up to reinforce PBL and encourage students work in a small collaborative groups
dealing with problem-solving activities to enhance their subject-matter
comprehension. The overall purpose of the study was to determine the impact of
blended WBL-PBL collaborative learning setting on student learning outcomes.
Thus, the students’ test scores and satisfaction survey results were compared based
on the final acid-based physiology exam. The result was that the students in a
blended WBL-PBL-based test group got higher scores than the students in a
traditional face-to-face PBL-based group. The keystone of the project was that the
integration of technology into the blended WBL-PBL collaborative setting well
affected the student development.
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The ultimate example project including language learning described by Harker
and Koutsantoni (2005) was carried out in the context of a web-based language
learning program of English for Academic Purposes (EAP) for British students. A 9-
week program consisting of two distinct modes -blended and distance learning- was
designed for the students. Blended learning was found more effective in terms of
student retention whereas the achievement levels of the students were the same.
Furthermore, considering formative and summative feedbacks from the subjects, in
the web-based EAP program the majority of the students were content for involving

in such a project.

In conclusion, taking account of the above examples of blended learning
implementations in various fields, there are a number of different means to
incorporate blended learning within educational institutions. The fundamental focal
point of using this blended approach is to make sure to consider the learning
outcomes at first and the necessary components of a successful blended course as

well as the possibility of using different blends.
2.2.4 Blended Learning in Foreign Language Learning

Language learning is one of the greatest concerns for students viewing
language learning journey as a complicated and challenging endeavor. In order to
accomplish the required proficiency in a foreign language, students need to be
exposed to new and effective learning methods with instructional technologies that
facilitate learning and teaching activities to meet individual needs. On this basis,
blended learning has become one of the most common significant recent

advancements in education (Thorne, 2003).

In the blended language learning setting both teachers and students assume
different roles; EFL teachers act as a facilitator who supports students to move
forward through various stages during the foreign language learning while students
become more autonomous learners taking responsibility of their own learning. The
EFL teacher is to arrange all technological resources methodologically to make them
operate smoothly for students in their learning process. Teaching blended courses
calls for specific considerations such as students’ requirements and preferences, their
FL level and educational background (Alpala & Florez, 2011) thus necessitating an

explicit model of blended learning in an EFL context.
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Khan (2005) suggested a Blended Learning Model which is also called an
octagonal framework of blended learning design and involves eight dimensions:
institutional, technological, pedagogical, interface design, evaluation, management,

resource support and ethical dimensions.
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{

Learning ’

Figure 1. Blended Learning Model (Khan, 2005).

Briefly stated, the institutional element is the first dimension to consider as it is
associated with the institutional policies on the curriculum, the arrangement of
materials and the financial issues. EFL teachers need not only to have an easy access
to technological resources, but also to be provided with necessary training to adjust
the tools properly related to the needs of the courses. The second element is the
technological one in which teachers design both traditional classroom and online
activities. The third element is the pedagogical one in which there are some
significant implications that are classified under five headings by Dudeney and
Hockly (2007): “the delivery mode, task design, materials, learners’ roles, tutors,
assessment and evaluation” (pp.138-139). The fourth element is the interface design
in which EFL teachers can develop various online and classroom activities by
determining the interface design. The fifth element is management in which the
system is required to work properly to train students to practice it. Finally, the other
three elements are also important to take into consideration when designing blended

courses in a FL learning context.

Banados (2006) reported a study in which 39 EFL university students were
provided with a course in a blended setting on the purpose of improving their
integrated language skills. The analysis of the data collected through diagnostic tests
and a perception questionnaire indicated that blended language learning contributed
substantially to the language skills of the students and the students showed great

satisfaction with the English course focusing on communication. The findings also
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suggested that blended format could be effective for language teaching in

environments confronted by limitation of time.

According a study conducted by Stracke (2007) the experiences of students in a
blended language learning setting were investigated in a German higher education
context. The findings from the qualitative method involving 190 surveys and 32
interviews demonstrated that the students maintained a positive approach to blended
learning. In a similar study by Klemsen and Seong (2012) the satisfaction of 19
university students in blended learning settings were examined and through
questionnaires the data were collected. The results of the study showed that blended
learning had positive impacts on the students’ satisfaction. A further study (Liang &
Bonk, 2009) was made to train thirty-five engineering students in a Freshman
English class at a university in Taiwan in order for academic writing, reading and
speaking. While they were taught by means of a traditional curriculum consisting of
course books and exams, they designed a website with additional useful reading and

writing topics for their academic language development.

Banados (2006) carried out another study involving native speakers of English
at Universidad de Cencepcion, Chile. In the study, a blended learning pedagogical
model was executed containing the students’ work with English Online, online
monitoring, face-to-face classes. The results from the pilot group indicated lack of
understanding about how these elements were integrated and the students were in
favor of face-to-face classes rather than online classes. Besides English, they needed

to learn ICT course.

Yamauchi (2009) reported research about how a multi-skills course named
“Computer communication” was taught by a Japanese University instructor. It
involved 19 students assumed to learn presentation and research methods via
English, internet and computers. Built on the blended learning model, the course
objective was to assist the students utilize technology and study how to arrange
information and search for efficient ways to verbalize meaning in English. The
author mentioned the improvements of the students in many technology integrated

activities, but did not explain their performance in English.

As signified in the studies, blended learning could be applied as an

instructional model as well as a pedagogical model in the EFL classrooms.
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Furthermore, as indicated in the above studies, students often have positive attitudes
towards blended language learning. It is also essential to consider that students may
need guidance and support from teachers. Thus, the principles of blended learning

model can help teachers facilitate students’ learning process.
2.3 Mobile Learning

The term mobile learning pertains to the use of small, portable, handheld and
light electronic devices consisting of mobile phones, PDAs, and tablet computers and
they are utilized for educational activities in different environments such as
classrooms, workplaces and home (Traxler & Leach, 2006). The review of studies to
conceptualize mobile learning showed that it is defined in a number of different ways

by different researchers.

Some researchers define it in terms of mobile technology and devices, thus
developed techno-oriented definitions. Some define it in terms of the mobility of
devices and the mobility of learners. For instance, Kukulska-Hulme et al. (2005)
define wireless and mobile learning as “learning delivered, enhanced or supported
mainly or solely by wireless mobile devices and their technologies” (p. 1). Lehner
and Nosekabel (2002) define mobile education as any affordance or service which
provides individuals with common knowledge through electronic sources and the
pedagogical content which facilitates the comprehension of the information
irrespective time and place. Both definitions put an emphasis on the learning and
experiences of the learner; however, there is a consensus among the researchers that
such definitions are too narrow since the focus is mostly on the mobile technology

rather than learning itself.

Regarding this issue Sharples et al. (2009) stated that the essence of the
learning cannot be well understood; additionally the broader context of the learning
as a part of a more mobile lifestyle is disregarded if the mobile technology is
specifically underlined. Furthermore, they suggested that the theory of mobile
learning focuses on two essential purposes: “context” and “mobility” and explores
how learning goes ahead of time, location, subject and technology regardless of the
notion that learning is restricted to a fixed environment such as a classroom.
Kukulska-Hulme (2009) pointed out that mobile technology has a relationship with
being mobile physically inside and outside, from formal to informal environments,
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permitting the students to guide a way, thus this is what turns m-learning into a
challenging matter. Although mobile learning is handled much more for the
implementation in informal settings urged by individual learners as well as their
needs and interests (Jones, Scanlon & Clough, 2013), mobile learning driven by an
instructor has been researched relatively less (Gikas & Grant, 2013). Concerning the
correlation between formal and informal settings, Melanie et al. (2009) remarked that
thanks to mobile devices, students are able to spare more time to learning out-of-
class, both indoors and outdoors, which brings about “a shift of frontiers between

formal and informal learning” (p. 87) as it is represented in Figure 2.

Traditional learning environment Mohile learning environment Informal learning environment

Figure 2. A Shift in the Frontier between Formal and Informal Learning with
Mobile Devices (Melanie et al., 2009, p. 87).

As illustrated in Figure 2 firstly, the “traditional learning environment” (zone
A) indicates formal classroom tasks assigned by the teacher to be carried out outside
the classroom; secondly, “mobile learning environment” (zone B) describes a
number of activities that can be performed outside through mobile devices. In
addition, teachers can supply many other supplementary activities from real world as
well as formal assignments; and thirdly, the “informal learning environment”
(zone C) represents the facility enabled by handheld devices which might lead to

self-enhancement of students to learn more.
2.3.1 Theories of Mobile Learning

Researchers interested in m-learning might need a theory of mobile learning
and a clear definition of m-learning owing to the strength of theory to “define a
research agenda” or generate beneficial judgements and generalizations (Traxler,
2009). Therefore, concerning the use of technology for educational purposes,
teaching and learning methods applied by educators may require a theory in the

background to find out how to teach and learn in an effective way. In a sense, there
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appears to be a strong connection between pedagogical theories and learning
theories, because of that the way to apply mobile technologies for learning is based
on the learning theory. Herrington and Herrington (2007) put an emphasis on the
significance of the learning theories in m-learning as indicating that embracing more
current learning theories would be able to make use of the facilities of the
technologies more efficiently.

Many researchers have recognized the association between the existing
learning theories and m-learning theories. For instance, Naismith et al. (2004)
contrasted learning theories such as behaviorism, constructivism, situated learning,
collaborative learning, informal and lifelong learning against m-learning theories.
Moreover, Keskin and Metcalf (2011) put forward such theories as: behaviorism,
cognitivism, constructivism, situated learning, problem-based learning, context
awareness learning, socio-cultural learning, collaborative learning, conversational
learning, lifelong learning, informal learning, activity theory, connectivism and

location-based learning.

As a consequence, encountering with a number of distinct learning theories
makes it inevitable to promote different viewpoints to m-learning. Traxler (2009)
pointed out that mobile learning as lacking a cohesive theory and framework might
face certain challenges, but also it can take advantage of this situation. They are
teaching theories built on the presumption that a classroom is where learning occurs
and is facilitated by a trained teacher. The critical point is that any theory of mobile
learning must embody the greater part of learning occurring outside the classroom
and individually launched and constructed as well as involving the developments of
learning (Sharples et al., 2004). Concerning the pedagogical perspectives of mobile
learning, NESTA (the National Endowment for Science, Technology and the Arts)
Futurelab (2004) reported literature review in mobile technologies and learning and

revealed some pedagogical models associated with m-learning.

In behaviorist learning paradigm, learning is considered to be efficiently
enabled by reinforcing a connection between a specific stimulus and a response.
Applying this to m-learning can develop the process of behavior learning. By means
of mobile devices, certain practices within the cycle of behaviorism can be made, for

example, introducing teaching materials, content or particular questions (stimulus),
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receiving answers from learners (response) and providing effective feedback
(reinforcement) (Naismith et al., 2004).

In constructivist learning paradigm, learners are involved in an active process
of learning by constructing new ideas related to their present and past knowledge
(Bruner, 1966). Thus, learners need an environment which enables them to construct
knowledge, actively attending in the learning process and using appropriate tools to
apply to their knowledge. At this point, mobile devices offer learners with an
opportunity of participating within a realistic context, and reaching any assistive
tools (Naismith et al., 2004).

Situated learning paradigm suggests that cognition and learning are situated
and activity and comprehension occur before conceptualization. Situated learning
activities encourage learning within authentic contexts and learners need to be
involved in the community of practice (Naismith et al., 2004). This authentic context
can be embraced in learning environment through mobile technology. As mobile
devices appear in various contexts, they are more appropriate to context-aware
applications. As an example, the museum and art sector has taken the lead towards
the way of context-aware mobile computing (Naismith et al., 2004).

As mentioned above, there are two other models that are linked to the situated
learning: problem-based learning and context-awareness learning. The aim of
problem-based learning (Koschmann et al., 1996) is to improve students’ critical
thinking skills through an ill-defined problem as a prompt and this reflects what they
would run into as a professional. This learning type is applicable to mobile learning.
Students are supported to locate the parts of knowledge they need to comprehend the
problem during the whole process of seeking a problem. Afterwards, students collect
all these learning cases together with data, hypotheses, and plans for the prospective
questioning and utilize the collected information to make a plan for the future recap
of problem creation, solution, reflection and abstraction. As for the second model,
context awareness (Naismith et al., 2004) is defined as collecting information from
the environment to observe the situation related the user and the device. Context-
aware mobile devices allow learners to keep their attention on the world and help
them when they need.
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In the sociocultural learning paradigm, learning occurs in a social context
(Rogers, 2002) and collaborative group work and interaction among peers can play a
significant role in finding out a learner’s own conceptions (Vygotsky, 1978). Mobile
learning can support this process by promoting the quick access to each user anytime
and anywhere, casting out content, information, experience and conversation;
thereby learners can create “communities of practice” (Wenger, McDermott &
Synder, 2002), additionally informal discussion groups in order to enhance their
learning process. Regarding collaborative learning, mobile technologies can make
great contributions to collaboration among learners due to the functions and
extensive usage area of mobile devices (Naismith et al., 2004). These functions of
mobile devices include communicating with other devices, sharing data, files and
messages, connecting to a joint network, being used in a group environment and

developing many opportunities for collaboration.

In the informal and lifelong learning paradigm, Tough (1971) stated that
learning occurs anytime and is affected both by the occasions we experienced and
our environment; informal learning might be deliberate, as an example through solid,
important and intentional learning projects. The research on informal learning
indicates that the majority of informal learning occurs beyond formal education
(Tough, 1971; Livingstone, 2001). In this context, the integration of technology need
to be combined with daily life as learning is combined with daily life. Through
mobile technologies many activities related to informal learning can be promoted and
in addition to that, the qualities of mobile devices such as portability and practical

usage contribute a lot for making them demandable for informal learning.
2.3.2 Mobile-Technology Assisted Project-Based Learning

Recently the extended use of mobile devices in schools has seemed to generate
an increase in mobile learning as a major subject for the researchers in education.
The research concernment is stimulated through the on-going advances of
technology, the extensive usage of cost-effective mobile devices and their great
appeal to adults, teenagers and children. These technological and social variations
going along with the recent ubiquitous use of mobile devices has also been
influenced by the generally accepted assumption that learning is never-ending and
occurs anywhere and anytime (Gee, 2007). Theoretical approaches identify that
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learning is not restricted to formal settings dependent on curriculum; rather, learning

in informal settings has gained momentum.

According to Sharples, Corlett and Westmancott (2002) learning in schools or
formal education has mostly centralized on classroom learning, facilitated by an
instructor who introduces the course materials in an abstract “out-of-context” format,
but rather promoting meaningful learning experiences in outdoor contexts.
Consequently, mobile learning has been offered for various learning objectives
enabling a wide and coherent context for authentic interaction with the material
(Rogers et al., 2005). Alternatively, project-based learning activities associated with
mobile learning has been viewed a significant teaching and learning approach in
order to provide both in school and out-of-school learning experiences. As
Blumenfeld et al. (1991) stated the goal towards the completion of a project work
provides students with many opportunities to enhance self-confidence and
independence and to work in groups in a real-world setting by cooperating over a

task which is not externally imposed.

The use of technology is also mentioned as an important feature of project-
based learning. There seems to be a common agreement that project work and the use
of technology, in particular mobile technology, complement each other as well as
serving as a tool for cooperation, collaboration, interaction and communication.
Based on the current widespread Internet networks and Web-based mobile devices,
the use of technology has already been taken for granted by students and the property
of being able to use it in authentic settings is what captivates the interests of students.
Vavoula et al. (2009) indicated that previous studies have built on the methodologies
applied to preceding studies discussing the use of multimedia. For instance, Markett
et al. (2006) carried out a study about the use of short message service (SMS) in
order to reinforce interactivity between students and teachers in classroom
environment. In addition, Sharples (2000) investigated how mobile technology is
being utilized to encourage lifelong learning. Regarding the literature review in the
context of PBL approach, there are a number of studies done in connection with the
use of mobile phones; however, limited number studies exist on the point of the
assessment of how to integrate mobile phones effectively into teaching and learning

process related to PBL.
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2.3.3 Mobile-Blended Collaborative Learning (MBCL) Model

The MBCL model was suggested by Lai, Khaddage & Knezek (2013) as a first
stage progressing to conceptualize the utilization of mobile technologies and
applications in order to combine formal and informal learning (see Figure 3). This
model belonged to a blended learning model by Khaddage et al. (2009) signifies the
affordances of mobile technologies as to promoting a blended and collaborative
learning setting by putting an emphasis on the advantages of informal learning to
minimize the disadvantages of formal learning, thus creating “a more balanced and

flexible learning environment” (Lai, et al., 2013, pp. 415-416).

In-Classroom Settings On Demand Learning Community-Based Setting

*Planned & Structured *Information onthe fly *Dynamic & Challenging

*Static & Pre-organized * Anytime anywhere Access *Portable & Flexible
*Tweet, Flicker, RSS. Podcast

1 1 I

Mobile

. o d Informal
Formal Learning Learning

1 I I

*Follows prescribed strategies " Social Platform *Interactive & Innovative
*Predictable & Boring - *iBook, info badges blogs *On demand & Collzborative
- *Google apps, free ed. apps *Exciting & Fun
*Multimedia Streaming Video
*Google Chrome free access

Figure 3. Mobile-Blended Collaborative Learning Model (Lai et al., 2013, p. 418).

Lai et al. (2013) stated the use of mobile devices provides many advantages
such as collaboration between peers and teachers face-to-face in the classroom,
getting access to resources and lesson content from a distance by means of a Wi-Fi
network in order to hold picture and text or videotape presentations and make online
contact with students in different classes or people in other communities. Therefore,
this connection between distinct learning settings ensures mobility and adaptability

of learning and enhances the learning experiences.

Consequently, one question arises as to how m-learning mediated by
applications would be applied in practice and how formal and informal learning
could be blended, by taking the great number of current mobile apps into

consideration. In the MBCL model, there are three essential app classes which have
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been predicated as convenient for the mixture of formal and informal learning

(Khaddage et al., 2011). A concise description of these categories as follows:

e “Tools for collaboration” (p.419) (e.g. Google Apps) provide the opportunity
of sharing files and docs amongst teachers and students both within out-of-
school hours and in class.

e “Tools for coordination” (p. 419) (e.g. Twitter) can be beneficial to notify
students about deadlines of assignment, class scheme and changes.

e “Tools for communication” (p. 419) (e.g. Facebook) can be used for real-time

(synchronous) and non-real time (asynchronous) communications.

In addition to the tools above, mobile instant message (MIM), which is a cross-
platform social-media tool, can be involved in the first and third category considering
that recent years have witnessed a rapidly increasing trend of using the new
generation mobile IM apps on the smartphones. WhatsApp provides users to send
and receive a variety of media such as images, videos, and audio and text messages
synchronously to either individuals or groups of people. Furthermore, the majority of
HE institutions are voluntary to adopt the use of mobile devices enabling text and IM
for educational purposes (Jeong, 2007; Kennedy et al., 2008). According to
Motiwalla (2007) conducting research on the use of IM for educational purposes, the
demand and interest for mobile devices is rapidly increasing among students and
most university students take the advantage of texting via m-learning instruments.
These three categories of mobile application tools can be implemented to combine
formal and informal learning. When utilized for learning activities designed in terms
of well-structured pedagogies, these mobile apps and tools can offer fairly interactive

informal and precise community-based learning activities (Khaddage et al., 2011).
2.3.4 PBL in Mobile-Blended Collaborative Learning Environment

As stated in the previous sections, project-based learning has increasingly been
promoted by technology and this brings up a great contribution to fostering real
world experiences beyond the classroom. From this perspective, bridging the gap
between technology-based knowledge construction and the needs and interests of
students rather than merely instructing technical information abstracted from
pedagogical or curricular objectives need to be highlighted (Kanaya, 2005;

Tangdhanakanond, Pitiyanuwat, & Archwamety, 2006).
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In a mobile-blended collaborative learning setting, students are required to be
exposed to authentic scenarios in which they can actively participate. In this sense,
project-based learning supported with digital and mobile technologies is
acknowledged as an effective way to combine both traditional face-to-face learning
with outdoor or informal learning (Lai et al., 2013). While engaging with real-world
activities or projects, students may need scaffolding from teachers and this is also
necessary to encourage students to focus on the task, the setting and the community
of learners. Through the apprenticeship process, students are urged to work in
cooperation and be involved in collective attempts; similarly they keep going from a
novice to an active contributor (Hung et al., 2005).

Mentz and Goosen (2007) indicated that collaboration through mobile
technology contributed many advantages to the students such as exchanging ideas,
sharing clues to solve problems, resolving any problem faced and handling each
other’s mistakes. On the other hand, in contexts where the population of students is
huge, the distances are more than traditional classrooms as well as lack of teacher
availability, effective scaffolding gets essential. Therefore, through numerous
opportunities and affordances of mobile technology for collaboration students will be
able to leverage their learning and efficiency while working on a project in groups in

a MBCL environment.
2.3.5 Implementation of M-Learning in an EFL Classroom

In the current continuously evolving mobile world, portable technologies have
extended the opportunities for making teaching and learning susceptible across
diverse contexts and physical settings. The advent of social media, the augmentation
of mobile apps, software programs and associated technologies as well as the
worldwide Internet access have all enriched the experiences of m-learning, though
brought forth several challenges. However, for language learners a paradigm shift
has emerged in which learners make full use of these m-learning opportunities to
substitute for traditional language teaching and learning ways (Beatty, 2013). In
addition, “audio translation apps, augmented reality and just-in-time” learning
approaches enable many novel facilities against those with “neither access nor time”
to learn a foreign language (Beatty, 2013, p. 2). Chinnery (2006) stated the primary

initiatives of m-learning in language learning context as vocabulary practice,
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translation, quizzes, voice recording, podcasts, videos and access to live tutors. Thus,
m-learning seems to offer ample new channels to students for language proficiency.

In a paradigm shift, mobile learning has turned out — and to be continued — a
process unbound to classroom learning. What the underlying cause for such a shift is
slightly recent manners amongst language learners, especially so called “digital
natives” born with mobile learning technologies and instinctively contacting with
them (Puybaraud & Hahn, 2012).

M-learning for language learning which is also termed as MALL — Mobile-
Assisted Language Learning — it is partly a new research area compared to CALL
and e-learning. Furthermore, MALL does not have one single coherent theoretical
framework as seen in CALL (Hockly, 2013). In the meantime, there have been
numerous efforts to incorporate mobile technologies into the existing classroom
setting, but the ‘mobile’ feature of m-learning implies that there might be novel

learning opportunities in out-of-class environments (Beatty, 2013).

A study conducted by Hwang and Chen (2013) looked at how known situated
settings could enhance language learning, such as studying vocabulary under “food”
topic while having lunch at school. In a familiar context, students could listen to
records repeatedly which provided many opportunities to make more practice and
communicate with their friends in the target language. In addition, students were able
to make their learning constant from school to home and learning occurred

simultaneously in their everyday lives.

According to Traxler (2013) by identifying and allying with global mobile
technologies language learning is likely to be more “authentic, efficient, relevant and
effective” (p. 2) suggesting that these technologies can be assumed as:

e an important delivery mechanism, with unexploited affordances such as
image-capture, speech recognition, and location-awareness, which builds on
ten years of pilots, projects, and interventions (p. 2).

e an important modifier on the nature and extent of which language functions
need to be learned, practiced, retrieved, rehearsed, and memorized, or can be
outsourced to personal mobile devices as extensions of human cognition,

senses, and memory (p. 2).
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e an important determinant of linguistic practices and the nature of discourses
across the community, especially amongst less advantaged sectors with less
access to conventional ICTs, Information and Communication Technologies,

the rather opaque term for today’s digital technologies (p. 2).

Concerning language skills, many common activities such as vocabulary and
grammar practice are quite appropriate for mobile access and needed to be
cultivated; however, the exact affordances of mobile devices for language learning
also include consideration about the present attitudes and abilities of both students
and teachers (Kukulska-Hulme, 2013). Based on the observations from the studies in
EFL context, it is possible to understand the impact of the use of mobile technologies

on attitudes towards language learning.

On the basis of a study involving 45 students from eight distinct countries, Hsu
(2013) asserted that the students having diverse cultural backgrounds adopted
different attitudes towards mobile-supported language learning. Many students were
in doubt about how possible it would be to practice all language skills via mobile
technology. This was concluded to result from varied experiences and expectations

of the students as well as not having any opportunity to experience otherwise yet.

Another recent research investigated the attitudes of 345 students in higher
education in Sweden and China (Viberg & Gronlund, 2013). The findings indicated
that students exhibited positive attitudes toward the opportunity to individualize their
learning, have a real-world experience, such as solving problems they faced,
involving in social communities and creating their own learning context, share
information and work in collaboration with peers, teachers and other experts, but the
impact of cultural differences on attitudes was not recognized in the study.

In a further study reported by Song and Fox (2008), English language learners
were found successful at utilizing mobile devices to enhance their learning
consistently in out-of-class setting on the purpose of achieving a mutual long-term
goal to extend their vocabulary knowledge in English. However, it is necessary to
note that those students were independent learners and adopted positive attitudes
toward mobile learning. Furthermore, a current study (Chen et al., 2013) showed that
e-books EFL students in tertiary level had a positive effect on their reading attitudes

and comprehension as well as vocabulary learning.
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Finally, Hockly (2013) conducted a classroom-based action research with two
successive groups of international EFL learners from a private language school in
Cambridge, UK. The first group involved very low-level learners while the second
one involved low-intermediate level learners. Each group underwent four and a half
hours instruction from two teachers during a period of two weeks. The overall aim of
the study was to “generate theory from practice” with the intent of developing a
practical framework to plan and implement communicative tasks using mobile
devices in the language class. Most students were found to be satisfied with utilizing
mobile devices and desired to keep learning in this manner. Based on the findings,

six parameters were devised for the design of mobile-based communicative tasks:

e hardware (device affordances including features — connectivity capabilities)
e mobility (devices, learners or learning experience)

e technological complexity (learners’ technological competence)

e linguistic and communicative competence

e content, tutorial, creation or communication MALL

e educational context (learners’ expectations and learning styles) (p. 9).

From these parameters, “technological complexity” and “linguistic competence”
signify that when assigning or designing a task to perform or designing a mobile-
based activity, teachers take the complexity of technology and language into
consideration to facilitate the learning process and make the core elements of

learning clear for students.
2.4 Recent Research

As discussed in the previous reviews of literature, mobile learning with the use
of wireless mobile technology provides the opportunity of accessing information and
any learning resources or materials from anywhere and at any time. As a result,
learners can benefit from mobile technology whenever they would like to learn and
in whichever contexts they are in without wasting time; thereby, they have more
control over their learning goals. In essence, this situation brings up the consideration
of formal and informal learning through the use of mobile technologies. In this
respect, Sharples, Taylor and Vavoula (2005) argued that the existing learning

theories are not adequate to conceptualize mobile learning since these theories are
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based on traditional classroom learning regardless of outside the classroom learning-
and do not even take the mobility aspect of learners into account. Starting from this
point of view, there are three significant elements of mobile learning: first, learners
are on the move either physically or in terms of time; secondly, a great amount of
learning occurs out-of-school or informal learning settings and thirdly, the ubiquitous

nature of learning.

Regarding these two fundamental aspects — formal and informal learning — of
mobile learning, two case studies (Jones et al., 2013) about supporting inquiry
learning in informal and semiformal settings with mobile devices were conducted so
as to figure out more about learner control and the effect of technology on promoting
the inquiries of learners. The first case study regarded the use of web-based software
to promote science inquiry learning by over 500 secondary students, aged 12-16 in
semiformal settings such as classroom, a nature reserve, field trips and the students’
homes, whilst the second case study explained informal learning of adult learners
making use of their own mobile devices to learn about landscape. In the first case
study, the analysis of data including field notes, video, audio and transcriptions was
made through qualitative methods and based on thematic coding emerging two
themes focusing on: “using mobile devices in situ and supporting choice and learner
control” (p. 24). In the second one, the findings from a web survey of 659 subjects
showed how participants used Web 2.0 mobile technologies to keep and share
location-based information and dealt with authentic inquiry-based learning. The
findings indicated the software and technology were able to support (a) the restricted
number of questions the students selected, (b) the students studying with no
scaffolding from their teacher in an informal setting, and (c) having the opportunity
of determining their question was meaningful to the students: they appreciated being

in charge of their learning process.

Another study (Pimmer et al., 2014) was carried out in nurse education in the
face of the proliferation of mobile digital technology and the growing interest in
mobile learning. The majority of the research in this field focused on limited projects
in developed countries without considering far-away and lack of resource areas in
informal learning contexts in less developed countries and how mobile technologies
were utilized there. The aim of the study was to make up for this gap by examining

how nurses use mobile phones as educational tools in remote areas. As for the setting
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and methods of the study, in South Africa 16 nurses participated in an advanced
midwifery training course and semi-structured interviews were made with the
facilitators and clinical managers about the use of mobile technology for educational
purposes. Five main themes were emerged: “authentic problem solving, realization
of unpredictable teaching situations, reflective practice, emotional support and
belongings and lifelong learning” (p. 1402). The findings showed that in outside of
formal classroom settings, the social communication functions and apps of mobile
devices enabled “peer-to-peer co-construction and exchange of knowledge and
emotional support” (p. 1404); additionally the convergence of mobile phones and
social media promoted socio-cultural participation and developed professional
relationships. Finally, several suggestions were proposed about how these informal
learning settings could contribute to mobile learning to make it advance in more

systematic structures.

Clough et al. (2009) reported a study investigating the informal learning
practices of mobile device enthusiasts who utilized the functionality of a PDA and
Smartphone. Especially PDA and Smartphone users were chosen as the sample and
active web forum users were employed as participants. In order to understand how
the users used their mobile devices to enhance informal learning a web-based survey
method was applied with structured questions. Out of over 200 responses to the
survey, 53 percent notified they used mobile device to support informal learning. No
big difference was found between PDA and Smartphone users. The findings
demonstrated the users made use of mobile devices for a variety of informal learning
activities. The “portability, storage capacity and computing power” (p.109) of mobile
devices had impact on their decision.

Considering the recent studies mentioned above, various functions and
innovations embedded in mobile devices may play a role in making learners demand
access to information anytime and anywhere, which in turn supports their informal
learning. Moreover, just-in-time learning may enable high level learning, effective

collaboration and authentic learning environment.

In the respect of mobile technology driven blended learning, the use of mobile
devices for informal learning has aroused attention in many research fields though

there are limited empirical studies incorporating both mobile and blended learning in
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the same context. However, in terms of the research on mobile devices supported
informal learning, currently museum learning has become a significant research topic
in the field of informal learning (Hou et al., 2014). This has been integrated into a
blended museum learning environment as a mobile-guided activity. The reason for
making reference to museum learning in a blended mobile learning setting is to
signify informal learning provided via mobile technology and to exemplify blended

learning employing a virtual learning activity.

A study conducted by Hou et al. (2014) explored a blended mobile museum
learning environment in order to investigate the effectiveness of learners’ learning
and the behavioral patterns by employing three blended museum learning modes.
The participants of the study involved 58 college students. The experiment put
emphasis on the examination of blended learning and museum learning in an
informal learning context; signified monitoring and finding out the blended learning
behaviors of learners in an authentic setting in an attempt to allow them freedom to
experience authentic learning without any time constraint. The mobile learning group
performed much better than the traditional learning group and the paper-based
learning group as well as having higher rate of their participation. The findings
indicated that the blended mobile museum learning might assist learners to
concentrate on the interactions between on-site visiting and the mobile learning

systems and that mobile learning gives learners more time to learn on the website.

Regarding the effectiveness of mobile technologies, a study by Barhoumi
(2015) was carried out to promote a blended learning course called “Scientific
Research Methods” in Information Science. More specifically, the focus of the study
was on evaluating the effects of mobile learning activities via WhatsApp which was
prompted by activity theory on learners’ knowledge management. The study was
based on an “experimental approach-based comparison” (p. 221) between two groups
consisting of one experimental group with 34 students and a control group with 34
students. The experimental group was involved in both face-to-face and online
training as follows: two-hour in-class learning and one-hour of online learning
activities supported through WhatsApp instant messaging per week. The control
group was involved in complete in-class learning without any mobile app mediation.
The WhatsApp conversations in the experimental group were administered by the

instructor. Both groups attended face-to-face classroom hours to discuss the course
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content. t-test was used to compare the means of the experimental and control
groups. The results showed there were positive effects on the blended course
experiment composing 70% of traditional classroom learning and 30% of online —
WhatsApp discussions. In addition, the analysis of attitudinal data indicated that the
students adopted positive attitudes towards engaging in WhatsApp learning
activities; consequently, contrary to the control group in the experimental group, the
learning process had certain positive outcomes such as facilitating learning,
scaffolding the students to resolve any learning hardships, and sharing and

reinforcing knowledge.

Yen and Lee (2011) held out a blended learning environment which combined
mobile learning, web-based learning and classroom teaching in their study. The
purpose of the study was to find out problem solving patterns and their impact on the
learning achievement. The quasi-experimental method was used and the cluster and
content analysis were merged, which resulted in three distinct groups: “the hybrid-
oriented group, the technology-oriented group and the efficiency-oriented group”
(p.138). Based on such data sources as self-assessment by students, weekly
interviews, logs and achievement test, it was indicated that the students in the
efficiency-oriented group were more successful than the other groups on problem
solving performance as it was more task-oriented compared to others. In addition, it
was signified that the students were encouraged to interact more and gain higher
achievement outcomes in problem-solving process via classroom group discussions.
Therefore, it is broadly evident that mobile-blended learning environment has a
positive impact on the learning process by encouraging more collaboration among
the learners, exchanging ideas, increasing motivation and most importantly enabling
constant interaction between the learners and what they are learning by developing

positive attitudes towards informal mobile learning activities.

Considering the affordances of mobile technology, it becomes possible to
provide “instant feedback” for educational purposes. Reviewing the literature about
this issue, the concepts ‘immediate feedback’ and ‘instant feedback’ are used
interchangeably; in addition, there are some other terms such as ‘rapid’ or ‘prompt’
feedback; however, there is not any consistency in the use of these terms in the
literature. To illustrate one current research on immediate feedback, two studies

(Muis et al., 2015) were executed to investigate the perceptions of kindergarten
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students on the use of technology in the classroom and the effects of receiving
immediate feedback versus no feedback during the learning process on their
attitudes, feelings, interest and learning outcomes in their literacy skKills
improvement. Through a variety of tasks, the students benefited from different tablet
apps with and without feedback formats. In the first study, 31 students were
interviewed and assessed over two sessions while in the second one 33 students were
interviewed and assessed over two sessions. The analysis of the data indicated that
the students were satisfied with receiving positive feedback while not enjoying
getting negative feedback on their incorrect answers. As a result of the analysis,
technology-mediated feedback in the first study had lower levels of satisfaction while
having higher levels of achievement; as for the second study technology-mediated
feedback produced more boredom and less interest compared to no feedback study,

but feedback turned out less boredom and higher levels of achievement.

Another study (Cicek et al., 2013) was conducted at a state university in
Turkey in order to explore a mobile phone Short Message Service (SMS) - based
immediate feedback system and explain the ideas of instructors. In the study, data
were collected through semi-structured interviews with four faculty members from
different departments. The significance of the study was to assist to eliminate any
barrier in designing a cell-phone based immediate feedback system and suggest
pedagogical principles. The major findings including both advantages and limitations
were revealed as follows: Advantages were (a) “anonymity”: the anonymity of the
system motivated students to get interested in activity which was mentioned by one
of the instructors, (b) “availability”: availability was recognized as a benefit of cell-
phone SMS-based immediate feedback systems and it was stressed that thanks to this
system, “anywhere” and ‘“anytime” interaction was enabled, (c) “crowded
classrooms”: two instructors stated the system was suitable especially for crowded
classrooms, additionally it was fast and functional. The limitations of the system
were explained under these topics: “time consuming,” “design issues” and “novelty
effect” (p. 3). Consequently, the finding of the study indicated this system could

encourage students to participate in the learning process for lecture sessions.

47



2.5 Summary

First of all, a broad range of literature about PBL was provided embodying (a)
principal characteristics of PBL: authentic learning, roles of teachers and students,
learner autonomy, and collaborative learning and group work, (b) assessment of PBL
(c) advantages and challenges in implementing PBL and (d) PBL in the EFL
classroom. Secondly, blended learning was discussed in terms of its theoretical
background, approaches, some example implementations and blended learning in an
EFL context. Thirdly, mobile learning was discussed touching upon (a) theories of
m-learning, (b) mobile technology assisted learning revolving around such basic
concepts as PBL, collaborative learning and blended learning, and (c) the application
of m-learning in the EFL classroom. Lastly, recent research was discussed including

empirical studies which were relevant to the study.

Regarding the literature that examined the implementation of PBL in an EFL
context, it was indicated that PBL has a great potential to enhance the language
proficiency of EFL learners as well as their social and cooperative skills by providing
the learners with the opportunity of working on real-life subjects in an authentic
environment, which is often limited in a traditional learning environment. Although
the studies in PBL could not explain more details about the effects of PBL on
language skills, the findings of the reviewed project works demonstrated that the
students were able to practice four core language skills through integrated sub-
activities such as note-taking in the target language while listening, writing a final
report on the project, going through research trips about the content of the project

topics and communicating with the native speakers.

By reviewing the literature about project-based learning, it was found that there
is not any empirical study which emphasizes the learning process provided with
various project works, in particular in foreign language learning context, mediated
with mobile devices, especially mobile phones. However, research about the related

subject had already been mentioned under the main heading of PBL.

As the present study was based on “Mobile-Blended Collaborative Learning”
model, project-based learning was the underlying approach behind the research. This
chapter also reviewed the recent research that investigated the use of mobile
technology in various disciplines, in particular in EFL settings. The studies showed
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that the students benefited from mobile devices in a variety of settings (formal and
informal) since mobile technology provides learning and access to information
anytime and anywhere to facilitate processes such as project work, collaborative
learning activities and in-class activities. Furthermore, there are numerous ways to
make use of mobile technology to support blended learning. As an example,
WhatsApp has potential to develop a blended learning course in terms of enabling
high level learning. In this context, one study examining the effects of receiving
feedback via mobile technology versus no feedback indicated that the students’

perception was positive in favor of the technology-mediated feedback.

Most of the reviewed empirical studies related to m-learning generally focused
on the perceptions and attitudes of students towards the educational uses of mobile
technology and failed to provide more detailed analysis of processes the students got
through; therefore the actual use of mobile technology in formal and informal
settings was not fully realized. Notwithstanding, the studies conducted in mobile-
blended learning settings indicated that there was positive impact on students’
learning progress by ensuring consistent interaction among the students and between

the teacher and the students.
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Chapter 3
Methodology
3.1 Introduction

The purpose of the study was to examine how the use of a mobile instant
messaging application, WhatsApp, providing instant feedback affects the language
proficiency of the EFL students while carrying out their project work in a mobile-
blended collaborative learning setting. The key research question which was sought
is as follows: What is the effect of integrating WhatsApp mobile app into a group
project work in out-of-school setting on EFL prep students’ language learning
process? Sub-questions guiding this research are as follows:

1. What are the prep school students’ perceptions of being involved in the
project work setting powered with WhatsApp?

2. What language practices do they experience in their language learning
process through WhatsApp discussions?

3. How do peer and self-assessment differ in scores on each student’s
contribution to group work?

4. How are evaluation scores of the project works produced by each group?

In what follows, the overall purpose of this study, the research design, the
participants, the instruments which were used to collect both quantitative and
qualitative data, the procedures of data collection and analysis and limitations of the
study are explained in detail.

3.2 Research Design

In this study, a mixed method case study (Yin, 2009) was used to gather data
for an overall interpretation and investigate the data within a specific context. Yin
(1984) defines the case study research method as “an empirical inquiry that
investigates a contemporary phenomenon within its real-life context; when the
boundaries between phenomenon and context are not clearly evident; and in which
multiple sources of evidence are used” (p. 23). The aim of the study was to explore
the effects of WhatsApp on the language proficiency of the EFL students in a MBCL
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setting. Therefore, the above review of the literature clearly points out that the mixed
method case study was a proper research design for this study.

A case study was carried out based on its appropriateness and effectiveness for
this particular study. Case study is a “strategy of inquiry in which the researcher
explores in depth a program, event, activity, or one or more individuals” (Creswell,
2009, p. 13). According to Yin (2009) a strength of case study is the capability of
investigating extensively, a case or a system within its real-life context in order to
outline what happened and why. On account of achieving this, case studies enable
data that is often gathered through various sources of information including both
quantitative and qualitative data sources such as interviews, observations, documents
and audio-visual materials (Creswell, 2013). The object of collecting data based on a
variety of sources is to develop the theory suggesting the qualities of the case and to
promote the validity to the arguments made by the researcher or the participants in
the case (Stake, 2005).

On the basis of the research design, the quantitative data of the study were
collected through a peer evaluation form which was developed by the researcher to
make the students evaluate themselves and their team members’ contribution to the
final product and a scoring rubric designed by the researcher to assess the project
work of the students. As for the qualitative data, the research data were collected
through semi-structured interviews, focus groups aiming for exploring the students’

perceptions deeply and WhatsApp log files.
3.3 Setting and Participants

This study was carried out in the spring term of the 2014-15 academic year at a
Turkish private university, which is located in Istanbul, Turkey. The university is
both Turkish and English medium university, but the one-year preparatory English
program is obligatory for all of the undergraduate students who are not able to

achieve the required English proficiency level.

The School of Foreign Languages offers intensive English preparatory program
for undergraduates for the purpose of preparing them for their education in their
departments where the medium of instruction is English. The intensive English

program is based on modular system. An academic year in the English prep program
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consists of four modules, two modules in the Fall Semester and the other two in the
Spring Semester; each module lasts for eight weeks. Weekly quizzes and final exams
at the end of each module are held. The students are required to pass at the

Intermediate level (B1) to continue their education further.

In each class, there are 15-20 EFL students taking 20 hours of compulsory
instruction per week; 12 hours of which focus on following a weekly schedule
incorporating all core language skills, and eight hours of which is made up of
integrated skills course, four hours of reading and writing, and four hours of listening
and speaking instruction per week. Moodle is used as an online learning space in
English courses, serving certain functions such as sharing answer key of weekly
quizzes and final exams, providing supplementary materials for grammar, reading
and listening as well as communicative and interactive vocabulary activities. The

instructors also obtain the weekly schedule and follow announcements on Moodle.

The participants of this study were the five of the upper-intermediate level
classes, including 42 females and 43 males, 85 Turkish young adult students in total,
with mean ages from 18 to 23 years. Of these participants, 20 are from English
Language and Literature, 20 from Translation and Interpreting, 7 from Mechanical
Engineering, 7 from Architecture, 5 from Industrial Engineering, 5 from Civil
Engineering, 5 from Banking and Finance, 4 from Business, 4 from New Media, 3
from International Relations, 2 Interior Designer, 2 from Sociology and 1 from
Computer Engineering Departments. Upon completing the prep school successfully,

they are expected to continue their education in their own departments the next year.

The present study population comprised of the higher education students from
usually high-income families. They were assumed as experienced users of current
mobile technologies, especially Web 2.0 technologies or social media apps mediated
via smartphones through which the students were accustomed to communicating in
text-based instant messaging online chat platforms in their native language. Hence,
they can perform a variety of tasks either intentionally or unintentionally both in

formal and informal settings.
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3.3.1. Sampling

Morrison (1993) asserted that the quality of a research is not only ascertained
by the convenience of methodologies and instruments employed, but also with the
appropriateness of the sampling strategy that has been adopted by the researcher. In
the study, purposeful sampling method (Creswell, 2013) was used in the selection of
the participants on the grounds of first, eliciting the potential of the students at upper-
intermediate level of English as to undertaking a project work as an out-of school
activity and second, assuming that they had an appropriate level of English to make
use of their knowledge and experiences effectively in authentic settings and lastly, as
the study adopted participatory action research method (Swantz, 2008), the
partnerships enhanced between the researcher and the students. In addition to being
knowledgeable and experienced with the phenomenon of interest (Creswell & Plano
Clark, 2011) the students were volunteer to participate in such a project and had the
capability of sharing experiences, opinions in an articulate and expressive manner

(Bernard, 2002; Spradley, 1979) to answer the research questions.
3.4 Material (Project Work)

The project work was conducted among five upper-intermediate level EFL
classes involving overall 85 pre-university level EFL students who were assigned to
create a class magazine as an out-of-school activity with the use of mobile phone to
accomplish their task in a MBCL environment. The students were asked to actively
take part in the project and were provided with all required information which was
outlined elaborately in a separate project handout (see Appendix A) distributed to
each participant. The fundamental objective of the present project work was to
provide the students with the opportunity of experiencing project-based, authentic,
contextualized, meaningful, engaging and collaborative mobile-blended learning. As
a result, this would enable them to use the target language for a real purpose and help
leverage their language proficiency as well as encouraging them to apply their
linguistic and social skills in various contexts. In order to accomplish these
objectives, the students were expected to involve in such an authentic task of
developing a class magazine in collaboration with their team-mates throughout the 7-
week duration of the module.
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On the whole, there were 22 WhatsApp chat groups and in each group there
were four or five students. In order to avoid any ambiguity, each group was coded
with their class and group number as following: V1-G1, V1-G2, V2-G5, V3-G3, V4-
G2, V5-G4 and so on. V stood for “Vantage” corresponding to “B2 level-upper
intermediate” and G as “group”. The students’ group members were determined by
the students themselves voluntarily by allowing them for some time to make their
final decision and inform their instructor about the related issue. Furthermore, each
group was asked to execute a group contract by designating a group leader who
would facilitate to remain goal-oriented and work in cooperation toward group
cohesiveness and success as well as the group goals and assigning the roles of each
member equally. In WhatsApp chat platform, the students were guaranteed their
confidentiality of mobile phone numbers and were instructed about the procedures of
the use of WhatsApp as following: (a) the admin of each group is the teacher, (b)
there will be four groups of at least three or four students from each class and one
group leader, (c) all of the students will be on the job, (d) the students are free to
share their opinion provided that they stay on topic, () any questions about the
project can be asked to the admin anytime, (f) the group chatting will be in English,
and (g) the students are expected not to leave the group.

The EFL course book of the students was integrated into the project work
requiring the students to benefit from the proposed three units which would increase
the comprehension of the contents of each unit and suggest various alternative topics,
which were listed in the student handout, to make use of them in the magazine. As
for the instructional plan of the module, three instruction sessions including both in-
class, face to face and online instruction mediated through WhatsApp were
conducted by separating the 7-week-project duration (see Table 1) into appropriate
sessions. The first session comprising two initial weeks of the module was carried
out to cover thoroughly the predetermined units in the course book and facilitate the
comprehension of each unit in the classroom. The second session comprising the
third week of the module was focused on examining a variety of actual magazines so
as to recognize the essential elements of a typical magazine through in class
discussions. The third session incorporating four-week group work was allocated all
of the groups to develop and design their magazine. The final session was executed

for the assessment of the project work of each group.
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Table 1
Overall Plan of the Project Work

A. OVERVIEW

Students are expected to create a class magazine in collaboration with their group friends by integrating the
related units in the course book. Through collaboration in the design and development of the class magazine
they can also improve their comprehension of the content area of each unit as well as developing a better
comprehension of informal learning setting as a source of information and cooperation.

a. Prerequisite Skills and Knowledge
EFL Upper intermediate students represent a great achievement in having moved from a beginner to a

competent user of the language. They have extensive experience learning in classroom contexts and are
familiar with different procedures and activities. Regarding that, they need to be encouraged extensive, out-of-
class reading, writing and listening activities by identifying distinct sources of texts. In addition, they are
required to strengthen their team-work or collaboration skills.
b. Outcomes. At the end of this module, the students will be able to:
e build an understanding of magazines by examining different magazines for their target audience.
e design and create a class magazine appealing to the target audience.
o apply their skills to compose texts for interpretation, understanding and pleasure by using a wide
range of procedures, strategies and knowledge in different media.
e analyze and evaluate the factors of varying text structures and language features according to the
purpose of the text or article.
e conduct extensive research in analyzing and conveying information from print/non-print sources.
o reflect on their learning in unit and assess their collaborative skills for learning.
c. Materials and Technology
e  Computer and Mobile phone (smartphone) with Internet access
e  Preparation tools (optional - Microsoft Word/Publisher, PowerPoint, Mobile Apps, etc.

B. INSTRUCTIONAL PLAN
Session 1: Covering Three Units (Week 1 & 2)

e  During two initial weeks of the module, handle the determined units (1, 2 and 3) according to the
weekly pacing. Make sure about the well comprehension of units by the students by applying
various activities into the related parts of skills.

Session 2: Examining Real Magazines (Week 2)

e Show one age-appropriate magazine having a specific genre to the classroom to examine. Ask
students to examine the cover and try to guess the possible content pages which are involved in the
magazine. Displaying both print-out and online versions of magazines can be highly effective.

e Display the table of contents and ask them to check the articles out and explore the contents of the
articles aligned with any pictures and headlines through in-class discussions.

e Inform the class to find appropriate pictures matching with the content of the magazine.

e  Touch upon the ways of designing a magazine in terms of cover, layouts, fonts, images etc.

e Divide the class into four groups including at least four students.

e Give each group a different magazine. Ask them to examine the magazine regarding the
aforementioned issues.

e  Provide time for each group to share their interpretation with the whole class.

Session 3: Creating a Class Magazine (Week 3 & 6)

e  Ask students to review the units they have already studied and look through the subjects, titles,
articles and pictures to activate their memory.

e  Tell students they will work in collaboration with their groups and need to incorporate the main
points handled (partially possible) in the unit.

e For any potential question, they will communicate with the instructor and the group members
through a WhatsApp group.

Session 4: Assessment (Week 7)

e The students are asked to complete a confidential Peer Evaluation form for all members of the
project group so as to evaluate themselves and their peers’ performance during the project work.

e The students, as a group, are required to make an oral presentation to introduce their printed version
magazine within the allocated duration of 10-15 minutes.

e All of the magazines are evaluated by two instructors according to an analytic scoring rubric.
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3.5 Sources of Data

In this study, the data were gathered from four different sources: peer
evaluation form for group work and project scoring rubric in the quantitative phase;
log files of WhatsApp chats and interviews in the qualitative phase. Of these
instruments, except for log files, the other instruments were created by the researcher
and the process used to prepare the related items and questions are described in
detail. For this study, data collection procedure and instruments have been confirmed

by the School of Foreign Languages Department at the university.

First of all, “peer evaluation form for group work” was developed to offer the
students the opportunity of evaluating their own and team-mates’ performance and
provide feedback to each other (\Van den Berg, et al., 2006) during the project work.
The peer evaluation form consists of two different parts; including 10 criteria for
using a 5-point Likert scale in the first part and two multiple choice questions with
five items especially for self-evaluation of the students in the second part. As
reported by Liu et al. (2002) peer evaluation reinforces personal accountability and
encourages the learners to reflect on their work together (Topping et al., 2000). The
peer evaluation form (see Appendix B) included the following items: (a) took an
active role during the project process; (b) voluntarily accepted the tasks which were
determined as a group; (c) contributed effectively to the group discussion and asked
relevant questions; (d) shared opinions for the design and preparation of the
magazine; (e) researched topics well and suggested resources; (f) cooperated with the
group members constructively; (g) helped other group members with their tasks
when they needed it; (h) worked successfully to achieve common goals; (i)
completed the works at agreed-upon deadline and (j) on the whole, she or he was a
good groupmate. These items were prepared based on several key elements of PBL
such as “cooperation and collaboration, project planning, decision making and time
management” (Blank, 1997; Dickinson et al., 1998). On the evaluation form, the
criteria of evaluation were measured through a 5-point Likert scale, whose options
were “strongly agree (1), agree (2), neutral (3), disagree (4) and strongly disagree
(5).” In addition to that, two additional multiple choice questions, which are “What
contribution did you make to the project?” and “Which skills did you use to develop
the magazine?”” were asked to the students to choose one or more options according

to their reflection on their own performance. The content validity of the peer
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evaluation form was based on opinions of the thesis advisor and a 6-year experienced
EFL teacher. Finally, the peer evaluations were kept confidential; none of the

students knew the results.

Secondly, an analytic (descriptive) scoring rubric was used as an assessment
tool in the study in order to identify the students’ competencies in each step of the
project work and thus, to score their overall performance in detail. An analytic
scoring rubric (see Appendix C) was designed by taking account of learning
outcomes and the skills, knowledge and understanding the researcher expected from
the students while working on the project. The reason for choosing such kind of
rubric was to identify and assess the components of the completed task, to provide
the students with sufficient feedback on their performance and to obtain formative
feedback. In an analytic rubric, first the instructor scores each criteria of the product
separately and then sums up each score to reach a final score (Nitko, 2001). The
rubric represented five main domains related to the project work and composed of 4-
point scales to score the 22 class magazines created by 22 groups out of five upper-
intermediate classes. The criteria of the rubric comprised of such topics as planning
and preparation, design, content, collaboration, delivery and presentation as well as
several sub-topics for each one. The dimensions of each criterion were described
from the very least level to the highest level of performance. The descriptions of the
dimensions were scaled through labels as following: “needs improvement (1),
satisfactory (2), good (3) and excellent (4)” and for each label specific performance
criteria being observed were indicated. Finally, thanks to the consultation with the

thesis advisor, the content validity was established.

Thirdly, both focus groups and individual interviews were conducted to add in-
depth richer insights into the study. Semi-structured or open-ended questions (see
Appendix D) were asked to the participants to elicit their opinions. Patton (2002)
pointed out “the purpose of open-ended questions is not to put things in someone’s
mind, but to access the perspectives of the person being interviewed” (p. 278).
Regarding that, the interview questions were interrelated with the research questions
in order to ensure that the data obtained from the interviews would generate findings
for the research questions. The interview guide comprised 15 semi-structured
questions for individual interviews and 10 for the focus groups. The questions were

based on several key words and issues, such as instant feedback, group work, out-of-
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school activity, WhatsApp and collaboration related to the research questions.
Additional questions were also prepared to ensure the flow of the interviews. The
questions were arranged in order of the more general questions about one specific
topic to the specific questions about this topic (Steward et al., 2007). For certain
broad questions, some sorts of probes were prepared to keep the researcher alert to
any unexpected data to emerge and maintain smooth interview session as well as
decreasing the interviewer’s effects on responses to the questions. Finally, the
questions were consulted with the thesis advisor to put them into final form.
Furthermore, so as to verify the content validity of the questions, an experienced EFL
teacher was asked to revise them in terms of clarity and intelligibility of the
questions and also any necessary changes, including grammar, sentence structure,

spelling, and word choice were made in the ultimate phase.

Lastly, log files obtained from WhatsApp group chats were generated by the
system software which is installed in the participants’ mobile phones and they
showed all conversations among the students and the administrator in informal
settings. These files were gathered from the system via email and also any attached
documents, audio files and images were stored. Thus, there were 22 WhatsApp

groups, corresponding to 22 qualitative log files to analyze.
3.6 Data Collection Procedures

In this section, the procedures of data collection are mentioned in terms of the
data sources of the research including peer evaluation form, rubric for assessment,

semi-structured interviews and log files obtained from WhatsApp.
3.6.1 Peer Evaluation Form

83 EFL students participated in the peer evaluation process during the data
collection with the purpose of evaluating the quality of their project work of their
team-mates and give feedback to one another. At the first phase, out of 85 students
76 students completed the peer evaluation form for themselves and each member of
their group without any problem or misunderstanding of the wording and meaning.
Due to being absent from the school on the day the evaluation session was carried
out, the rest of the participants were able to complete the form the other day. For

some classes, the classroom teachers were requested to provide the form to the
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students prior to lesson and in general, the students completed the form using a paper
and pencil format under the supervision of their class teacher within 10 or 15
minutes. Consequently, all of the participants that were administered the peer
evaluation form filled out and submitted it on time. In order to maintain the validity
of the evaluation, the names of the evaluator and of the other students kept
confidential (Dochy et al., 1999).

3.6.2 Project Rubric

By the end of the 7-week project process, all 22 groups submitted their project
by hand with their team-mates within the deadline. As the deadline of the project was
informed to the students prior to the project process by means of both a written
handout given to each student and several warning messages sent from WhatsApp,
all of the groups managed to deliver their product on time without any problem. As
for assessing the end-products, two different sheets were provided to two rubric
evaluators including the researcher; one assessing rubric on which the criteria, level
of performance labelled as adjectives, scores for each level and descriptors of
performance were indicated, and five separate scoring or grading sheets on which the
names of students in each group according to their class were listed to grade the
product of each group. Apart from the researcher, the other evaluator was selected
among the experienced EFL instructors in the same university. Finally, both
evaluators scored the performance and product of the students as independent of each
other in order to abstain from any influence on the grading result.

3.6.3 Interviews

The interviews were held face-to-face in mother tongue (Turkish) of the
participants in two distinct methods, namely with two focus groups, the former
including 16 individuals and the latter 15 individuals, and 10 one-on-one interviews.
As for the selection of the interviewees, purposeful sampling approach was
conducted by selecting the participants who were assumed to have a good grasp of
project process and, thus would be able to respond the questions well. In addition,
especially at least two voluntary students from each class were chosen for the
interview procedure. The interview procedures were strictly followed based on the
model of Creswell (2013) for an interview protocol (see Appendix E). The
components of this interview protocol consisted of the title of the project, the date,
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time and place of the interview; the names of the interviewer and the interviewee; a

brief description of the project and so on.

The approach of the interview was based on “standardized open-ended
interview” which emphasizes that since the interviewees answer the questions with
their own words, opinions and perception, the data collected based on these answers
become open-ended at present, but the exact wording or order of these questions is
adjusted in advance (Patton, 2002). This means that the interviewer pursues a strict
guide in which there is no flexibility in the sequence of the questions; in other words,
the interview questions are written in advance by following the exact wording and
order of questions and then asked the same open-ended questions to each interviewee

in the same order.

Based on the literature above, the interview questions were addressed to each
participant in the same sequence both in focus groups and one-on-one interview
sessions. Each individual interview lasted 10-15 minutes while focus groups lasted
about 30-40 minutes. Concerning the recording procedure, the one-on-one interviews
were audiotaped and the focus groups were videotaped. The researcher played as a
facilitator or moderator and at the beginning of each session, asked some warm-up

questions to put the interviewees at ease and then carried on the flow of interview.
3.6.4 Log Files

The WhatsApp chat log files were obtained by means of the database system of
the smartphone, following these subsequent steps: going to the WA main screen,
clicking on options > settings > chat history > select chat history, selecting the
desired chat to email, and finally the chat history appears to be attached to the email
as a .txt file; in addition, any extra files such as images and documents can be added
automatically. However, this process can change according to the use of different
software programs on the mobile device. All groups were administered by the
teacher during the whole project process. The students were required to chat in the
target language as it was the focal aspect of the study and were not allowed to exit
the group for any reason. In conclusion, the students had the opportunity to chat with
each other and receive instant feedback from the teacher anytime and anywhere

without any interruption.
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3.7 Data Analysis Procedures

This section discusses the analysis of the research data which were collected
through peer evaluation form, project scoring rubric, focus group and individual
interviews, and log files. For analyzing quantitative data, IBM SPSS Statistics 20.0

software was employed in the study.
3.7.1 Peer Evaluation Form Analysis

The peer evaluation form asking for each participant to evaluate themselves
and their peers included ten criteria requiring each student involved in the project to
indicate the extent to which they agreed or disagreed on the specified criteria both
about themselves and their team-mates by using a 5-point Likert scale in the first
part. As for the analysis, Pearson correlation analysis was conducted to examine the
correlations between the values given to each participant and determine if there was
statistically significant relationship between these values. In addition, for the second
part including two multiple choice questions offering more than one option to

choose, frequency analysis was applied.
3.7.2 Project Rubric Analysis

The analytic scoring rubric was the further data to analyze in the quantitative
inquiry. For quantitative assessment of the rubric as an assessment tool for the final
products of group work, inter-rater agreement analysis (Weber, 1990) was employed
and two raters were participated in grading the rubric. As a matter of fact that
Pearson correlation was found appropriate to examine and interpret the correlation
between the two continuous variables in the data (Biiyiikoztirk, 2005). Once the
scores from the rubric were written out into spreadsheets and loaded into SPSS,
Pearson correlation coefficient analysis was applied to evaluate the inter-rater

reliability of two raters.
3.7.3 Interviews Analysis

In the analysis of the interviews, each of 10 audio recorded one-on-one
interviews and each of two video-recorded focus group interviews were carefully
listened and watched without being transcribed in the first step. Then, those

interviews were transcribed verbatim. The transcripts of all of the interviews were
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analyzed through content analysis approach in which the findings were indicated
based on the raw data collected from the participants through the direct quotations.

The researcher pursued the main steps of the content analysis: coding,
emerging themes or categories, arranging the data related to codes and themes and
identifying them and finally interpreting the findings (Strauss & Corbin, 1998).
Regarding that first, in vivo and descriptive codes in the margins of the transcripts
were identified. The process went through inductive qualitative analysis which
“involves discovery of patterns, themes and categories in one’s data and findings
emerge out of the data through the analyst’s interactions with the data” (Patton, 2002,
p. 453). After this first-step coding, the researcher assembled these recurring codes or
words into major categories to find out the emerging themes at last. As an ultimate
phase, upon finding common themes, eight emergent themes were generated

regarding 15 interview questions by using in-depth analysis of the interview data.
3.7.4 Log Files Analysis

The log files were analyzed by employing content analysis to examine the
WhatsApp chats the students made in formal and informal settings which provided a
clear understanding of the processes they went through while undertaking the project
work. Consequently, this would assist to explore the impact on their language

improvements and the effects of mobile instant feedback on the project process.

The benchmark of the study focused on the EFL learners’ language proficiency
which broadly refers to “general knowledge, competence, or ability in the use of a
language” (Bachman, 1990, p. 16). Thus, it can be concluded that being proficient
signifies “having sufficient command of the language for a particular purpose”
(Hughes, 2003, p. 11). According to “The Common European Framework of
Reference” (CEFR) upper intermediate learners have a great capacity to use the
target language in order to express themselves and construct their own meanings
instead of solely creating sentences reflecting or practicing their knowledge. In this
study, the student assumed as a competent user of the target language, were obliged
to negotiate with each group member outside of the scheduled class-time so as to
divide the responsibilities and tasks, gather relevant content-related information from
various sources and reorganize the information in accordance with the genre and

target audience of the magazine and deal with the design aspects of their product.
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Taking all these fundamental components of the project work into account, it
was recognized that expanding and consolidating the students’ vocabulary
knowledge by acclimatizing them into the real-life experience, in which they were
acquainted with the use of particular vocabulary items or formation and functional
language highlighting its appropriacy in a range of situations, was the most
prominent measure of their progress in English throughout the project on the grounds

of their remarks in the interview and their mobile mediated conversations.
3.8 Trustworthiness

The trustworthiness of a study relies on the procedures pursued to ensure
validity and reliability. While the reliability of a qualitative study can be measured
by its “trustworthiness” (Stiles, 1993), quantitative study depends on norms of
reliability and validity in order to evaluate the effectiveness of a study. As coined by
Lincoln and Guba (1985), this term is used to signify four elements including: (a)
credibility, (b) transferability, (c) dependability, and (d) confirmability. Different

methods were utilized in order to assure the trustworthiness in the study (Table 2).

Table 2
Trustworthiness of the Study
Strategy Criteria Applicability
Prolonged and varied e The researcher established rapport with the participants by
field experience undertaking a 7-week project work and engaging in

interaction before/during the interviews.

oThe researcher conducted focus group and individual
Credibility Interview Technique interviews with the participants using an interview guide

including semi-structured questions. All interviews were

recorded in audio and video format.

eMultiple data sources were collected: in-depth semi-

Triangulation structured individual interview and focus groups, and
methodological triangulation was conducted.

Transferability Dense description ePurposive sampling technique was applied.
e The characteristics of the sample were described.

e All the methodological fields were outlined and discussed
Code-recode procedure by the researcher. Also, the transcripts of all interviews were

coded-recoded in the analysis of data.

e Consultation from another expert in the field was received
Peer examination while preparing the interview questions and other

instruments developed by the researcher.

Dependability

eMultiple data sources were collected: in-depth semi-
Confirmability Triangulation structured individual interviews, focus groups.
eMethodological triangulation was conducted.
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With respect to the strategy of “credibility”, three basic methods were
employed as they are indicated in the table 2 prolonged and varied field experience
ensured that the students involved in the project well-understood the process by
keeping in touch with the instructor consistently in the mobile-blended learning
setting. The constant interaction between the students and the instructor, which was
supported with face-to-face and online modes, strengthened the trust between them.
Based on the interview technique, focus group and one-on-one semi-structured
interviews were carried out taking at least 10-15 minutes for individual interviews

which were audio recorded and 30-40 minutes for the videotaped focus groups.

As for triangulation, it was provided by the convergence of multiple data
sources and methodologies, since it embodies “rigor, breadth and depth to any
investigation” (Denzin & Lincoln, 1994, p. 2). Data triangulation was provided by
the use of multiple sources of data such as interviews, focus groups, peer evaluation
form and rubric. Methods of triangulation was employed to explore the impacts of
mobile app usage to conduct a project work in an informal setting by combining
qualitative data gathered through qualitative approaches with quantitative data
gathered through quantitative approaches (Patton, 2002). Regarding the strategy of
“transferability” Bitsch (2005) stated that the “researcher facilitates the
transferability judgement by a potential user through ‘thick description’ and
purposeful sampling” (p. 85). In the study, a dense description of the methods
employed to develop the data instruments was given, additionally the setting, the

background information about the population and the sampling method.

The concept of “dependability” was stated by Bitsch (2005) as “the stability of
findings over time” (p. 86). Dependability in the study was provided through code-
recode procedure, where the researcher coded the qualitative data twice so as to gain
a deep understanding of the data, and peer examination in which the researcher
consulted with an expert and colleagues in the field whether the semi-structured
interview questions were appropriate and feedback on the interview transcripts were
received to increase the credibility of the data. “Confirmability” is “concerned with
establishing that data and interpretations of the findings are not figments’ of the
inquirer’s imagination, but are clearly derived from the data” (Tobin & Begley, 2004,
p. 392). Confirmability was also achieved through triangulation as discussed in the

previous strategy of credibility.
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3.9 Limitations

There are several limitations to the study. The study was carried out with the
participants of upper-intermediate level EFL learners in a private university. The
findings from the study could have been limited to this level of students in an English
class in terms of investigating the impacts of mobile app usage on language

proficiency in a MBCL environment.

Another limitation of this study was that although the students were required to
actively participate in the conversations in their WhatsApp group, having a larger
number and wider variety of students could have generated different views either
positive or negative on the usage of such a mobile app. Furthermore, the privacy
issues associated with the use of WhatsApp could bring about concern for the
students due to the presence of the teacher in the group and also the chat history
being read through by the teacher. Therefore, this could result in the participants’

resistance against the implementation of mobile device into the project work.

A further limitation was in terms of the trustworthiness of the study. As stated
in the related section, the transcripts of the interviews were coded and recoded by the
researcher rather than multiple researchers. Finally, the sampling size for the focus
group interviews could be less than 16 students in order to enable everybody to give

voice within a plenty of time.
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Chapter 4
Results
4.1 Qualitative Results
4.1.1 Interviews

In this study, one-on-one and focus group interviews were conducted among
the EFL participants in order to provide more insights into the purpose of the study.
In respect of the in-depth analysis of the convergence of focus group and individual
interviews succeeding the profound review of each of the interview transcripts, eight
main emergent themes were generated based upon the overall 15 semi-structured
interview questions. These themes were (a) the management process of the project
work, (b) the reinforcement of various skills development, (c) the facilitation of
interpersonal learning, (d) the group cooperation in formal and informal settings, (e)
the employment of goal-oriented strategies, (f) the convenience of communicating
through WhatsApp, (g) the efficiency of instant feedback and (h) the interrelated
skills contribution to language proficiency. Out of the responses of each participant
of the interview, several particular quotes (see Appendix F) from different

participants are indicated for each theme so as to justify these emergent themes.

Theme one: The Management Process of the Project Work. Certain key points
were touched upon by the students such as working out the scope of the project at
first and taking initial steps towards carrying out the project work which included
determining duties and responsibilities among group members, deciding on genre
and selecting topics. In addition to that, the students initiated the further process of
working on the content of the magazine, conducting the design plan and making
background reading and research about the determined topics or subjects. To

illustrate the above mentioned issues, three students reported as follows:

“We didn’t talk ... in the first week because we couldn’t understand the
project. The only thing we did was to go over the topics and units. ... In the second
week we were able to decide on fopics....” (Female Student 1 - Class 3)

“First we determined our group members, then we tried to decide on the
subject of our magazine ... related to the main subject each of us chose our own
topic ... finally we shared the tasks during the process.” (Male Student 2 - Class 2)
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“For about two weeks we tried to make a plan about how to start our project.
Then examining the units and topics we desired to deal with some of our favorite
topics... We shared the tasks together by negotiating...” (Female Student 3 - Class 1)

“We started to talk to each other after the WhatsApp group was opened.
Actually I had to decide on the group members and played as a group leader. | chose
the topics and then distributed everyone their tasks...” (Female Student 4 - Class 4)

Regarding the response of the first student, it is obvious that the group
experienced lack of comprehension of the object of the project at the beginning.
According to the remarks of some students, several other challenges also came out in
terms of the management of the project work; for example, poor time management
and difficulty dealing with technical part of the project work as well as being unable

to execute the project process properly.

“I would like to gain control over the project from the beginning and started
working earlier... because we couldn’t search our topics enough ... maybe it could
have been a bit more professional. ” (Male Student 5 - Class 5)

“... What | found bothering me was time management. | wanted to have one
more week to achieve my goal and feel satisfied... ” (Female Student 6 - Class 4)

“The most difficult part... was to design its layout similar to the real magazine
format. 1 am not so interested in technology and also not so good at it ... ” (Female
Student 7 - Class 1)

Theme Two: The Reinforcement of Various Skills Development. The students
were able to bring their skills forward while working on the project with their
teammates. Although the students were assumed to have already acquired certain
skills such as language skills, computer skills and communication skills, by the virtue
of cooperative working relationships among group members, they had the
opportunity to experience new skills and realize their potential, in that the group
work in the authentic learning environment enabled them to encounter with a number
of blended skills consisting of research skill, critical thinking skill, project
management skill, and transferable and interpersonal skills. Based upon that, some

students reported as follows:

“... I learnt how to make a group work, collaborate with people ... produce
something collectively. ... the spirit of team work initiated in our minds and helped
me to bring a new perspective ... ” (Male Student 8 - Class 2)

“The most important thing | learned was to become patient. ... the project
contributed me to improve my relationships with people ... thanks to the project |
made many friends and felt more in peace in class. ” (Female Student 9 - Class 3)
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“... | tried to manage the coordination among group members and ... asked
them whether they were carrying out their own task properly to submit our project
on time. ... learned how to manage time effectively.” (Male Student 10 - Class 4)

“I learned how to collaborate with people ... good knowledge of my subject
matter. Next time if | deal with something like that, | will feel more confident about
how to take action and plan it from the beginning.” (Female Student 11 - Class 5)

Theme Three: The Facilitation of Interpersonal Learning. Working in groups
especially in out-of-school hours appeared to have positive impact on the students’
interpersonal or social learning by providing more interaction among the students,
giving them the sense of responsibility for performing a task in collaboration,
encouraging active participation and exposing them to gain real-world experiences in
the target language. Related to the following comments of the students, being aware
of their final work to be assessed by their teachers at the end of the process

influenced their performance positively as well.

“The sense of responsibility triggered me too much because you were not at
school but you had to do something related to the school and also it was not an
ordinary homework, so we all took it very serious...” (Female Student 12 - Class 2)

“It was a good experience; | knew my friends much better during the process
and developed many different ideas while working together out-of-school hours.”
(Female Student 13 - Class 3)

“I have not had any experience to search for something in English so far... So
it was an interesting study for me...” (Male Student 14 - Class 4)

“The first and most important thing | have learned is to understand well the
object of a project and work collaboratively with people... and | hope this will
facilitate the prospective ... ” (Male Student 15 - Class 5)

Theme Four: The Group Cooperation in Formal and Informal Settings. Since
the students were expected to get actively involved in collaborating with each other
in a mobile-blended learning environment, they utilized the opportunities of making
consistent online and face-to-face communication by meeting outside or at school
and contacting with their group members and the instructor anytime and anywhere
via WhatsApp. To illustrate these explanations, the comments of some students were

indicated as follows:

“Outside the school we arranged our own tasks together. Individually we were
always in contact with each other in our WhatsApp group, for example regularly
everyone joined the conversation, asked guestions...” (Male Student 16 - Class 3)
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“Mostly we communicated through WhatsApp ... in the first meeting we met in
the house of one of the group friends’ and discussed about the details of the project.
Then, we moved on our conversation on WhatsApp... ” (Female Student 17 - Class 2)

“We couldn’t stay at school after our lesson was over, but | invited my group
friends to my home to work together ... everyone presented their work to make sure
about if there was any mistake or lack of... ” (Male Student 18 - Class 1)

“We couldn’t have any chance to meet in somewhere to talk about the project
because of the school hours ... in the evenings communicated a lot about the details
and discussed them via WhatsApp...” (Male Student 19 - Class 5)

Theme Five: The Employment of Goal-oriented Strategies. Several basic issues
were mentioned by the groups in association with such highlighted principles about
the procedure of creating a magazine as planning, designing, determining the content
and collaborating in group work. Therefore, the students were required to apply
certain strategies which would facilitate their group work process and based upon
their remarks, it was found out that some commonly utilized strategies were
brainstorming, choosing favorite topics, searching for authentic magazines,
consulting to knowledgeable people in the field, making exchange of ideas and
benefiting from technology to some extent. Regarding these explanations above,

some students reported as follows:

“Especially we made brainstorming while determining our unit and topics by
looking for real magazines and checking what they included ... tried to discover some
different ways so that we could create some original and professional product...”
(Female Student 20 - Class 1)

“... | benefited from the internet a lot in my search for information and images
about my topics. | also checked out some real magazines to get a general idea about
the design and layout of magazines.” (Female Student 21 - Class 3)

“Technically there was not so much thing to do for me. Generally | tried to
benefit from many resources like Wikipedia, blogs, various websites, etc. as much as
possible... ” (Male Student 22 - Class 5)

“We asked everyone’s opinions at school or via email. In addition to that |
checked the works of other groups to make sure whether our magazine was lack of
anything and accordingly | made some changes.” (Female Student 23 - Class 2)

“...before taking an action in practice we met up and started off by a short
brainstorming. | even got advice from my parents about what kinds of things to
include in the content of my fopic...” (Male Student 24 - Class 4)

Theme Six: The Convenience of Communicating through WhatsApp. A number
of advantages of using WhatsApp as a collaboration and communication tool were

asserted. Most distinguishing among these advantages were providing constant
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contact anytime and anywhere between group members and the instructor,
maintaining quick and clear decision making process, enabling synchronous
communication and having timesaving feature. To support these points, some

comments are indicated as follows:

“It was very practical; otherwise we had to send messages to each other
individually; it would take so much time. However, in WhatsApp everyone was
involved in the group and could see all sent messages, discuss about...” (Female
Student 25 - Class 3)

“It was useful; 1 shared what | thought about the project with you and my
friends immediately ... when an idea came to my mind, /’d forget it later but via
WhatsApp | could convey my messages on time...” (Male Student 26 - Class 2)

“It was the best way to collaborate ... because everybody uses it in their daily
life, anytime-anywhere, so it makes it more practical to contact with people without
waiting for a message to send or respond...” (Female Student 27 - Class 4)

“l directly expressed my ideas without considering so much via WhatsApp.
Texting in English was another advantage... increased the efficiency of the work ...
also encouraged us to work more self-confidently.” (Female Student 28 - Class 5)

Theme Seven: The Efficiency of Instant Feedback. The students seemed to feel
satisfied and consider positive about receiving instant feedback via mobile phone
during the project work. With respect to the prevalent positive effects of instant
feedback on group work, certain notable effects were specified including promoting
effective exchange of opinions, asking questions anytime and anywhere, alleviating

any potential concern beforehand and helping manage time wisely.

“The best advantage was out teacher was in the WA group. As we felt like a
fish out of water, having no idea about how to create a magazine, we had an
opportunity to ask questions to her anytime... ” (Female Student 29 - Class 4)

“It gave me an opportunity not to make a lot of mistakes ... to become aware of
my mistakes and correct them then ... We always asked questions to our teacher as
well as taking her advice at some critical points...” (Female Student 30 - Class 5)

“... mostly it is difficult to find an answer to the questions immediately at
school, but ... using it ... made me so pleasant and also | didn’t get stuck in
anywhere; almost everything flowed smoothly.” (Male Student 31 - Class 1)

Theme Eight: The Interrelated Skills Contribution to Language Proficiency.
Being subjected to working in an authentic learning environment the students were
able to gain the opportunity of using the target language for the benefit of carrying
out their project successfully and improving their language skills and practicing more

in English. Furthermore, the students experienced utilizing English for real world
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purposes such as doing research in English, discovering colloquial English words
and phrases while texting on WhatsApp, making background reading from various
articles or materials, writing paragraphs or essays on their subjects, compiling the
information and resources they found out, expressing their opinions, engaging group
discussions and benefiting from a variety of audio and visual materials. Therefore,
the impact of implementing project work among EFL learners on their language

improvements was reflected highly positive based on the remarks of the students.

Especially | had a chance to experience daily English. As the language or
grammar of the course books is not similar to the ones in articles in which
you are able to find many different components of language, reading articles
helped me a lot. ...but in an article you can see everything from formal to
informal language... (Female Student 32 - Class 1)

... | read various reading materials from different resources and then based
on them | wrote an essay about my research subject, but it was a bit long
and complex, so | applied to some websites to get concise information to
just mention important details of the subject. Then, | had to write another
essay... (Male Student 33 - Class 3)

... I improved my English in terms of speaking skill by communicating via
WA. | did a lot of research about my topic, “domestic violence”, and so far
I’ve not had any experience to do such in English, but via the project it
contributed positively to my English. | read many articles about this topic on
the internet and then organized them. (Female Student 34 - Class 5)

4.1.2 Log Files

The log files which were derived from WhatsApp chat platform were examined
to construct a solid understanding of the students’ performance in the foreign
language context by taking part in an informal learning setting. Therefore, on the
basis of the profound content analysis of log files, two types of lexical collocations,
which are combinations of words, were identified in the collection of instant
messaging conversations: verb and preposition and verb and noun collocations.
Examples from the verb and preposition collocations included “concentrate on,
enquire about, write down, get along with, put forward, insist on, belong to, run out,
figure out, search for, decide on, throw away, get on with, deal with, cut out” and
from the verb and noun collocations included “arrange meeting, take as a mission,
catch points, make progress, make up one’s mind, make improvement, make a
decision, make arrangement, make interview, make research, make discussion, use

imagination, give attention, deliver project, confuse one’s mind, pay attention.” To
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illustrate these collocations, some students’ sentences taken from their conversations

in the WhatsApp group are indicated in the table 3.

Table 3
Sample Sentences with Collocations from Log Files
Student Collocation Quotes

S1 write down “Could you write down your email addresses so [
can send you something?”’

S2 catch point “I think we will able to catch important points
about daily habits.”

S3 make up one’s mind “I haven’t made up my mind about the cover
writings.”’

S4 make improvement “Have you made any improvement on your
project?”

S5 make interview “We are planning to make interviews with
tradesman.”

S6 give attention “We have to give more attention cuz we only have
3 weeks.”

S7 figure out “Domestic violence very common in Turkey so [
am sure I will figure it out easily.”

S8 belong to “... and want to write some opinions which belong
to authorized people.”

S9 make progress “Yes, I checked it out, but weve not made any
progress yet.”

S10 make arrangement “Due to weather conditions, we couldn’t make any
arrangement.”

S11 run out “Time is running out.”

Although some students made some sort of grammatical mistakes while texting
in the target language, in general they were able to use those collocations properly.
On the other hand, it was noticed that the most common error in the usage of
collocations was made in the choice between “do search” or “do research” and
“make research” or “make search.” For example, “I think we should do search before
start.” “Who will make researches about places where we go?” and “We can make

research about feelings, the things what makes us...”

In addition to the broad use of lexical collocations, certain types of texting
slang words were identified in the conversations: phonetic replacements,
abbreviations and acronyms. Phonetic replacements, which refer to relocating one or
more phoneme in words by a range of letters, were employed including “u,” for
“you,” “ur,” for “your,” and “urs,” for “yours.” Another type of slang words
comprised abbreviations, shortened words, such as “pls” for “please,” “thx” for

“thanks,” “btw” for “between,” “pic” for “picture,” “cuz” for “because,” “info” for
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“information,” “oki” for “okay,” “wanna” for “want to,” “gonna” for “going to,” and
“kinda” for “kind of.” Finally, the acronyms were also common in the IM
conversations such as “Me2” for “me too,” “GL” for “good luck,” and “TY” for

“thank you.”
4.2 Quantitative Results
4.2.1 Peer Evaluation Form

Through a peer evaluation form, the participants (N=83) assessed their own
performance and their peers’ during the project process and their assessment scores
were calculated through Pearson correlation coefficient. Regarding the outcomes of
Pearson correlation coefficients between self and peer ratings (see Table 4), it can be
concluded on the whole, when evaluating themselves, most of the students awarded
themselves high scores and when evaluating their group members’ contributions,

they seemed to award high grades.

Table 4
Pearson Correlation Matrix between Self and Peer Ratings
in Student Group Work (N=83)

Peer 1 Peer 2 Peer 3

Self 1 -.086 375 115
P1 110 .685*
P2 239

Self 2 5817 613% .386
P1 768 .645°
P2 601"

Self 3 -.204 211 139
P1 587" 667
P2 970%

Self 4 .583% 657* 695
P1 642% 767°*
P2 729%

Self 5 724* -.035 423
P1 319 744*
P2 519*

Note. P = Peer, * p < .05, **p < .01
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In the first peer assessment, the correlation was significant between P1 and P3
and r = .685, p < .05 while there were weak correlations between the other peers. The
correlations between self- and peer ratings, while there were weak correlations
between P2 and P3 ratings, and self-ratings, the correlation was strong and not
significant between self- and P1 ratings r = -.086, p < .05. In the second one, there
were mostly strong correlations between self- and peer ratings, with the exception of
the correlation between P3 ratings and self-ratings. In the third one, there was a very
strong correlation between P2 and P3 ratings and even, it was the highest coefficient
obtained r = .970, p < .01. The correlation was weak but significant between self-
and P1 ratings r = -.204, p < .05. In the fourth one, it showed significant correlation
between self- and peer ratings as well as within peer ratings. Lastly, in the fifth one,
while the correlation was moderate and not significant between self- and P2 ratings r
=-.035, p < .05 and the correlation was moderate between P3 and P1, the correlation
was strong within P2 and P3 and P1 and P3.

4.2.2 Project Rubric

In regard to the assessment of the project final products, class magazines,
generated with the active participant of 22 groups within five classes, two raters
graded each magazine individually through an analytic rubric and based on the total
scores from each five criteria, collective marking, in which every team member
received the same mark, was employed. In order to assess the consistency of the
scores (see Table 5) of the two assessors, inter-rater reliability was conducted using

Pearson’s correlation coefficient and significance statistics at the two tailed levels.

Table 5

Scores Given by Two Raters to Each Group

Groups Rater1 Rater?2 Groups Rater1l Rater?2
1 18 16 12 10 18
2 18 16 13 11 12
3 15 15 14 8 11
4 15 15 15 7 16
5 11 13 16 5 10
6 18 14 17 13 16
7 15 13 18 9 12
8 19 11 19 15 14
9 17 16 20 18 16
10 18 18 21 20 18
11 17 17 22 9 16
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As clearly seen in the table 5, there were five outliers with some great
differences, which were more than 5, between two scores given to these groups: 8,
12, 15, 16 and 22. Based on the results of these present scores, the correlation was
strong and significant between the scores of the first and second rater. However, by
removing these five outliers in the data, the correlation was highly strong and
significant between the two continuous variables r = 0.855, p < .01.
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Chapter 5
Discussions and Conclusions

This study aimed to investigate the effect of using instant messaging
application enabling instant feedback throughout the process of project work on the
EFL prep school students’ language improvement in a mobile-blended learning
setting. In order to find out the effect of the use of mobile IM application, semi-
structured interviews were conducted among the EFL students at the private English
Preparatory School. Furthermore, log files of WhatsApp, peer evaluation forms and
rubric for assessing project work were employed as data sources to answer the
research questions pertaining to both quantitative and qualitative approaches. The
results of the interviews and other data sources revealed that (a) the students had
positive opinion towards leveraging their English through project-based learning by
taking part in out of school learning environment and (b) providing mobile-mediated
instant feedback during the project process contributed greatly to effective
communication and collaboration among the students and the teacher. The findings

of the study are discussed in detail in this section.
5.1 Discussion of Findings for Research Questions

The key research question examined the effect of integrating WhatsApp mobile
app into a group project work in out-of-school setting on the EFL prep students’
language learning process. Four sub research questions were formulated to
investigate the related issues in the primary research question. Regarding the first sub
research question, in concern with the individual and focus group interviews, a
variety of positive opinions were articulated by different students about their English
language improvement. From their remarks in the interview, there appeared the
integration of mobile-blended technology associated with the PBL into their
traditional classroom instruction, which is mostly prescriptive and coupled with the
complexity of learning English with the lack of authentic practices, encouraged the

students to embrace opportunities of using English outside the classroom.

Most of the EFL learners mostly dwelt upon the scarcity of being exposed to
communicative learning practices in formal education; thus they appreciated having

being introduced an informal environment in which they met the actual use of the
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target language reinforced with a number of different resources and tools in varied
contexts. Employing a wide range of strategies related to one of the emergent themes
“the employment of goal-oriented strategies” as they searched for information, read
and wrote through various types of real-life materials seemed to have positive impact
on their learning process. Contrary to the constraints of “fixed” classroom hours,
they took the advantage of interacting with their classmates both in face-to-face and
online modes, providing a more flexible learning setting, substantially highlighting

the effectiveness of WhatsApp social networking system.

Concerning the second sub research question, having the experience of texting
in the target language by making discussions and conversations the students usually
paid attention to write their sentences accurately and choose appropriate words
regarding the standard writing conventions; however, as a matter of fact that the
students were not restrained from the use of text messaging language including
abbreviations or contractions, emoticons, omission of punctuation, non-standard
expressions and spellings as the focus was on efficiency: getting one’s message on
time and effectively as possible. Moreover, rather than encountering any negative
impact on writing skills of the students, text messaging seemed to have positive
impact on their written communication skills. As asserted by Crystal (2008), texting
enhances the literacy of the student other than damaging it; thereby, the role of
instant messaging in literacy would not be underestimated on the point of student
writing skills. Based on the log files, it was noticed that many students attempted to

write a bit longer by using various conjunctions or time linkers:

“I will write soon, | have to go now but when I come back /°// start to work on
it.” (Female Student 1 - Class 2)

“I am not interested to being a leader but if there isn’t any volunteer, | can
take the crown.” (Male Student 2 - Class 5)

“We should choose family because we can write a lot of things about it and we
can find a lot of news all around the world about family.” (Male Student 3 - Class 3)

“My creativity isn t much good to create something but at least we can choose
a subject we can start to do something. ” (Female Student 4 - Class 1)

In addition, instant messaging enabled the students to encounter with the
spoken or colloquial language, expand their vocabulary knowledge and practice

English in different contexts; most importantly, the students were allowed to make
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connection between language as usage and language use (Widdowson, 1978).
Through communicating in an informal setting, the students not only reinforced what
they had already known about the basics in English, but also they were able to
differentiate between “slang, texting lingo and correct English” (Russell, 2010, p.
223). To illustrate these points, many students reported in favor of learning new
words while texting to her or his group friends, for example an English proverb “at
the eleventh hour” which was used in the context of managing to complete the
project before the deadline; another example from topic-based words they
encountered while searching for information for their magazines and those topics
included sports, environment, music, cinema, social issues such as family, domestic
violence, poverty, beginnings in life and comic relief. In essence, based on the
reports of the students, the emergent theme “the interrelated skills contribution to
language proficiency” supported the justification suggested in the study.
Furthermore, in the m-learning setting, the students practiced spoken and written
language as well as visual language comprising of emoticons, symbols, images in
order to achieve certain tasks such as the exchange of information, active
participation in discussions, and collaboration among group members. Concerning to
the subject, in a research study examining the use of instant messaging for
educational purposes, it is asserted that the number of students supporting and
favoring the use of mobile devices is enormous and the majority of university
students take advantage of ‘texting’ via mobile learning devices (Motiwalla, 2007).
In a study carried out among Spanish students to investigate the use of WhatsApp in
English language activities, it was concluded that the students got highly motivated
and keen on reading in a foreign language (Plana et al., 2013). However, in a further
study in Kuwait it was found that the use of WhatsApp had a negative effect on the
writing skills of the students in the EFL context (Salem, 2013).

Within this context, it was suggested that text messaging language was the
preferred medium of communication among the students though it could generate
some changes in terms of the basic mechanics of writing such as grammar,
punctuation, spelling and word formation. Moreover, contrary to the widespread
concern about the negative impact of text messaging on student writing skills, it
played as a motivating and inspiring mechanism for encouraging the students to

engage in reading, writing, communicating and collaborating in the target language
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and to practice the language in an authentic setting as well as its positive impact on
the students’ performance and quality of work.

The research question was also relevant to another theme “the facilitation of
interpersonal learning” which signified that the students became aware of the
essentiality of developing cultural understanding and group cohesiveness by
cooperating with other students who had diverse personal learning preferences, who
had their own strengths and weaknesses, who were from different backgrounds, and

who had different purposes for learning English.

According to a current study (Shah, 2014), individuals who made a common
cause with other individuals in a group work had the potential to activate mechanism
to settle any conflict or disagreement and internalize explanations asserted by their
colleagues through “cooperative information seeking.” In order to construct such a
group environment, individuals are required to enhance information exchange among
group members (Hirst et al., 2009) rather than solely belonging to a group.
Regarding that, the students reported that they negotiated, made exchange of ideas,
pursued a mutual goal, planning and managing multiple issues, communicating
information and ideas effectively to complete their project work. However, due to
lack of experience of working collaboratively to achieve a common goal, some
students mentioned having experienced difficulty going along with accepting every
decision or opinion, maintaining consistent interaction with their peers, but they also
reported that they managed to come to terms on the issue at the end. With regard to
this, Jenkins et al. (2009) pointed out that ‘networking’ enables an individual to seek,
compound and transfer information; ‘negotiation” enables an individual to discover
around different community of people, recognize and treat with respect a variety of

different point of views, and absorb and pursue diverse norms.

Moreover, they participated in rating each of their group member’s
contribution to the success or failure of their group, including themselves. However,
results from the third sub-question indicated that the correlations between self- and
peer ratings, some self-ratings correlated poorly with peer ratings or vice versa and
indicated no consistent frame of being higher or lower that the others’ assessment.
The underlying reasons for such poor correlations could be associated with having

different opinions or approaches towards the evaluations of the performance of each
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group member in terms of the sense of team spirit, the willingness of each peer to
collaborate, the satisfaction with the quality of work they produced and the active
participation in discussions as well as being cooperative and friendly to each other
regarding the individual differences in personality. Based on the observations during
the project work, some team members behaved as free riders, not actively getting
involved in the group work and leaving most of the work to other team members. In
addition, few students reported as being not satisfied with working together with
some of their friends in the same group. Thus, they appeared not so voluntary to take
active roles in the project and expected from the group members to compensate for
their lack of effort. Concerning the individual and collective contribution of each
peer to their group work, some groups experienced negative effects on their group
achievement, for example decreasing motivation to complete the project. As a result,
through peer evaluation the hardworking students caught the opportunity of dealing
with such free riding issues by giving low scores to their peers although every group

member received the same score based on the assessment of their final product.

On the other hand, it could be resulted from the employment and application of
the peer evaluations forms. According to literature on the related issue, it was
suggested that holistic assessment approaches, in which one score is given to a group
member for all of his or her contribution, are more effective than categorical
approaches, where overall contributions are classified into a variety of categories and
then summated (Lejk & Wyvill, 2001). In the study, categorical approach was
applied in the peer evaluations, thus it might be another factor in this context. In a
study (Ilvanova & Rascevska, 2012) it was shown that the individuals were in
tendency to assess themselves and with those they worked closely much higher than
they assessed others and that more ‘knowledgeable’ individuals rated themselves
lower than less ‘knowledgeable’ individuals rated themselves; as a result of that,
there appeared no consistent conclusions about self-ratings. In a review of previous
studies, for instance, in a medicine study it was found that there were poor
correlations between self-, peer and faculty assessments of students (Kegel-Flom,
1975). In a further study, it was found poor correlations among geography students
(Mowl & Pain, 1995). However, in a recent study (Mehrdad et al., 2012) about

clinical evaluation of students, it was concluded that there was a significant
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correlation between peer and self-evaluation, but no significant correlation between
peer and self-evaluation with teacher-evaluation.

Further, related to the last sub research question, results from the evaluation
scores of the project works demonstrated that there was a strong correlation between
the scores given by two instructors. This ensured that the raters shared common
ground when grading the final products of each group except for five products to
which they gave highly different scores from each other. It appeared that the raters
did not agree on some criteria in the assessment of several project works. On the
other hand, there was a close relationship between the self- and peer assessment and
the raters’ assessment in terms of the quality of project works, the contribution of
each group to the project and the overall group performance. This was also supported

with the reports of the students during the interview.

As for the effects of receiving mobile instant feedback via WhatsApp within an
informal setting on collaborative learning process, two of the themes which are “the
convenience of communicating through WhatsApp” and “the efficiency of instant
feedback” were ascertained as closely associated with the related issue. The students
reported a range of advantages of receiving ‘instant feedback’ while working on their
group work, for example making clear quick decisions, providing continuous
communication, asking questions anytime, boosting self-confidence, conducting
simultaneous group discussions, resolving any problem easily, receiving timely
response to any potential hardship and benefiting from its timesaving factor. Thus,
these advantages are in accordance with the social development literature
highlighting the strength of social interactions developing the effectiveness of
learning (Vygotsky, 1978) and Gillingham and Topper (1999) also emphasized the
effectiveness of instant messaging on the learning process through collaborative
learning or social interactions. Furthermore, analyzing previous research concerning
the use of instant messaging in various platforms between faculty and students, some
of the notable findings are indicated as follows: reinforcing the improvement of
learning (Smit, 2012); encouraging the students to participate actively in their studies
(Cifuentes & Lents, 2011) and removing any social obstacles between teacher and
the students (Doering et al., 2008).
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From the remarks of the students, it appeared that the most notable benefit of
using WhatsApp was as to ‘time management” which provided great convenience to
communicate anytime and anywhere and facilitated the collaborative group work. In
essence, the constant social interactions among the groups influenced the project
process positively and eliminated the barrier between the formal setting of the
classroom system and informal setting of the social networking system. In a study
examining the classroom communication between the high school students and the
teachers using WhatsApp, the academic advantages of WhatsApp were indicated by
the participants as follows: “the accessibility of learning materials,” “teacher
availability,” and “the continuation of learning beyond class hours” (Bouhnik &
Deshen, 2014, p. 217). However, whilst most of the students expressed as their being
satisfied about regularly maintaining their conversations in the mobile platform, few
students touched upon the present situation from a different perspective and reported
that it had a negative impact on their conversation amongst their peers. As an
example, one student remarked “...it might kill sincerity among the groups as the
teacher was also involved in each group...” because some groups may have
pretended to work hard but in reality they did not. Due to such issues as fairness and
equity in the group work, the students’ perception of group members might have

been adversely affected as well.

This may also suggest that while the popularity and support of the use of
WhatsApp within the students was substantially high in terms of social purposes,
using instant messaging for educational purposes could bring about a shift in
perception or behavior on the part of some students who were in tendency to use
such a communication platform solely for social purposes. On the other hand,
providing instant feedback enabled to build intimate student-teacher and student-
student relationships throughout the project work. As a result of that, the students
receiving immediate feedback from their teacher were considerably motivated to
actively participate in the group work (Allen et al., 2006). A study conducted in a
South African university investigated the use of WhatsApp and the findings indicated
that the students gave positive feedback and reported that it enabled an easier channel
to communicate with their teachers and their classmates; additionally it provided an
effective discourse on the related subjects in an informal setting in which the students

were able to learn thoroughly and had fun during the learning process (Bere, 2013).
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In the current case study, the students were given the opportunity to take
responsibility of their own learning and subjected to authentic activity, out-of-school
activity, in which they worked collaboratively in order to carry out their group work
successfully, in company with the persistent instant feedback and support from the
teacher throughout the ongoing purposeful group conversations. Furthermore, the
students provided feedback to themselves and their peers; thus they became aware of
how much contribution was made by each peer to the fulfilment of their group work.
In a study (Hrastinski et al., 2014) it was indicated that the high school students
given academic support in math through IM service managed to ask their questions
to their teacher after school hours and the teacher could support their learning
process by catering for their needs. In another similar study, it was found that the
students in higher education benefited from an internal SMS system their school
created to communicate during and after the lesson hours and as a result, they were
inclined to ask more questions and participate in lessons more through IM system

(Scornavacca et al., 2009).

As a consequence of the analysis of various data sources, the outcomes of the
results showed that the students were willing to adopt novel learning practices,
beyond the boundaries of formal education and had positive opinions about
embracing PBL supported with mobile technology for improving their language
skills. Although at the beginning the students had difficulty initiating their group
work owing to the lack of experience of how to manage a project work and work in
collaboration with their teammates as well as having not enough confidence to use
English for real-world tasks, as they progressed they were able to overcome their
concern and increased their self-confidence by the extensive guidance and
scaffolding from their teacher and their cooperative group members. Moreover, the
students took an active role in employing their English in different situations such as
searching for information and news around the world, texting in English and
recognizing informal English and reading English forums, and they were able to
make their own decisions in almost every phase of the project; therefore, this might
be a driving force them to progress smoothly to a large extent in their group work. As
emphasized by Stoller (2006), PBL provides positive outcomes for second and EFL
learners in respect to “language skills, ability to function in groups, self-confidence,

and decision-making abilities” (p. 34).
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Overall, the findings of the study are consistent with the study conducted by
Young et al. (2010) in which it was shown that benefiting from text messaging was
successful in terms of asking rapid and simple questions rather than arranging
individual meetings. In addition, the findings of another study (Hill et al., 2007)
asserted that the students were satisfied with the use of mobile phone for the purpose
of communicating with their teacher and a further study (Kennedy et al., 2008)
indicated that the students were willing to use such social networking tools as instant
messaging and texting for their academic studies. Taking all into consideration, it
could be suggested that mobile-blended learning model accompanied with PBL
could be implemented into the current teaching instruction in the EFL context.

5.2 Theoretical Implications

The focus of this study was to provide insight into the significance of
enhancing the language proficiency of EFL students by bridging the gap between
formal educational practices and informal mobile technological practices and
consequently, facilitating language learning process of the students. The
implementation of PBL in a mobile-blended learning setting into the classroom
setting offered opportunities to experience real-word activities which aided to cross
the boundaries of classrooms in terms of time and place. The previous research
argues that “authentic activity” can be one element in the matter of helping the
students develop their language skills (Fragoulis, 2009). For this reason, some
alternative language learning practices or methods can be employed to promote more
student-centered language learning which encourages the students to take charge of
their own learning and engage in various language tasks to improve their skills;
additionally to put an emphasis on inspiring the notion that learning is a continuous
journey, not restricted to the classroom.

With reference to the findings of the study, it could be proposed that
meaningful engagement with the target language should be provided with the blend
of formal and informal learning activities through mobile applications because such
mobile applications have potential to facilitate learning and support the learning
process of the students by continuous feedback or scaffolding from the instructors
and the peers. As indicated in the study, the students found the use of mobile

application for educational purposes effective in informal setting and they
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experienced using the target language immersed in authentic resources and

meaningful communication.

A study (Clough et al., 2008) showed that informal learning by means of
portable devices, especially mobile devices, can reinforce both “opportunistic
informal learning” and “collaborative informal learning” amongst the students.
Therefore, successful integration of mobile learning with authentic production or
collaborative activities could be achieved by administrators and instructors in the
foreign language learning curriculum. At this point, the results of the study could
suggest an implication for complementing formal learning with intentional informal
learning by benefiting from mobile technologies and offering more group work tasks
among the EFL learners in order to provide consistent and effective learning settings

as well as more ‘practice-based” language experiences.
5.3 Conclusions

As discussed earlier, the previous reviews on mobile technologies and learning
are mostly related to the use of these technologies in several particular curriculum
areas. More specifically, upon tracing back to the literature on the issue of
conducting PBL in a mobile-blended learning environment, there appeared barely
satisfactory empirical studies, even no studies encountered in the scope of foreign
language learning. Therefore, the results of this study could be beneficial for guiding
prospective research studies in the current area and making contribution to the

discussions of mobile learning.

Concerning the findings of the study, it was indicated that the students had the
opportunity to be exposed to the target language through an authentic group work
project; thus in particular, they enhanced their vocabulary knowledge, including
various topic-based words and lexical collocations, and distinguished between formal
and informal language via instant text messaging system during the process of
creating their magazines. This finding is consistent with the study by Baron (2008) as
follows: the student texting on a regular basis showed a great number of words and
this might result in a positive impact on their reading progress. This is also supported
with the remarks of the students in the interview, and accordingly the related theme

“the interrelated skills contribution to language proficiency was generated.
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In respect of the outcomes of the interviews, most of the students noted that
they felt comfortable while texting with each other and the instructor, and considered
text messaging and instant feedback as the most practical, easy and time-saving way
to carry out such a project in collaboration successfully. Furthermore, the students
appreciated being able to communicate with their peers and teacher anytime and
anywhere in order to ask questions, share ideas and arrange group work and consult
easily to resolve any problem quickly by the virtue of the technological advantage of

mobile phone which provides both synchronous and asynchronous communication.

In conclusion, the findings of the present research indicated that the EFL
students favored improving their integrated language skills by involving in a variety
of learning experiences which provided meaningful interaction for real world
purposes. In addition, nearly all of the students had positive attitudes towards
participating in synchronous conversations with their peers and teacher for academic
purposes. Besides language skills, the students developed their interpersonal and
collaborative skills and this finding is also in line with other studies (Coleman,
1992). However, the lack of literature about the subject of providing instant feedback
mediated via a mobile application in an out-of-class learning activity has enabled the
rationale for this study. For this reason, it could be suggested that a well-designed
language course supported with mobile technologies can encourage more effective
and collaborative learning not only in the classroom but also outside the classroom

considering the needs and learning outcomes of students at the English prep schools.
5.4 Recommendations

Considering the results of the present study, several suggestions for future
research are proposed in the related field. The first suggestion for future research is
that as noted earlier, one of the limitations of the study is that it was conducted
among Turkish EFL learners at the upper-intermediate level in which most of the
students had extensive background experience in classroom contexts. This restricted
the number and diversity of participants and in turn, the generalizability of the
research findings. To extend the findings of the study, a wider range of participants

having diverse linguistic levels should be involved in a prospective study.

As for the second suggestion for future research, the scope of the project work

can be extended in terms of size of class, content of the project, formation of groups
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(random or strategic), allocation of duration and scheduling, process and product
outcomes and allocation of grade within the group. In terms of the management of
the groups, it is essential to take into account of such issues as volunteerism of each
student to involve in the project and approve chatting with their peers in a mobile
platform, making sure they would maintain collaboration throughout the project and
equally taking responsibility for completing the work. Furthermore, three
coordination phases including pre-process, in-process and post-process (Fiore et al.,
2003) in the measurement of interactions among the peers in each group can be
examined to develop in-depth understanding of the process of group work and any

variation in interactions concerning group cohesion.

Regarding the last suggestion for future research, this study should be
replicated in other courses with more diverse populations in a mobile-blended
learning setting in order to assess whether the results are consistent. Moreover,
further studies could investigate the social aspects of learning, motivation and
attitudes of learners and instructors towards the use of mobile instant messaging

system in an informal setting for educational purposes.
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APPENDIX A: Project Work Handout for the Students

PROJECT: “CREATING A CLASS MAGAZINE”

OVERVIEW:

Dear All, you are going to design, develop and publish a class magazine for a particular audience over
the next couple of weeks during this module. Each group will work collaboratively with the group
members using an online workspace, which is the mobile application “WhatsApp”, to plan and
compose a variety of contemporary media, images, articles, and other essential materials, for the class
magazine. You will choose one topic or theme from the first three units of your textbook and try to
make use of the content area of the unit. As a whole, this process will involve research, analysis,
discussion, cooperation and learning about language forms and features and structures of texts or
articles appropriate to a range of purposes, audiences and contexts.

DURATION: 7 Weeks (The whole module)

Week 1 & 2

Weeks 3 -6

Week 7

Handling the first three
units in the course book by
the teacher

Development of class
magazine by each group

Publishing, presentation,
evaluation and reflection

of the magazine

PLANNING:
Make decisions as a group and record your choices:
1. Which units are you going to work on?

2. What genre of magazine will it be?
3. Who are your target audience? Age / Gender / Occupation / Interest etc.
Design a creative and appropriate magazine “cover” which appeals to its readers.

Plan the magazine “content”
Plan “layout”
Plan “language”

a.  Will you use technical words specific to one topic area?
b.  Will you cover the vocabulary well in the unit?
¢.  Will you choose your words, phrases and structures according to your target

audience?

Who will do which work? Each group member must actively participate!
Note:*STICK TO THE DEADLINE!!!

SAMPLE MAGAZINE LAYOUT

MASTHEAD (NAME OF ARTICLE)

1 PAGE LEAD

ARTICLE

ARTICLE

IMAGE

BIG IMAGE OF PEOPLE DOING
THE INTERVIEW

ARTICLE

ANOTHER IMAGE HERE

[CAPTION

CAPTION
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A. Potential topics to be covered with “Unit 1” include:

Beginnings in life
Ideal flatmates
Speed flat mating
Relationships
Daily habits
Future plans
Personality
Feelings

Adverts

Polite enquiries

Potential topics to be covered with “Unit 2” include:

Issues

Comic Relief

Social issues: pollution, drought, homelessness, health, famine, environment, money,
divorce, drug abuse, family, domestic violence, obesity, poverty, debt, etc.
Surveillance technology

Complaint & Opinions

The happiness formula

C. Potential topics to be covered with “Unit 3” include:

Downtime
Dangerous games
Behaviours

Past habits

Find your niche
Locations
Holiday
Travellers

Game shows
Great experiences

MOBILE PHONE USAGE PROCEDURE:

1.

wn

9.

Communication between students - students and students - the teacher will be provided via
“WhatsApp”.

The admin of each of the groups will be the teacher.

All students will be ‘on the job’, taking an active role during the project process.

There will be at least four groups and one group leader will be chosen as responsible of the
group.

The teacher will help the students, especially when they are stuck; therefore, first the students
must take part in the conversation and come up with some new ideas.

Please avoid using group chat to converse with only one participant.

Share your opinions only about the project — Stay on topic!

Try to contribute to the conversation rather than just lurking in the background and watching
what is going on around and saying nothing.

Do not hesitate to ask your questions anytime.

10. You are expected not to quit the group.
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APPENDIX B: Peer Evaluation Form

Group Code:
Write the name of each of your group members in a separate column. For yourself and your groupmates, indicate
the extent to which you agree or disagree with the criteria on the left, using a scale of 1-5 below:

1= Strongly Agree 2 = Agree 3= Neutral 4= Disagree 5= Strongly Disagree

Criteria Yourself: Groupmate: | Groupmate: | Groupmate: | Groupmate:

Took an active role
during the project
process.

Voluntarily accepted
the tasks which were
determined as a group.
Contributed effectively
to the group discussion
and asked relevant
questions.

Shared opinions for the
design and preparation
of the magazine.
Researched topics well
and suggested
resources.

Cooperated with the
group members
constructively.

Helped other group
members with their
tasks when they
needed it.

Worked successfully
to achieve common
goals.

Completed the works
at agreed-upon
deadline.

On the whole, she or
he was a good
groupmate.

TOTAL

#Please answer these two questions below:

1.  What contribution did you make to the project? (You can choose more than one item.)
a. Planning (target audience, choice of unit, deciding on genre and task distribution)
b. Design (cover, layout, finding images and creativity/originality)
c. Content (topic choice, headlines, searching for articles, texts, etc.)
d. Collaboration (participating in conversation, sharing ideas, asking questions, etc.)
e. Delivery (bringing all works together and publishing)
2. Which skills did you use to create the magazine? (You can choose more than one item.)
a. Problem solving skills (finding solutions to the problems you faced during the process)
Computer/Technical skills (designing the cover and layout)
Language skills (reading, writing, speaking and listening)
Project management skills (negotiating, planning and task distribution)
Communication and collaboration skills (sharing opinions, helping others, asking for feedback)

® oo
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APPENDIX C: Project Rubric

Scoring & Criteria Needs Improvement Satisfactory Good Excellent
(1 pt) (2 pts) (3 pts) (4 pts)
Planning/Preparation No integration into a The unit was The unit was The unit was
determined unit; genre is integrated integrated well and | integrated

. Choice of unit

o Genre of magazine
. Target audience

. Task sharing

not clear; inappropriate for
the target audience and no
distribution of tasks among
each member of the group.

inconsistently and
not well-matched
with the genre; a bit
appropriate for the
target audience and
the distribution of
tasks among
members was not
satisfactory.

matched with the
genre; appropriate
for the target
audience and the
distribution of
tasks among
members was
satisfactory.

consistently and
perfectly matched
with the genre;
fairly appropriate
for the target
audience and the
distribution of tasks
among members
was done properly.

Design
The cover and layout are The cover is The magazine The magazine
. Cover poorly designed; visuals like | acceptably charming | design is charming design is
° Layout pictures, graphics, etc. do and the in terms of cover exceptionally
. Images not fit theme or purpose of | arrangement of and layout; it charming; common
. Originality/ magazine; on the whole it visuals into the displays originality layout elements
Creativity is far from creativity. layout would be and creativity. like columns are
better. used effectively
and it is fairly
creative.
Content Students did not choose Few topics were Various topics All topics were well
topics related to the unit; researched, but the were researched researched and the
. Topics did not review or research articles are and the articles articles are
. Headlines any articles; it does not somewhat were organized; interesting to

. Articles, ideas,
texts, knowledge,
etc.

include relevant materials
or images.

interesting to
readers, but
headlines are not
catchy; it includes

headlines are clear
and catchy; it
includes some
relevant materials

readers; headlines
capture attention
of readers and it
includes all relevant

somewhat relevant and images. materials and
materials and images.
images.
Collaboration Students did not Some students did Students Everyone worked
collaborate with each not want to collaborated with together using their
. Cooperation other; did not participate in | collaborate with each other, asked abilities and
. Conversation the conversations; did not others and questions and knowledge; tasks

. Sharing ideas and
responsibilities

contribute to the group
tasks and shared ideas or
discussed.

participate in the
conversations; some
contributed much
but some did not do
and share anything.

helped one
another;
everybody
contributed to the
group tasks and
shared different
ideas.

were shared fairly;
they did a great
job, talked all the
time and shared
their work for
group feedback.

Delivery/Presentation

. Publishing
. Meeting the
deadline

. Reflection

The format is imprecise and
illegible. The texts include a
lot of errors in grammar,
mechanics and spelling;
images or graphics are not
clear. The group did not use
time wisely and publish it
on time.

The format is a little
imprecise and
illegible. The texts
include some errors
in grammar,
mechanics and
spelling; visuals are
somewhat
appropriate. The
group was unable to
submit it on time.

The format is
adequate,
somewhat legible
and neat. The texts
contain minor
grammar,
mechanics and
spelling errors.
Visuals are
appropriate to the
articles. The group
published it on
time.

The format is very
neat and
appropriate. It
includes no errors
in grammar,
mechanics and
spelling. Visuals are
perfect. The group
used time wisely
each week and
published it
properly on time.
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APPENDIX D: Interview Questions

10.

FOCUS GROUP INTERVIEW QUESTIONS

What process did you get through at the beginning of the project as a group?
How did you choose your group leader at first?

How did you distribute the tasks among the group members?

Were all roles and tasks clear enough for everyone?

Were all group members able to start taking action on time?

What did you find hard and how did you deal with it?

How did you cooperate with each other to get the project done in school and outside?

How did you find the experience of working in the group out of school hours?

What strategies did you use to achieve your group goal? (sharing tasks, meeting, brainstorming,
asking for advice, searching for information, etc.)

What impacts did WhatsApp group have on your project work?

When you had any question, you could ask your teacher or each other via WhatsApp, so what do
you think about receiving ‘instant feedback’ online?

What obstacle(s) did you face during your conversation with one another on WhatsApp? Were
you able to convey your ideas clearly via this medium?

What experiences did you gain while searching for materials (articles, topics, pictures, etc.) in
English? What were the benefits in terms of language skills (R, W, L, S and Vocabulary)?

What ‘major problems’ did you encounter in the project in general? How did you overcome them?
What would you do differently if you were given a chance to do the project again?

® o0 o

N o oW
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10.

11.
12.
13.
14.
15.

INDIVIDUAL INTERVIEW QUESTIONS

What process did you get through at the beginning of the project regarding group leadership,
task distribution, responsibility, etc.?

What was your task in the group? How did you contribute to the group work?

What skills did you bring to the project?

How did you use technology to develop your project?

How did you cooperate with your group friends to get the project done in school and outside?
How did you find the experience of working in the group out of school hours?

What strategies did you use to achieve your group goal? (sharing tasks, meeting, brainstorming,
asking for advice, searching for information, etc.)

How did you find communicating with your group friends for the project on WhatsApp?

When you had any question, you could ask your teacher or group friends via WhatsApp, so what
do you think about receiving ‘instant feedback’ online?

What obstacle(s) did you face during your conversation with one another on WhatsApp? Were
you able to convey your ideas clearly via this medium?

How did the project help you in your learning English?

What were the benefits of the project in terms of language skills (R, W, L, S and Vocabulary)?
What are the important things “you” learned while working on the project?

What was the most challenging part of this project for you? What did you do at the end?

What would you do differently if you were given a chance to do the project again?
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APPENDIX E: Interview Protocol

Interview Protocol for Project Work

Interviewer:

Interviewee:

Date: Time: Place:

Interviewer Introduction

Start Recording

The purpose of this study: Regarding the project work process, the students were expected to express

their opinions about each question.

Interviewee Information:

Questions:

BOoo~NoOkwNPE

Thank you for your participation!
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APPENDIX F: Transcripts of the Interviews

[lk bir hafta herhangi bir konusma yapmadik; ciinkii biz de tam olarak ne oldugunu anlayamamustik.
Tek yapabildigimiz bize verilen kagittan konulari incelemek, tiniteleri incelemek oldu. En sonunda bir
hafta icinde bir konuya karar verebildik ve gorev dagilimlarini ilk hafta lider olarak segilen kisi
yapmaya basladi. Gorev dagilimlarindan sonra herkes kendi aragtirmalarina bagladi, ama biz biraz geg
bagladik grup olarak ¢alismaya; 0 ylizden oldukg¢a aksadi, herhangi bir baglanti kurmadik ilk bir hafta
slirecinde; ama bir haftadan sonra gorev dagilimlariyla konularimizi se¢meyi yaptik, hepsini
ayarladik. (Student 1- Class 3)

Ilk énce arkadaslarimla beraber grup olusturduk. Daha sonra bu grupla konumuza karar vermeye
calistik. “Cevre” konusunu ele aldik. Bundan yola ¢ikarak herkes kendisine bir konu aldi. Ornegin biri
kiiresel 1sinma, biri hayvanlarin ¢evreye katkisi vb. konulari aldi. (Student 2 - Class 2)

flk bir iki hafta nasil yapalim tarzinda konusmalar yaptik. Sonra dergilere bakip bizim igin hangisi
daha iyi olabilir, hangi konuya daha hakim olabiliriz, hangisinde kendimizi daha giizel bir sekilde
ifade edebiliriz, oldu. Herkes konu se¢imine kendi karar verdi, arastirma yapti. (Student 3 - Class 1)

Siz gerekli bilgileri verdikten sonra zaten direk WA grubu agildi ve orada konusmalar basladi. Aslinda
gruptaki kisileri de ben kendim topladim, yani ben sectim. Grup kurulduktan sonra grup liderligi zaten
benim istiime kaldi, kimse almak istemedi. Goérev paylagimlarin1 da ben yaptim, konuyu da ben
sectim, arkadaslara olup olmayacagimi sordum. Sonra goérev paylasimlart yapip yazdim, grupta
paylastim. Itiraz olan var m1 diye sordum, kimse evet demedi. (Student 4 - Class 4)

Kesinlikle en bastan kontrolii ele almak isterdim ve daha erken baslamak isterdim. Ciinkii biz yeterli
bir aragtirma yapamadik, iistiine diisemedik fazla. Biraz daha vaktimiz olsaydi su an elimizdekinden
cok daha giizel bir sey ¢ikarirdik. Bu yaptigimiz kétit demiyorum ama degistirmeyi isteyecegim seyler
ne kisiler olurdu, ne de baska bir sey. Direk olarak ben bu konuda bilgiliyim demek olurdu, ben bu
konuda bilgili oldugum i¢in bana izin verin grup dagilimlarimi yapalim olurdu. (Student 5 - Class 5)

Diiriist olmak gerekirse eger bir konuda fazla detayciysaniz ve miikemmeliyetciyseniz bu gruptaki
herkesten de ayn1 seyi bekliyorsunuz. Ve bunu tek kisiden bile almazsaniz ¢ok fazla hayal kirikligina
ugruyorsunuz. Ben bir tek zaman konusunda ¢ok sikinti yasadim. Elimizde biraz daha zaman olsa,
sadece bir hafta daha olsaydi yaptigimiz seyi daha giizel ortaya ¢ikarmak isterdim. Baskisi vb. pek
aligkin olmadigimiz igin hepimiz son anda yetistirdik, tam istedigimizi yapamadik. Zamani ¢ok iyi
kullanmam gerektigini ve son ana birakmamam gerektigini diistiniiyorum. (Student 6 - Class 4)

Benim i¢in en zor sey o dergi formatindaki tasarimi yapmakti; ¢iinkii teknoloji ile cok fazla aram yok,
photoshop falan hayatimda hi¢ kullanmadim diyebilirim. O yiizden benim i¢in en zor sey buydu.
Bunlar1 en basta bir arkadasimiz iistlenmisti, 0 da gidince iyice caresiz kaldim, yapamayacagimi
diistinmistiim. Sonra diger arkadagimiz bu konuda kendisinin yapabilecegini s6yledi. O aldi bu isi ve
bu sekilde halletmis olduk. (Student 7 - Class 1)

Arkadaglarinla siirekli irtibat halinde olman gerektigi igin kaynasiyorsun, ister istemez soru
soruyorsun. Eksikleri diizeltiyorsun, tabii bazen problemler ¢ikabiliyor. Sonugta bizi bir arada tutan
sey takim galigmasi oluyor. Oncelikle bir sz vardir ya “birini tanimak igin onunla tatile git”, bizde de
“birini tamimak i¢in onunla proje yap” diyebiliriz. Béyle denmez aslinda ama kim daha sorumluluk
aliyor, arkadas iligkileri nasil bunu daha iyi anladim. Yani sorun yok, genel olarak kisileri tanimamda
yardime1 oldu. Ingilizce hakkinda konusursak, dedigim gibi bilmediginiz bir yoniiniizii
kesfediyorsunuz, ilginizi baska yone ¢ekebiliyor. (Student 8 - Class 2)

Bana kattigi en onemli sey sabirli olmayr 6grendim. Herkesin kendi goriisii var ve buna saygi
duymay1 6grenmek, buna saygi duymaya c¢alismak gergekten benim igin zordu. Onun disinda
insanlarla iletisimim daha iyi oldu, ¢linkd bireysel olarak kendimi biliyorum, insanlarla iletisimim ¢ok

giiclii degil. O yiizden insanlarla konusurken simdi rahatladim ve bu sirada siniftan arkadasg da
edindim. (Student 9 - Class 3)

Sonugta grup lideri bendim, siirekli herkesi takip ettim bir seyi zamaninda yetistirmek i¢in. Her sey
benim elimde olan bir sey degildi, bir kisi bile bunu yapmasa zamaninda yetistiremeseydik geg
kalacaktik ve kabul edilmeyecekti. Ama ben bunlan siirekli takip ettim, zaman yonetimini 6grendim
acikcasi, bu sadece benim elimde olan bir sey degildi. (Student 10 - Class 4)
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Isbirligini 6gretti. Bu aldigim konu hakkinda ¢ok sey 6grendim acikcasi. Arkadaslarimla beraber bir
konu oldugunda nasil harekete gegmem gerektigini, bu dergi olayinda neleri bastan sona dogru neleri
yapacagimi 6grendim. Daha iyi oldu benim i¢in. (Student 11 - Class 5)

Sorumluluk duygusu itiyordu en ¢ok, okulda degilsin ama okula bagimli olarak yapman gereken bir
sey var ve bu normalde 6dev olmadig1 i¢in hepimiz daha ¢ok ciddiye aldik, ¢iinkii hepimiz bundan
puan alacagiz. O yiizden daha ¢ok sorumluluk duygusu bizi itti. Benim i¢in en 6nemli sey bu oldu,
sorumluluk duygusuyla yapmaya c¢alismak ¢abalamak oldu. Sonugta bir ¢aba harcadik ortaya iyi bir
seyler cikartabilmek icin. Iyi olarak degerlendirdim bu deneyimi. (Student 12 - Class 2)

Bence giizel bir tecriibe oldu, bu siiregte arkadaglarimi daha iyi tanidim. Okul dis1 saatlerde bir araya
gelince birbirimizden ¢ok sey 6grendik. Hem arkadaslarla igbirligi nasil olur, boliime gegmeden fikrim
oldu. (Student 13 - Class 3)

Daha once dergi yapmamistim, bunu nasil sekillendiririm nasil ilging seyler bulabilirim diye konu
olarak en ilgi ¢eken seyleri bulmaya c¢alistim. Boyle bir seyi daha once yapmamistim. Ve bunu
Ingilizce yapmak cidden &nemliydi ve ilk kez Ingilizce arastirma yapiyordum. Su an daha
deneyimliyim bu konuda diyebilirim. (Student 14 - Class 4)

Oncelikle olayl kavramaya galigmak var, olay1 kavrayamamak var. insanlarla igbirligi yapmanimn ne
kadar onemli oldugunu da anladim. Muhtemelen olay1 kavramaya ¢alismadigimiz igin biraz ge¢ oldu
projeyi bitirmemiz. Bundan sonra projelerle de yakindan ilgili olacagim i¢in bu siireyi kisa tutmaya
caligacagim. Son giine birakmamak Onemliymis, ¢ilinkii tam olarak her seyi ¢ikarip vermenin
rahatligiyla son giine birakmanin acelesi ve yorgunlugu ayni olmuyor tabii. Ona daha c¢ok dikkat
etmek gerekiyormus. (Student 15 - Class 5)

Okul disinda hepimiz kendi aramizda islerimizi hallettik. Soyle ki gruptan ¢ok fazla konusmadik, ama
bireysel olarak siirekli iletisim halindeydik ve herkes birbiriyle iletisim sagladi, sorular soruluyordu
strekli olarak, diizenli konugmalar yapiliyordu; ama okul iginde daha aktiftik, ¢iinki okul i¢inde
birbirimizle iletisim kurabiliyorduk. Okul disinda pek aktifligimiz olmasa da okul iginde her sey
diizgiin rayinda gidiyordu. (Student 16 - Class 3)

Grup isbirligini genelde WhatsApp araciligiyla yaptik, arkadaglar1 pek tanimiyordum zaten, sonra
tanistik. Bir arkadagin evine gittik, orada basladik proje ile ilgili detaylara. Sonra su giin bulusacagiz
dedik, orada fikir birligi yaptik, aksam da hep beraber bilgisayar basinda oturduk yazdik. (Student 17-
Class 2)

Okul iginde, okulda kalip ¢alisalim gibi bir sey olmadi ama bir kere benim evimde bulustuk.
Bilgisayarda birlikte bir seyler yazdik, hepimiz nasil olmus, eksik, hata var mi diye kontrol ettik.
Onun disinda, herkesin uygun oldugu bir giin bulmaya ¢alistik, 6yle abartili planlanmis bulugmalar
olmadi. O giin kime uygunsa katild1 ve ¢alistik. (Student 18 - Class 1)

Okul lise ortam1 gibi olmadig1 igin 1-5 aras1 burada oldugumuz ve evlerimiz de ¢ok uzak oldugu igin
digarida oturup bir seyler yapma sansimiz ¢ok olmadi. Bagka bir yerde daha ayrintili olarak aksamlar
sunu boyle bunu séyle yapacagiz diye konustuk, sadece hafta sonlar1 ara biraz zaman girdi, tam olarak
ifade edemedik. (Student 19 - Class 5)

Birlikte ilk yapabildigimiz sey gorev dagilimi oldu, sonra bireysel olarak hareket ettik. Beyin
firtinasini daha ¢ok dergiye neler koymamiz gerektiginde yaptik, diger dergilerde bunlar varms, a biz
de bundan yapalim tarz1 degisik yollar kesfettik. Elimizden gelen en orijinal en profesyonel bir sekilde
ortaya bir sey ¢ikarmak i¢in daha gok beyin firtinas1 yaptik. Bunun disinda herkes kendi konularinda
bireysel olarak daha rahat edecegini diistindiigiimiiz i¢in goérev dagilimini kisiye gore yaptik. Ben bu
konuda daha bilgi sahibiyim, ben bunu alayim gibi. (Student 20 - Class 1)

Grup tyeleri zaten ¢ok uyumlu insanlar oldugu icin biz ¢abuk hallettik zaten, biraz ge¢ kalmamiza
ragmen. Ben daha c¢ok beceri olarak teknolojik seyler, bilgisayar, grafikler onlarla daha g¢ok
kullandim. Konumla ilgili arastirma yaparken resimler i¢in internetten yararlandim. Gergek dergilere
bakip nasil tasarlandiklartyla ilgili fikir aldim. (Student 21 - Class 3)
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Teknik olarak yaptigim ¢ok fazla bir sey yoktu, sadece daha fazla kaynaktan yararlanmaya calistik;
ciinkii en bariz Wikipedia vardi, orada ¢ok fazla bilimsel yazilar vardi. O yiizden farkli, daha ¢ok blog
sayfalarindan yararlandim. Bunun diginda zaman yénetimiyle ilgili olabilir, grup olarak biraz erken
bitirmek istedik. Hadi yapalim, hadi yapalim dedim; ama iyi de doniis aldim, herkes de hemen hemen
yetistirmeye ¢alisti. (Student 22 - Class 5)

Herkesin fikrini aldik, bir araya geldik ya email ile ya da okulda. Siniftaki diger gruplar neler yapiyor,
neler yapilmasi gerekiyor, bizden ekstra acaba neleri var diye onlar1 kontrol ettim. Bizde eksik olanlar1
Oyle tamamladim. (Student 23 - Class 2)

Projeye baslamadan once kizlarla “fashion” tizerinde konusuyorduk, sonra giincel konu “oscar
odiilleri”ni diislindiik, “Great experiences” konusuyla baglantili olarak. Diger siniftaki arkadaglarimla
da konusup sizce buraya ne ekleyebiliriz diye sordum, hatta anne babama bile sordum. Siirekli
herkesten bilgi edindik, sonra hosumuza gidenleri segtik. (Student 24 - Class 4)

WhatsApp ile iletisim kurmak c¢ok iyi oldu. Ciinkii oteki tiirlii herkese tek tek mesaj atmam
gerekiyordu, zaman alacakti, ama WA grubumuz oldugu i¢in toplu olarak herkes ne yazdiysa
goriiyordu. Arkadaslarinla beraber aymi konuyu ayni anda tartisabiliyorsun. (Student 25 - Class 3)

Cok iyiydi. Projeyi yaparken bir yerde takiliyorum, 0 sira arkadaslarima veya size soruyorum gruptan,
aninda bana cevap verdikleri zaman projeden kopmadan devam edebiliyorum, ama cevap alamazsam,
goérmedi duymadi olursa, biraksam 0 isi ertesi giin aynm1 yerden devam edemeyebilirim, unutabilirim.
(Student 26 - Class 2)

Isbirligi icin en iyi buydu bence, ciinkii nerede olursan ol, saat kac olursa olsun sen o soruyu
sorabiliyorsun ve arkadaglarin veya 6gretmenin sana aninda geri doniit verebiliyor. Beklemek zorunda
degilsin. Ben vakit ayirip 0 anda bir sey yapiyorum ve 0 vakit iginde bitirmek istiyorum onu, karsidan
boyle uzunca cevap beklesem aksama veya ertesine giine kadar mesela, sagma olacakti, sonucta
birlikte karar vermemiz gerekiyordu, tek basima bireysel yapmiyorum ben bu projeyi, ondan dolay:
onlarin bana aninda cevap vermesi onemliydi. Size zaten sorularimizi hep soruyorduk, aklimizda
herhangi bir soru isareti kalmiyordu, bdylece ilerleyebildik projede. (Student 27 - Class 4)

WA’da bir seyi ¢evirmiyorsun 0 anda aklma ne geliyorsa onu direk Ingilizce yaziyorsun. Daha uzun
siireli ve daha farkl bir birlesim olsayd siirekli Ingilizce konusabilecegim bir kanal olmasini isterdim
ki bireysel olarak da bunu yaptigim arkadaslarim var. Bence giizel bir seydi WA kullanmak, sonucta
boyle bir seyi yaparken teknolojiyi de kullanmak lazim ve bu, bizim daha ¢ok 6zgiivenli bir sekilde
caligmamiz1 sagladi. (Student 28 - Class 5)

Bence giizel 6zelligi sizin de o grupta olmanmizdi, ¢linkii biz zaten sudan ¢ikmis balik gibiydik,
herhangi bir fikrimiz olmadan bu ise girdigimiz i¢in Sizin en azindan bir fikriniz vard: ve soru
sordugumuzda bize aninda cevap verdiniz. O agidan biz orada rahat olduk. Dedigim gibi zihninde
kalan bir seyi aninda sorup cevap almak giizeldi, mantikliydi. Sizin orada olmamz bizim WhatsApp
grubumuzun en biiyiik 6nceligiydi, en biiyiik 6zelligi o oldu. (Student 29 - Class 4)

Bir hata yapmadan veya yaptiysam aninda diizeltebilme sans1 verdi. Mesela ¢ok farkl diigiincelerimiz
vardi, ama belli bir siire vardi, biz de aninda ise koyulmadik, herkesin uygun bir zamani yoktu ¢iinki.
Ama size siirekli mesaj attik, grup i¢inde konustuk, sunu géyle mi yapalim bdyle mi, bunu bu sekilde
yazabilir miyiz, bu resmi koyabilir miyiz, bunu yapabilir miyiz diye aninda geri doniit alinca bir ise
bosu bosuna baslamamus olduk, daha yararliydi. Bizim lehimize avantajimiza oldu. (Student 30 -
Class 5)

Aninda geri doniit almak giizeldi, ¢iinkii bu okulda 6yle her istedigimiz seyle ilgili aninda geri doniit
alma sanstmiz pek olmuyor. Bu yiizden bu tarz bir projede yer almak giizeldi, beni mutlu etti, bir de
WA o&yle ¢ok formal bir ortam genelde olmadig1 halde. Higbir sekilde tikanmadik, hatta biz biraz
¢ekingen kaldik bu konuda, daha da agik olmamizi isterdim. Belki de daha once bu tarz bir sey
yasamadigimz i¢in olabilir. (Student 31 - Class 1)
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Giinliik dil ¢ok iyi oldu, sonugta burada okudugumuz makalelerinin higbiri kitabimizdaki gibi belli bir
gramer kuralina baglh olarak yazilmiyor, her seyden gorebiliyordunuz bir makalenin iginde, ¢iinkii 0
bagka bir insanin zihni ve bambagka bir konunda bahsediyor. Dile en biiyiik katkis1 kesinlikle bir¢ok
seyi bir arada gorebilmemiz oldu bizim i¢in. Dedigim gibi kitapta tek bir gramer konusu iizerinde
gidiyordu, ama burada bir siirii farkli sey vardi ve ¢ok giizeldi. (Student 32 - Class 1)

Cok yardimci oldu. Konu arasgtirmasi yaparken mutlaka bilmedigin kelimelere rastliyorsun, onlara da
bakma geregi duydugum igin ve siirekli aym kelimeye denk geldigimde o kelimeyi de 6grenmis
oldum. Vocabulary agisindan ¢ok katkis1 oldu bana. Reading’de faydasinmi gérdiim, siirekli zaten bir
seyler okuyorsun, dergiye koyman gerektigi i¢in farkli sitelerden okumalar yapiyorsun. Writing igin
bir makale yazmistim, ilk 6nce ¢ok uzun yazmigtim, diizenlemem gerekiyordu. O konuda internete
bagvurdum, bazi yorumlar okudum, o yorumlardan da yararlanarak 6nemli detaylari alip yeni bir
makale yazdim, ¢ok iyi oldu. (Student 33 - Class 3)

Speaking acisindan gelistigimi diisiinliyorum. Ve sonugta bir sirli aragtirma yaptim, normalde
internete girip de “domestic violence” ile ilgili ya da herhangi bir konuda Ingilizce arastirmam
gerekmiyordu, ama proje ile bu ydénde bana katkisi oldu. Internetten bir siirii makale buldum,
arastirdim ve bunlar1 okudum, diizenledim. (Student 34 - Class 5)
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TURKISH SUMMARY

Son yillarda akilli telefonlar, kisisel dijital asistanlar, diz istii bilgisayarlar,
IPAD ve iPOD gibi mobil teknoloji araclarin yaygin olarak kullanilmasi egitim
alaninda 6gretim-6grenme siirecini énemli olgiide etkilemistir. Bu mobil araglarin
her zaman ve her yerde kolaylikla kullanabilmesi &6grenciler tarafindan oldukga
olumlu karsilanmakta ve dolayisiyla kullanimlarinin artmasina yol agmaktadir.
Gergek su ki gitgide gelisen mobil teknolojiler modern iletisim yollarini etkilerken
giinliik hayatin i¢inde koklerini bulan dilin de 6grenme yollarinin farkli durumlara

gore sekillenmesini etkileyebilmektedir.

Bu aragtirmanin amaci, sinif dig1 etkinlik olarak yabanci dil 6grenme siirecine
dahil edilen mobil anlik mesajlasma uygulamasi olan WhatsApp’in mobil-
harmanlanmis isbirligine dayali 6grenme ortaminda yabanci dil olarak Ingilizce
ogrenen Ogrencilerin dil yeterliliklerini gelistirme konusunda nasil bir etkiye sahip
oldugunu ve sonuglarini arastirmaktir. Bu amagla aragtirmaya yol gostermesi igin su
temel soruya yamit aranmistir: Okul-dist 6grenme ortaminda bir grup proje
calismasina dahil edilen WhatsApp’in Ingilizceyi yabanci dil olarak &grenen

ogrencilerin dil 6grenimlerini gelistirmesi siirecinde nasil bir etkisi vardir?

Bu calisma su konular iizerine odaklanmustir: Ingilizceyi yabanci dil olarak
ogrenen 6grencilerin dil 6grenmelerini kolaylastirmak amaciyla 6zgiin dil 6grenme
ortami olusturmak ve Ogrencilere her zaman ve her yerde anlik geri bildirim
saglamaktir. Bu ¢aligmanin hedefi teorik olmaktan 6te, uygulamaya dayali bir nem
tagimaktadir; ¢linkii sinif digt mobil 6grenmenin gergekten nasil bir islevselliginin
oldugunu ve yabanci dil 6gretimindeki uygulamalarda ne gibi degisiklikler ortaya
cikaracagimi ve bu alandaki 6gretmenlerin bakis agilarini degistirme veya genisletme

hususunda derin bir arastirma yapmaktir.

Yabanci dil 8gretiminde siklikla karsilagilan giicliiklerden biri ana dili Ingilizce
olmayan 6grencilerin hedef dile yeterince maruz kalamamalar1 ve giinliik hayatta dili
kullanma ortamlarin1 bulamamalaridir. Cogu yabanci dil 6grenmeye ¢alisan 6grenci
gercek ortamlarda dili kullanma pratigini yeterince kazanamamaktadir. Diger bir
acidan, yabanci dil dgretiminin sadece simif ortaminda sunulan, pratige cok fazla
dayanmayan etkinliklerle siirdiiriilmesi, 6grencilerin dil gelisimini daha da olumsuz
etkilemektedir. Bundan dolay1 6grenciler hedef dili etkili bir sekilde kullanacaklari
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ve 0 dile ait farkindalik kazanmalarin1 saglayacak hem okul i¢cinde hem de okul
disinda 6grenmelerini destekleyecek birtakim farkl arayislar iginde bulunmaktadirlar
(Field, 2007). Etkili dil 6grenmeyi yakindan ilgilendiren bir diger son derece 6nemli
etken de birgok Ogrenme teorisinin icinde yer alan konulardan biri olan geri
bildirimdir. Genel sinif i¢i 6gretimde dgrenciler kendi 6grenmelerini ilerletebilmek
icin 6gretmenlerinin destek ve yardimlarina ihtiyag duyarlar ve bunun dogrultusunda
ogrenmelerini gergeklestirirler; fakat 6grenciler sadece sinif i¢i 6grenmeleriyle degil
ayrica smif disinda da bir¢ok 6grenme firsatlar1 yakalarlar ve bu siiregte kafalarinda
olusan sorularin cevaplarina karsilik anlik geri bildirimlere ihtiyag duyabilirler. Sinif
ortaminda her bir 6grenciye ayr1 ayrt geri doniit vermek igin yeterli zaman
olmadigindan dolayi, 6grenciler bir yanit alabilmek igin uzun bir siire beklemek
zorunda kalabilir veya hatta ertesi giin sorularini unutabilirler. Yukarida bahsedilen
tiim bu yabanci dil 6grenme siirecindeki gii¢liikler dikkate alinarak bu ¢aligma, mobil
anlik mesajlasma olanagi saglayan WhatsApp uygulamasinin hem G6grenciler
arasinda hem de 6gretmen ve ogrenciler arasinda anlik geri bildirim géndermek ve
almak i¢in es zamanli bir iletisim kurma yarari sagladigim (Ho, 2011)

vurgulamaktadir.

Arastirmanin ikKinci boliimiindeki literatiir taramasi, ¢alisma i¢in daha somut bir
anlayls saglamast ve dayanmis oldugu teorik alt yapiyr belirtmesi igin tez
calismasmin teorik cergevesini detayli bir sekilde anlatmaktadir. ilk olarak, proje
tabanli 6grenme ile ilgili olarak genis bir literatiir aragtirmasi sunulmustur. Bu konu
basligi altinda su konular yer almaktadir: (a) proje tabanli 6grenmenin temel
Ozellikleri: otantik 6grenme, Ogretmen ve oOgrencilerin rolleri, isbirligine dayali
O0grenme ve grup calismasi, (b) proje tabanli 6grenmede degerlendirme, (C) proje
tabanli 6grenmeyi uygulamanin yararlari ve zorluklar1 ve (d) yabanci dil olarak
Ingilizcenin ~ dgretildigi  ortamda proje tabanli &grenmedir. lIkinci olarak,
harmanlanmis 6grenme teorik ¢ergeve, yontemler, harmanlanmis 6grenmeye dayali
birtakim uygulamalar ve yabanci dil olarak Ingilizcenin 6gretildigi ortamda
harmanlanmis 6grenme gibi konular bakimindan ele alinmistir. Daha sonra, mobil
ogrenme su alt konu basliklariyla detayli olarak belirtilmistir: mobil 6grenme
teorileri; proje tabanli 6grenme, isbirligine dayali 6grenme ve harmanlanmis
ogrenme. Son olarak, tez c¢alismasiyla ilgili son yillarda yapilmis benzer

caligmalardan bahsedilmistir.
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Bu ¢alismada yontem olarak, karma yontem uygulanip kesfedici karma yontem
(Yin, 2009) desen olarak kullanilmistir. Karma yontem, tek bir calismada nitel ve
nicel verileri birlestirmeyi, toplamay1 ve analiz etmeyi vurgular (Creswell & Plano
Clark, 2011). Buna ilaveten, karma yontemin kullanilmasindaki sebep, bu yontemin
nitel ve nitel verileri birlestirerek arastirma probleminin ve Sorularinin daha iyi
anlasilmasii saglamasidir (Creswell, 2013). Calismanin amaci dikkate alinarak, bu
literatiir bilgisi karma yontem arastirmasimin bu g¢alisma i¢in en uygun arastirma

deseni oldugunu gostermistir.

Nitel aragtirma yontemine gore yapilan bu ¢alismada amagl 6rneklem yontemi
(Creswell, 2013) kullanilmistir. Tiirkiye’de 6zel bir iiniversitenin Yabanci Diller
Hazirlik Yiiksek Okulu béliimiinde yapilan bu c¢alisgmaya orta diizey (upper -
intermediate) seviyede Ingilizce bilen bes hazirhk smifinin katilimiyla toplam 85
ogrenci katilmistir. Yaslar: 18 ve 20 arasinda degisen bu dgrencilerden 20’si ingiliz
Dili ve Edebiyati, 20’si Miitercim Terciimanlik, 7’si Mekanik Miihendisligi, 7’si
Endiistri Miithendisligi, 5’i Insaat Miithendisligi, 5’i Banka ve Finans, 4’ii Iktisat, 4’ii
Yeni Medya, 3’ii Uluslararas: iliskiler, 2’si I¢ Mimarlik, 2’si Sosyoloji ve 1’i
Bilgisayar Miihendisligi olmak tizere farkli boliimlere kayitli 6grenciler katilmustir.
Bu &grenci grubunun segilme sebebi ingilizce dil yeterliliklerinin yiiriitiilecek okul
dis1 proje ¢alismasi i¢in uygun olmasi, ayrica mobil araglari kullanma konusunda
tecriibeli olup kendi 6grenme aliskanliklari i¢in amagh veya amagsiz bu mobil
araglardan faydalanabildikleri gozlemlendigi ve son olarak calismaya katilmaya

hevesli ve goniillii olduklar: goriislerine dayanarak segilmislerdir.

Calismada nicel ve nitel veri toplama kaynaklar1 bir arada kullanilarak dort
farkli kaynaktan yararlanilmistir:  yari-yapilandirilmis bireysel ve odak grup
goriismeleri, akran degerlendirmeleri, proje triiniinii degerlendirmek i¢in hazirlanmis
rubrik ve WhatsApp grup konusmalarini igeren giinliikler. Veri toplama araglarinin
hazirlanig siireci su sekilde olmustur: Akran grup degerlendirme formlari proje
bitiminde tim o&grencilere verilip Dbirlikte gecirdikleri Siire¢ boyunca neler
yaptiklarin1 ve grup c¢alismasindaki performanslartyla ilgili hem kendileri hem de
birbirleri hakkindaki kisisel goriislerini paylasmalart beklenmistir. Formlarin
hazirlanmasinda belli bash Olgiitler gbz Oniine alinmistir; 6rnegin on maddeden
olusan 5°li Likert tipi bir Ol¢ek arastirmaci tarafindan gelistirilmistir. Akran

degerlendirme formundaki olgek “Kesinlikle katiliyorum (1),” “Katiliyorum (2),”
112



“Kararsizim (3),” “Katilmiyorum (4)” ve “Kesinlikle katilmiyorum (5)” diye bes
secenekten olugsmustur. Seceneklerin olusturulmasinda proje tabanli Ggrenmenin
temel ilkelerinden “isbirligi ve esgiidiim, proje planlanmasi, karar verme ve zaman
yonetimi” (Blank, 1997; Dickinson et al., 1998) goz oniine alinmustir. Igerik
gegcerliligini saglamak i¢in bu alanda tecriibeli bir 6gretmenden goriisleri alinmis ve
alman geri bildirime gore gerekli diizeltmeler yapilmistir. Ogrencilerden her bir
madde icin hem 6z degerlendirmelerini hem grup arkadaslarimi tek tek
degerlendirmeleri yapmalar1 istenmistir. Bu degerlendirme siirecinde 6grenciler

birbirlerinden bagimsiz degerlendirme yaptilar ve sonuglart kimseyle paylasiimadi.

Ikinci veri kaynagi analitik rubrik, proje calismasmin her bir asamasinda
ogrenci performansini ve yeterliligini 6lgmek ve en sonda genel bir puana ulasma
icin bir degerlendirme araci olarak kullanilmistir. Analitik rubrik hazirlanirken proje
tizerinde c¢alisirken Ogrencilerden basarmasi beklenen o6grenme hedefleri ve
becerileri, bilgi ve anlama gibi unsurlar dikkate alinarak hazirlanmistir. Bu tiir bir
rubrik ile degerlendirme yapilmasinin nedeni Ggrencilere sergilemis olduklar
performanslari dogrultusunda geri bildirim saglamak ve big¢imlendirici geri doniit
almak ve ayrica tam olarak bitirilen proje c¢alismasinin agamalarini tanimlamak ve
degerlendirmektir. Analitik bir rubrikte ilk olarak, degerlendirmeyi yapacak kisi
calismayla ilgili her bir olgiite ayr1 ayri puan verir ve daha sonra tiim puanlari
toplayarak tek bir temsili puana ulasir (Nitko, 2001). Rubrikte yer alan olgiitler;
planlama ve hazirlanma, tasarlama, igerik, isbirligi, teslim ve sunum basliklari
altinda belirlenmistir. Son olarak, tez danigsmanina danigilarak veri 6lgeginin igerik

gecerliligi test edilmistir.

Yukarida anlatilan nicel verilere ilaveten, nitel arastirma tekniklerinden odak
grup goriismeleri ve bire bir goriismeler karma bir teknik olarak kullanilmistir. Yari-
yapilandirilmig veya ucu agik sorular katilimcilara sorulmustur. Goriisme sorulari
katilimcilarin  vermis olacagi cevaplarin caligmadaki arastirma sorulari ig¢in
aydinlatic1 veya faydali bulgular ortaya ¢ikartmasi agisindan bakilarak hazirlanmistir.
Arastirma sorularindaki ana konular ve temalar dikkate alinarak, odak grup
goriismeleri igin on soru, bire bir goriismeler igin on bes soru hazirlanmistir.
Sorularin siralamasi en genelden en o6zele dogru diizenlenmistir. Goriismelerde
ortaya ¢ikabilecek her tiirlii cevaba kars1 arastirmay: yapan kisinin dikkatli olmas1 ve

cevaplara herhangi bir etki yapmadan goriismenin akisi saglanmasi igin sorularla
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ilgili bazi anahtar kelimeler de iliskilendirilmistir. Sorularin gilivenirlilik ve
gegcerliligini temin etmek i¢in hem alan uzmanina hem de tez danismanina danisilip
verilen geri doniite gore gerekli degisiklikler yapilmistir. Son veri toplama araci
olarak ogrencilerin WhatsApp araciligiyla olusturduklar1 gruplardaki sohbetler
kaydedilerek sonrasinda igerik analizi yapmak i¢in her bir grup i¢in ayr1 giinliik
dosyalar olusturulmustur. Toplamda 22 WhatsApp grubu oldugu igin 22 de giinliik

dosyasi elde edilmistir.

Ucgiincii béliimde yer alan veri toplama siirecinde, proje ¢alismanin bitmesinin
ardindan katilimcilara ayri1 ayri akran degerlendirme formlar1 dagitildi ve hem
kendilerini hem de grup arkadaslarini belirlenen olgiitlere gore degerlendirilmesi
istendi. Bazi oOgrencilerin degerlendirme giinii okulda olmamalart sebebiyle
katihimcilarin hepsi bu siirece katilamadi; fakat daha sonrasinda geriye kalan
Ogrencilere de ulasilarak degerlendirmelerini yapmalari saglandi.  Smiftaki
Ogretmenlerinin  gbézetiminde sonuglar paylasilmadan herkes bireysel olarak
degerlendirmelerini on veya on bes dakika iginde tamamladi. Degerlendirmenin
gecerliligini saglamak i¢in degerlendirmeyi yapan kisi ile degerlendirilenlerin adlar
caligmada gizli tutulmustur. Rubrik degerlendirmesi ile ilgili olarak, yedi haftalik
proje calismasindan sonra 22 gruptan hazirlamis olduklar1 dergileri son teslim
giiniine kadar toplandi. Projenin son teslim tarihi gerek ogrencilere dagitilan
bilgilendirme notlar1 gerekse WhatsApp grubu araciligiyla duyuruldu ve ara ara
hatirlatmalarla zamani iyi degerlendirmeleri vurgulandi. Dergilerin degerlendirilmesi
icin iki farkli liste hazirlandi; birinci listenin igeriginde Oolgiitler, belli
derecelendirmelerden olusan performans diizeyi ve performans aciklayicilart
gosterilirken, diger listede her bir smif i¢in ayrt bir liste olusturulup gruplar ve
gruptaki kisilerin yer aldigi bir puanlama g¢izelgesi belirtilmistir. Arastirmacinin
kendisi ile Dirlikte tecriibeli yabanci dil o6gretmenlerinden biri ile rubrik

degerlendirmesi yapilmistir.

Odak grup goriismeleri ve bire bir goériismeler siireci akran
degerlendirmelerinden sonra gergeklestirilmistir. Toplamda iki odak grubu
olusturulmustur ve iiye sayist 16’y1 gecmeyen odak grup goriismeleri yapilmistir.
Yiiz yiize gorligmeler ise amagli 6rnekleme yontemiyle segilen toplamda 10 kisi ile
yapilmistir. Goriigmelerin yapilacagi kisilerin se¢ilmesinde bazi dlgiitlere bakilmstir;

ornegin her bir siniftan en az iki kisinin segilmesiyle birlikte katilimcinin proje
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stirecine Yyeterince hakim olmasi ve goriismedeki sorulara cevap verebilecek diizeyde
olmasi beklenmistir. Gorlisme protokolii (Creswell, 2013) hazirlanarak goriismelerin
sistemli yiirimesi amag¢lanmistir. Bu goriisme protokoliinde su gibi temel 6geler yer
almigtir: projenin adi, baslama tarihi ve yeri; goériismeyi yapacak kisinin adi ve
katilimeilar; projenin kisa anlatimi; gériigme sorular: ve en sonda tiim katilimcilara
katkilarindan dolay1 bir tesekkiir notu. Goriisme yontemi olarak standartlasmis agik
uclu goriisme esas alinmustir. Her iki goriismede de sorular belli bir siraya ve benzer
bir formatta kisilere sorulmustur. Sorularin agik ve anlasilir olmasina dikkat edilip
sorular katilimcilarin ana dilinde (Tiirkge) yoneltilmistir. Aragtirmact moderator
veya yonlendirici olarak rol iistlenmistir ve sorular1 yoneltmeden 6nce 6grencilerin
gerginligini azaltmak ve onlar1 siirece alistirmak igin birkag hazirlik sorulart
sormustur. Bire bir goriismeler 10-15 dakika arasi siirerken odak grup goriismeleri
yaklasik 30-40 dakika stirmiistiir. Gortismelerden iyi verim alinmasi ve dogru ve
detayli bir analiz yapilabilmesi amaciyla goriisme siirecinde her bir katilimcinin izni
alinip odak grup goriismelerinde katilimcinin sayisi fazla oldugu igin video kaydi
yapilirken, bire bir gériismelerde ses kaydi yapilmistir ve sonrasinda analiz igin tiim

veriler bilgisayara aktarilmstir.

WhatsApp giinliik dosyalar1 cep telefonlarindaki yazilim sistemine bagl olarak
sistemdeki mevcut sohbetler otomatik olarak kaydedilip e-posta yoluyla bilgisayara
aktarilmigtir. Farkli cep telefonlarinda farkli yazilim sistemleri nedeniyle degisik
yollarla da giinliik dosyalarina ulasilabilmektedir. Buradaki en onemli nokta
ogrencilerin grup ici yazisma dilinin Ingilizce olmasi, grupta yonetici olarak

ogretmenin varlig1 ve her ne sebep olursa olsun gruptan ¢ikisa izin verilmemesidir.

Dordiincii bolimde anlatilan toplanan verilerin analizi ile ilgili olarak her bir
veri kaynagi detayli olarak incelenip uygun nicel ve nitel analiz yontemleri
uygulanmustir. 11k olarak, proje katilan 6grencilerin hem kendilerini hem de grup
arkadaglarmi  degerlendirdigi akran  degerlendirme  formlarinin  sonuglari
hesaplanmistir. Oncelikle tiim gruplar ait olduklar1 smflarina gore bir Excel
dosyasinda listelenip her bir grupta verilen puan degerleri 6grencinin ad1 basta olmak
tizere sirayla grup arkadaslarinin ona verdigi puanlar bir sonraki analiz igin
hesaplama kolaylig1 saglasin diye yan yana siralanmistir. Veriler Excel dosyasinda
sistematik olarak diizenlendikten sonra ikinci asamada SPSS kullanilarak her bir

smifin ayr1 olarak Pearson korelasyon katsayilari hesaplanmistir.
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Analitik rubrik, nicel veri analiz yontemi uygulanarak hesaplanan diger bir veri
kaynagidir. 22 grup tarafindan ortaya cikarilan toplam 22 proje iiriiniiniin
degerlendirmesini arastirmayi yapan kisi ile bir de yabanci dil alaninda tecriibeli olan
bir 6gretmenden yapmustir. Degerlendirme i¢in iki farkli liste kdgidi kullanilmistir.
flkinde rubrikin icerdigi bes &lgiit ve her bir &lgiitiin altinda agiklayic1 diger unsurlar
bulunurken, digerinde 6grenci adlarini, grup kodlarmi ve smiflarini gésteren bir
puanlama listesi kullanilarak birbirinden bagimsiz olarak puanlandirilmistir. Her iKi
degerlendiren kisiden elde edilen degerler SPSS kullanilarak verilen iki farkl
sonuclar arasinda herhangi bir korelasyon olup olmadigina bakilmistir. Bunun igin de

Pearson korelasyon analizi uygun bulunup gerekli hesaplamalar yapilmistir.

Bireysel ve odak grup goériismelerin analizi i¢in igerik analizi uygulanmustir. 10
katilimeiyla yiiz yiize yapilan goriismelerden elde edilen ses kayitlar1 ve odak gruplar
goriismelerinin video kaydi defalarca dinlendikten sonra iizerinde herhangi bir
degisiklik yapilmadan katilimcilarin dedikleri kelimesi kelimesine yazilmistir. Tim
transkriptler gozden gegirilerek tek tek igerik analizi yapilmistir. Transkriptler, igerik
analizi temel ilkeleri dikkate alinarak asamali olarak su sekilde incelenmistir:
kodlama, ana temalar1 veya Kkategorileri olusturma, temalarla iliskili verileri
diizenleme ve tanimlama, son olarak sonuglar i¢in bulgularin yorumlanmasi (Strauss
& Corbin, 1998). Transkriptler incelenirken in-vivo ve betimleyici kodlamalar
yapildi. Genel olarak bu siiregte, veride var olan kategoriler ve temalarin ve analizi
yapan kisiyle veri arasindaki etkilesim sonucunda ortaya ¢ikan bulgularin
kesfedilmesine dayanan tiimevarimsal nitel analiz gergeklestirildi (Patton, 2002).
Transkriptlerin detayli analizi sonucu ortaya sekiz tema cikti: (a) proje siirecinin
yonetimi, (b) cesitli becerilerin gelisiminin desteklenmesi, (C) bireylerarasi etkilesim
yoluyla 6grenmenin kolaylastirilmasi, (d) smuf igi ve simif disi ortamlarda grup
isbirligi, (e) hedef yonelimli stratejiler kullanma, (f) WhatsApp ile iletisim kurmanin
kolaylig1 (g) anlik geri bildirimin etkililigi ve (h) birbirleriyle iligkili becerilerin dil
yeterliligine katkisi.

WhatsApp gilinliiklerinin  analizinde nitel icerik analizi uygulanarak
ogrencilerin okul i¢i ve okul diginda yaptiklari ¢evrimigi yazigmalar dil 6grenme
acisindan bakilarak incelenmistir. Dil becerileri yoniinden bakilinca, karsilikli
yazigsmalarda dikkat ¢eken en onemli dilbilimsel unsur kullanilan farkli tiirdeki

kelimeler, ciimle yapilar1 ve ifade etme bigimleri olmustur. Dolayisiyla, gerek
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giinliikler gerekse 6grencilerin goriisleriyle baglantili olarak igerik analizinde kelime

bilgisinin gelisimine yonelik bir analiz yapilmstir.

Dérdiincii béliimde arastirmanin sonuglari ayrmtili olarak gosterilmistir. Ilk
olarak, odak grup ve bire bir yapilan goriismelerden ortaya ¢ikan transkriptlerin
icerik analizinden elde edilen sekiz tema alintilarla desteklenerek agiklanmustir.
Birinci tema “proje siirecinin yonetimi” ile ilgili olarak, siklikla karsilasilan bazi
konular sunlar olmustur: 6ncelikle projenin kapsaminin, ne oldugunun kavranmasi,
sonrasinda kiigiik adimlarla uygulamaya yonelik ¢alismalar baslatmak, (6rnegin grup
igindeki tiyelerin gorevlerinin belirlenmesi, dergi tiiriine ve igerik konularina karar
verme). Ilk asamayr bitirdikten sonra ogrenciler derginin igerigine odaklanip
sectikleri konularla ilgili 6n okumalar1 yaptilar. Ogrenci goriislerine gore, ilk basta
projeyi anlamak noktasinda birtakim sikintilar yasanmis ve bu yiizden hemen
caligmalara baslanamamis. Daha sonrasinda gorev paylasimlart yapilip konular
belirlenmis. Yasanilan sikintinin 6grencilerin daha once bu tarz bir ¢alisma iginde
olmadiklarindan kaynaklanmis oldugu belirtilmistir. ikinci tema “cesitli becerilerin
gelisiminin desteklenmesi” ile ilgili, c¢alismanin odak noktasi Ogrencilerin dil
gelisimleri olsa da yapilan grup ¢alismasi ile edindikleri yeni tecriibeler, arkadaslar
ile igbirligi yapmalar1 onlara ayrica baska becerilerinin de farkina varmalarina ve
gelistirmelerine yardimci olmustur. Bu becerilere 6rnek olarak, elestirel diigiinme,
problem ¢dzme, arastirma ve cevreyle uyum becerileri verilmistir. Uciincii tema
“bireylerarast etkilesim yoluyla o6grenmenin kolaylagtirilmasi”  konusunda,
ogrencilerin smif dig1 faaliyetlerde isbirligi halinde aktif ¢alismalari onlarin
birbirlerinden bir seyler 6grenmelerine firsat vermistir. Ayrica, bir gorev igin
sorumluluk alma, baskalariyla etkilesim iginde olma ve hedef dili kullanmada gergek
hayattan somut yasanti deneyimi elde etmeleri genel olarak 6grencileri olumlu yonde
etkilemistir. Dordiincii tema “smif i¢i ve smf disi ortamlarda grup isbirligi”
konusunda, o6grencilerin ¢alismalarin1 etkili bir sekilde siirdiirebilmeleri ig¢in okul
disinda da isbirligi yapmalari bekleniyordu. Goriislerinden yola ¢ikarak bazen
bulusup bir araya geldikleri ama ¢ogunlukla okuldan sonra WhatsApp araciligiyla
projenin detaylarin1 konustuklart goériilmistiir. Besinci tema “hedef yonelimli
stratejiler kullanma” ile ilgili, genel olarak basvurulan stratejiler sunlar olmustur:
beyin firtinas1 yapmak, sevilen konular1 se¢mek, gergek dergileri arastirmak,

alandaki uzman kisilere danmismak, fikir alisverisi yapmak ve teknolojiden
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olabildigince yararlanmaktir. Altinci tema “WhatsApp ile iletisim kurmanin
kolayligr” ile ilgili, 6grenciler bir¢ok agidan faydasini gordiiklerinden bahsetmistir.
Bunlardan siklikla bahsedilenler sunlardir: 6gretmen ile 6grenciler ve 6grencilerin
kendi aralarinda her zaman ve her yerde iletisim kurmak, hizli ve net Kararlar
alabilmek, es zamanl iletisim kurmak ve zaman kazandirmaktir. Yedinci tema “anlik
geri bildirimin etkililigi” ile ilgili olarak fikir aligverisinin verimli olarak yapildigi,
her zaman ve her yerde soru sorabildikleri, olas1 endiseleri azalttigi ve zamani etkili
kullanabildikleri vurgulanmistir. Son tema, “birbirleriyle iliskili becerilerin dil
yeterliligine katkis1” 6grenciler sadece bir dil becerisiyle degil tiim dil becerileriyle
(okuma, yazma, konusma ve dinleme) proje siireci boyunca etkilesimde
bulunduklarini, Ingilizceyi geleneksel etkinlikler ortamindan farkli gercek
yasantilarina dahil edebildikleri, farkli deneyimler edindiklerini ve siif iginde kitaba
dayal1 geleneksel dgretilen Ingilizce disinda giinliik Ingilizce konusma dilinin farkina

vardiklarini ifade etmislerdir.

WhatsApp giinliiklerinin igerik analizi 6grencilerin dil becerilerini gelistirmede
en ¢ok kelime bilgisi yoniinden yararlandiklarint gdstermistir. Literatiire gore, orta
diizey dil seviyesine sahip olan bireyler kendilerini rahat¢a ifade edebilir, hatta dili
sadece mevcut bilgi sinirinda kullanmayip kendilerine 6zgii farkli anlamlar ¢ikarma
yetisine de sahiptirler. Cevrimi¢i yapilan yazigmalardan goriildiigii gibi 6grenciler
cogunlukla eylem ve isim ya da eylem ve edat birlesiminden (collocation) olusan
farkli yapilardaki kelime gruplarimi kullanmaya 6zen gostermislerdir. Deyimler ve
mecazi kelimeler de yazismalarda siklikla kullanmilmistir. Dilbilgisel (gramer)
acisindan kuralli climleler olustururken dogru zaman kullanimi, 6zne ve yiiklem
uyumu gibi konularda hatalar yapilmis olmasina ragmen, 6grencilerin sinif dis1 bir
ortamda Ingilizce’yi kullanma gabalar1 ve farkli deneyimlerle birlestirmeleri dil
ogrenme becerilerini gelistirmede olumlu etkileri olmustur. Bununla birlikte,
yazigmalarda goriliiyor Ki Ogrenciler resmi olmayan, giinlik dilde daha ¢ok
kullanilan birtakim Ingilizce kelimeleri kullanma egilimi gdstermisler; 6rnegin,

kisaltmalar, semboller, harf degisiklikleri en sik kullanilan yapilardir.

Nicel veri analiz sonuglarina gore, akran ve rubrik degerlendirme analizi icin
uygulanan Pearson korelasyon analizi arastirmanin bulgularina katkida bulunmustur.
Akran degerlendirilme sonuglar1 baz1 gruplarda 6grencilerin kendilerine yiiksek puan

verirken, arkadaslarinin ona disiik puan verdigi ya da tam tersi bir durumun soz
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konusu oldugu gostermistir. Dolayisiyla, 6z ve akran degerlendirme aralarindaki
korelasyon katsayisi gruptan gruba farklilik gostermistir. Rubrik analizi sonucuna
gore degerlendirmeyi yapan her iki 6gretmenin verdigi puanlar arasinda yiiksek bir

korelasyonun oldugu ve istatiksel olarak anlamli bir fark oldugunu ortaya koymustur.

Son boéliimde, arastirma sorularinin cevaplari, olasi sonuglar ve oneriler detayh
olarak anlatilmistir. Arastirma sorularina cevap olarak, ozetle 6grencilerin mobil-
harmanlanmis isbirligine dayali bir ortamda grup olarak proje ¢aligmasinda yer
almalar1 onlarin dil gelisimlerine olumlu y6nde katkisi oldugu, kelime
dagarciklariin artigi ve hedef dilde giinliik konusma dili ile resmi dilin birbirinden
farkli oldugunu yasayarak farkina vardiklari sonucuna ulasilmistir. Buna ilaveten,
ogrencilerin gorisleri ve WhatsApp giinliikleri ile desteklenerek WhatsApp
araciligiyla 6grencilere aninda geri bildirim vermek grup calismalarinda oldukga
biiytik katkilarmin oldugu ve genel olarak, 6grencilerin mobil 6grenme araglarinin
egitim amaclh kullanilmasina olumlu yaklastiklart gosterilmistir. Sonug¢ olarak, bu
calismanin, yabanci dil olarak Ingilizce &grenenler igin ileriye déniik bir katkist
olacag ve dil 6grenme yontemlerine yeni bir bakis agisi getirebilecegi belirtilmis ve
farkli alanlarda da bu ¢alismanin yapilarak sonuglarma bakilmasi gerektigi

Onerilmistir.
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