HJNIVERSITY OF

Southampton

University of Southampton Research Repository

Copyright © and Moral Rights for this thesis and, where applicable, any accompanying data are
retained by the author and/or other copyright owners. A copy can be downloaded for personal
non-commercial research or study, without prior permission or charge. This thesis and the
accompanying data cannot be reproduced or quoted extensively from without first obtaining
permission in writing from the copyright holder/s. The content of the thesis and accompanying
research data (where applicable) must not be changed in any way or sold commercially in any

format or medium without the formal permission of the copyright holder/s.

When referring to this thesis and any accompanying data, full bibliographic details must be given,

e.g.

Thesis: Author (Year of Submission) "Full thesis title", University of Southampton, name of the

University Faculty or School or Department, PhD Thesis, pagination.






UNIVERSITY OF SOUTHAMPTON

HUMANITIES GRADUATE SCHOOL

Modern Languages

Mobile Microblogging as a Tool to Promote Learners’ Engagement with L2

Targeted Vocabulary Study

by

Suhail Abdullah Shafea

Thesis for the degree of Doctor of Philosophy

September, 2017






UNIVERSITY OF SOUTHAMPTON

ABSTRACT

HUMANITIES GRADUATE SCHOOL

Modern Languages

Thesis for the degree of Doctor of Philosophy

MOBILE MICROBLOGGING AS A TOOL TO PROMOTE LEARNERS’
ENGAGEMENT WITH L2 TARGTED VOCABULARY STUDY

Suhail Abdullah Shafea

Promoting EFL learners’ engagement with their targeted aspects of language is vital for successful
language learning and acquisition. There has been substantial research undertaken on the role of
social networking applications and their various features on promoting EFL learners’ engagement.
Previous research has also indicated potential association between increased engagement and
knowledge gains and development. The current research seeks to understand and explain the role of
mobile microblogging in engaging EFL learners with their L2 targeted vocabulary. It primarily
focuses on the use of Twitter as a mobile microblogging tool combined with a designed vocabulary
learning task and its impact on learners’ engagement with vocabulary and knowledge development.
This study is based on the premise that engagement with vocabulary via the adoption of mobile

microblogging tool and task leads to better vocabulary learning and acquisition.

This research employed both quantitative and qualitative approaches. Data was gathered using
interviews, focus groups, weekly reports, questionnaires, the Vocabulary Knowledge Scale (VKS)
and Twitter activity measurement. The participants showed positive attitudes towards the adoption
of the mobile microblogging tool and task to approach their L2 targeted vocabulary. The findings
show that the adoption of the mobile microblogging tool and task offered a great deal to the
participants, facilitated approaching vocabulary learning, impacted their engagement and
vocabulary gains and knowledge development positively. The study indicates that there is a
positive relationship between EFL learners’ increased engagement with vocabulary and their gain
and knowledge development. The study also identified a number of challenges the participants
encountered during their use of the mobile microblogging. The present research confirms previous
research findings and contributes additional evidence that demonstrates how learners’

connectedness is a critical factor in facilitating learning and supporting cognitive development.
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Chapter 1. Introduction

1.1 Introduction

Generally, the current research is concerned with facilitating and enhancing EFL learning and
acquisition surpassing the extensive focus earlier studies have put on methods. Facilitating
second and foreign language learning and acquisition is a key issue in applied linguistics. A
considerable amount of literature has been published on theories, methods, factors, tools,
strategies and resources concerned with aiding the processes of language learning and
acquisition (Abdous et al., 2009; Begum, 2011; Ellis, 1997; Hedge, 2000; Hulstijn, 2001; Kenny
et al., 2009; Li, 2011; Mitchell et al., 2013; Nation, 2001; Schmitt, 2008; Smith, 2004; Wu,
2016). The findings and recommendations of these studies have significant implications for the

understanding of how learning and acquisition can be better facilitated and enhanced.

Recently, a considerable literature has grown up around the theme of promoting learners’
involvement and engagement and their association with knowledge gains and development
(Coates, 2006; Coates, 2007; Hulstijn, 2001; Laufer & Hulstijn, 2001; Miller & Butler, 2011;
Niu & Helms-Park, 2014; Sazant, 2014; Schmitt, 2010b). Numerous studies have also examined
the impact of using different e-tools in general, and social networking applications in particular,
to increase learners’ involvement and engagement (e.g. Akbari et al., 2016; Junco et al., 2013;
Junco et al., 2011; Veletsianos & Navarrete, 2012; Welch & Bonnan-White, 2012; Woo et al.,
2011; Yu et al., 2010). This study aims to contribute to this growing area of research by
exploring the effect of integrating Twitter as a mobile microblogging tool on EFL learners’

engagement with vocabulary and thus on their knowledge gains and development.

1.2 Background, context and rationale of the study

This research is mainly concerned with the use of Twitter as a mobile microblogging tool
combined with a designed vocabulary learning task to promote the participants’ involvement
and engagement with vocabulary. The focus on vocabulary in this research is inspired by two
main issues. First, it is an important component of language, and plays a key role in its
acquisition (Schmitt, 2010b). Recent research has pointed out that vocabulary knowledge is
evidently associated with academic success in general (Zwiers, 2014) and successful language
learning in particular (August et al., 2006; Becker, 1977; Nation, 2001). It has been argued that
different aspects of language knowledge and skills, such as L2 grammatical knowledge, are
reliant on vocabulary knowledge (Ellis, 1997; Milton et al., 2010; Steehr, 2008). Second, the
struggle many language learners have with vocabulary learning. According to Meara (1980),

1



many language learners appear to struggle with their vocabulary learning as they do not appear
to spend enough effort to overcome their difficulty with learning new vocabulary. Most L2
teachers are aware of this struggle and they feel that learners need to spend some time dealing
with their vocabulary outside the classroom, as dealing with every new word in class is not
possible due to limited classroom time (Baykal & Daventry, 2000).

Previous literature has suggested a number of factors causing this struggle. First, many learners
tend to be teacher-centred, expecting their teacher(s) to explain to them everything in their
textbooks (Almarwani, 2011; Algahtani, 2011; Grami, 2012). Second, EFL learners need more
support and guidance that might assist them to overcome their difficulty with L2 vocabulary
learning more independently (Akin & Seferoglu, 2004). Third, limited classroom time (Baykal
& Daventry, 2000). Fourth, lack of enough exposure to vocabulary beyond the classroom (Lu
2008; Groot 2000). Fifth, lack of use and practice (Park & Son, 2009). Sixth, the need for a
social learning environment that connects them with the broader world for the purpose of

gaining and/or expanding knowledge (Facer & Sandford, 2010).

In agreement with these, the researcher, who taught English for five years to first year university
level students in Saudi Arabia, had also observed that most Saudi learners seemed to struggle
with vocabulary learning for similar reasons. Empirical research that measured first year
university Saudi students’ vocabulary size found their average lexical knowledge to be as low as
500 to 800 word families (e.g. Al-Nujaidi 2003; Al-Homoud 2003; Alhumood 2007; Al-Bogami
1995). These could reflect how Saudi learners struggle with vocabulary learning and how
important it is to explore ways that might enhance vocabulary gains and knowledge

development.

The research is also concerned with the use of Twitter, which is chosen in this research as an
example of microblogging tools. Twitter is chosen for a number of reasons. First, it is
widespread and used by university students (Schroeder et al., 2010). Second, Twitter can be
oriented towards educational and learning purposes (Ellison et al. 2007). Third, Twitter has a
distinctive feature of sending and receiving ‘bite-sized’ messages (maximum 140 characters in
each Tweet) (Carter 2011). Fourth, Twitter has glorified the concept of reciprocity and
encouraged interaction between the users in a way that is impossible in other social networks
(Carter, 2011; Ebner et al., 2010). Finally and most importantly, Twitter is widespread in Saudi
Avrabia in general (The Social Clinic Editorial Team, 2013a; The Social Clinic Editorial Team,
2013b; The Social Clinic Editorial Team, 2013c) and at Taibah University in particular, where
this research is undertaken. In other words, Twitter is used as a medium of communication

within Taibah University as observed by the researcher.



Because Twitter is an online social microblogging tool, learners have to use connected devices,
such as smartphones, tablets, laptops or personal computers. Accordingly, the inclusion of
connected devices is inevitable and thus the access and use of Twitter might be influenced. It is
presumed in the current research that the majority of the participants will use their smartphones
or tablets to access Twitter. This presumption is based on three factors. First, recent statistics
provided by OurMobilePlanet (2014) showed that a range of varied connected devices are used
in Saudi Arabia. However, smartphones are used by around 75% of people in Saudi Arabia to
access social networking applications on a daily basis (Figure 1). Twitter, in particular, is
accessed via smartphones by nearly 60% of people in the country (Figure 1). Second, a number
of previous studies showed that most of the Saudi university students own mobile devices and
have positive attitudes towards using them for learning purposes (Altameem, 2011; Chanchary
& Islam, 2011; Khrisat & Mahmoud, 2013; Nassuora, 2012; Seliaman & Al-Turki, 2012).
Third, it has been observed by the researcher that smartphones are widespread among students

in Saudi Arabia, the research context.

100%

75%

) 50%
25%
0% Dail f social networki
ally usage of soclal networking Usage of Twitter on smartphone
platforms on smartphones
Saudi Arabia 74% 57%

Figure 2: Usage of social networking platforms and Twitter on smartphones

Accordingly, this research speculates that the participants will simultaneously use their
smartphones and Twitter during the research intervention. The use of smartphones brings all the
features and educational affordances of mobile learning and combine them with those of
microblogging. Consequently, this research has to consider both mobile learning and using
microblogging to facilitate vocabulary learning as well as to engage the participants with it. The
significance of considering the educational affordances, features, as well as reviewing previous
literature related to both mobile learning and microblogging, is their interrelatedness. The
current study will refer to this concurrent use of mobile devices and Twitter as ‘mobile

microblogging’.



Twitter as a mobile microblogging tool should be integrated into the participants’ course in
educationally relevant ways (Junco et al., 2013). Hence, a vocabulary learning task was
designed in accordance with the Involvement Load Hypothesis (Laufer & Hulstijn, 2001) to
involve and engage the participants with their targeted words (see 4.7.3.2 for more details). This
designed task is referred to in this research as the mobile microblogging task. While the task is
presumed to be effective due to the presence of the three components of the Involvement Load
Hypothesis (Hill & Laufer, 2003), there are a number of additional reasons that explain how the
integration of educational web 2.0 technology can promote learners’ engagement. These
include: (1) facilitating and increasing the amount of social interaction (Carter, 2011; O’Reilly,
2005), (2) connecting the students to the broader world, allowing for more authentic exposure to
language (Al-Shehri, 2011; Levy & Stockwell, 2006), (3) involving the students in creating
accessible learning materials (Nikolova, 2002), (4) inspiring the students to take more
responsibility for their learning (Cox et al., 2003), and (5) increasing students’ attention to their
learning (Altiner, 2011; Ebner et al., 2010).

Finally, it is hypothesised that encouraging the students to use the adopted mobile
microblogging tool and task to involve and engage with their targeted vocabulary will impact
positively on their vocabulary gains and knowledge development. This hypothesis is based on
two factors. First, there is evidence that the adoption of educational technology could afford
ways to engage learners with their targeted learning (e.g. Franklin & Peng, 2008; Jones et al.,
2009; Levy & Kennedy, 2005; Lu, 2008; Martin & Ertzberger, 2013; Palalas, 2012; Rogers et
al., 2009; Stockwell, 2007; Stockwell, 2010). Second, previous research suggests that the more
engaged L2 learners are with their targeted vocabulary the more they learn and retain (Craik &
Lockhart, 1972; Fredricks et al., 2004; Hulstijn & Laufer, 2001; Kuh, 2009; Miller & Butler,
2011; Nation, 2001; Schmitt, 2008; Schmitt, 2010a; Webb, 2008). This research, therefore, is
set out to assess the effect of using the mobile microblogging tool and task on the participants’
involvement and engagement with vocabulary, and thus on their knowledge gains and
development. It aims to advance the understanding of how using a mobile microblogging tool
could facilitate learning, complement existing learning practices, promote learners’ engagement

and impact on their vocabulary knowledge gains and development.

1.3 Theresearch questions and design

The present research is a mixed-methods research. It aims to explore how using Twitter as
mobile microblogging can facilitate approaching L2 targeted words as well as promote the
participants’ engagement with vocabulary. It also seeks to examine the influence of the

involvement load of the designed task on vocabulary gains and knowledge development. There



are three key issues in the present research: (1) the participants’ perceptions towards the
adoption of the mobile microblogging tool and task to approach vocabulary learning, (2) how it
impacts on their involvement and engagement, and thus (3) on their gains and knowledge
development. Accordingly, the current research seeks to answer three research questions.

The first one is concerned with: (a) the participants’ attitudes towards vocabulary learning and
the use of the mobile microblogging tool and task to approach targeted vocabulary, (b) the ways
and affordances the adopted tool and task offer to facilitate the learning process, (c) challenges
that might be associated with using the adopted tool and task. The second research question is
concerned with examining how the adopted tool and task helps to promote learners’ engagement
with their L2 targeted vocabulary. The last question focuses on the impact of using the adopted
tool and task to engage with vocabulary on knowledge gains and development. Bringing the
findings related to these three questions together can contribute to a better understanding of how
the adopted mobile microblogging tool and task could assist the participants to approach and
engage with their L2 targeted vocabulary and affect their knowledge gains and development.

This research seeks to address the following questions:

1. How do EFL learners perceive the adoption of mobile microblogging to approach vocabulary
learning?
a. What are their attitudes towards vocabulary learning before and after the research
intervention?
b. What are their attitudes towards utilising a mobile microblogging tool to approach
vocabulary learning before and after the research intervention?
c. How does mobile microblogging help EFL learners to approach vocabulary learning?
d. What challenges might be encountered?
2. How does the adoption of mobile microblogging increase EFL learners’ engagement with
vocabulary?
3. How does the adoption of mobile microblogging impact EFL learners’ knowledge gains and
development?
a. How do they perceive the impact of the adopted tool on their vocabulary gains and
knowledge development?
b.  Are the words that are engaged with learned better?

c. How does the involvement load of the task affect vocabulary development?
To answer these research questions, six main research instruments were employed. These are:

1. Interviews: to gain insightful information about the participants’ attitudes towards using the

mobile microblogging tool and task to approach vocabulary learning, the perceived



educational affordances, and how the use of tool and task helped to promote the participants’
engagement with vocabulary.

Focus groups: to gain more in-depth information through approaching a larger number of
participants as well as adding more perspective which cannot be achieved otherwise unless
participants discuss their views concurrently.

Weekly reports: to track the students’ use of the mobile microblogging tool and task as well
as to allow the students to reflect on their experience with using Twitter on mobile devices
for vocabulary learning and engagement.

Questionnaires: to measure the participants’ attitudes towards vocabulary learning, learning
vocabulary by using Twitter and learning vocabulary through mobile devices; there were pre-
and post-intervention questionnaires.

The Vocabulary Knowledge Scale (VKS): to check and track the participants’ knowledge
about the targeted vocabulary; there were pre- and post-intervention tests.

Twitter activity measurement: to track, observe, and measure the amount of the participants’

involvement and engagement with their targeted words during their use of the mobile

microblogging tool and task.

1.4 The structure of the thesis

The overall structure of the thesis takes the form of seven chapters. Following the current
chapter, chapter 2 is devoted to introducing the educational technology related to this research.
It is subdivided into two main sections, mobile learning (m-learning), and microblogging. The
main issues covered in the first section are associated with m-learning in terms of defining it,
showing its relation to and difference from other types of learning and identifying the phase of
m-learning in which this research is positioned. Additionally, the section provides a review of a

number of related studies. The main issues covered in the second section are concerned with

social microblogging and will show that Twitter is chosen as an example of microblogging tools

to be integrated into language class and how it could afford ways to engage and facilitate
learning as informed by existing literature. The chapter begins by introducing the concept of
mobile learning, which generally refers to the use of mobile devices for learning purposes.
Then, it moves to address a number of related issues, including mobile learning as a form of e-
learning, phases of mobile learning and a review of relevant literature on the use of mobile
learning. The chapter then moves forward to introduce the concept of microblogging, web 2.0
technology and social networking, followed by a review of a number of relevant studies. After
that, the chapter introduces Twitter and then presents a review of the educational affordances

and previous research.



Chapter 3 aims to lay out the theoretical background of the research as well as present a review
of previous relevant literature. It focuses on vocabulary learning as the chosen aspect of
language to be focused on in this research. This is followed by discussing the effect of task
involvement load, the notion of engagement with vocabulary and the Sociocultural Theory on
vocabulary knowledge development. The chapter begins with discussing the importance of
vocabulary learning in language acquisition through highlighting the relationships between
vocabulary knowledge and other aspects of language learning. Then, it turns to introduce the
approaches to vocabulary learning discussing their effectiveness, advantages and limitations.
After that, the chapter talks about the aspects of vocabulary knowledge stressing on the
meaning-form relationship as the foremost aspect of vocabulary knowledge. In relation to the
aspects of vocabulary knowledge, the levels of mastery and different formats of measuring word
knowledge will be presented. These will be followed by introducing the Involvement Load
Hypothesis and the notion of engagement with vocabulary and how they both contribute to
designing effective tasks which lead to better vocabulary learning and knowledge development.
The chapter ends with presenting the Sociocultural Theory and discusses the application of its

key principles in this research.

Chapter 4 discusses the specific methods by which the research and analyses were conducted. It
describes the research context, design, instrumentation, intervention and data analysis plan. The
chapter begins by displaying the research questions that are sought to be answered. Then, a brief
overview of the research context, focusing on the wide spread of the related educational
technology and institutional support for technology implementation. These will be followed by
discussing the selection of the participants and the rationale behind this. Details of and
justifications for selecting and utilising the research instruments will be explained. This includes
what type of data they could provide and how they might contribute to answer the research
questions. Finally, the chapter describes the research procedures, including fieldwork trip, ethics
and risks, steps of developing and implementing the research intervention, and the plan for data

analysis.

Chapter 5 presents the main findings of the research. The findings are subdivided into two main
sections. First, the findings of qualitative analyses. It displays the results of the interviews, focus
groups, weekly reports, and responses to the questionnaires’ open-ended items. The section,
however, begins by describing how data was prepared and checked before starting the process
of the analysis, then moves on to detail the procedures of qualitative analysis, such as coding
and identifying themes of the data. Second, the findings of quantitative analyses. This section
presents the results of the pre-post questionnaires, VKS, and Twitter activity measurement. It
also describes how each instrument was analysed and what was found. While it generally

complements the first section, it adds further data that contribute and help in answering the
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research questions. Finally, the chapter triangulates the findings from both qualitative and
quantitative data to gain a comprehensive account of these findings as well as prepare them to
be discussed in the following chapter.

Chapter 6 interprets the research findings and then relates them to the theoretical discussion and
previous studies presented in the literature review chapters. It discusses the findings related to
the research questions in a chronological order, starting from the first to the last question. That
is, the chapter first answers the first research question them moves on to answer the next one.
The chapter discusses the role of the adopted mobile microblogging on facilitating as well as
engaging the research participants with their targeted vocabulary. It then discusses in detail how
the participants were involved and engaged with their targeted vocabulary during the research
intervention. Finally, it discusses the impact of the involvement and engagement with
vocabulary on the participants’ gains and knowledge development.

Chapter 7 concludes this research. It begins by providing a brief summary of the principal
findings of the current research. Then, it makes an overall evaluation of the findings and
presents a number of recommendations. Finally, it highlights the issues this research focuses on
and accordingly, offers suggestions for future research.



Chapter 2: Mobile microblogging

2.1 Introduction

This chapter contextualises the research by providing background information on e-learning,
mobile learning and microblogging. This would help in situating the current research in the
broader area of e-learning through reviewing previous relevant studies and exploring how
implementing an educational technology can assist in creating new social learning
environments and consequently facilitate learning. The chapter begins by providing a brief
overview of e-learning. Then, it presents the concepts of mobile learning and microblogging.
The inevitable interrelatedness between mobile learning, with all its educational affordances
and features, and microblogging in this research is the reason behind covering both areas in the
literature review below. More specifically, the participants in the current research are
speculated to spontaneously use their mobile devices to microblog and engage with their
targeted words in the Twittersphere. Additionally, when approaching their targeted vocabulary,
the participants will simultaneously use their mobile learning and the adopted microblogging
tool. Then, the chapter moves on to discuss mobile microblogging in the context of this

research.

2.2 E-learning

The use of e-learning in assisting language learning and teaching has been an important area in
applied linguistics research. E-learning has been an ever-changing field that copes with existing
as well as evolving technologies (Boulay et al., 2008). It is alternatively known as online
learning, technology-enhanced learning, distance learning and web learning (Chang & Hsiao,
2010). E-learning does not refer solely to using educational technology to facilitate learning but
it can refer to different concepts of learning, such as autonomous and student-centred learning

that take place online regardless of time, location and space (Chang & Hsiao, 2010)

A considerable amount of research has been published during the last few decades concerning
different issues on e-learning (e.g. Al-Jarf, 2005; Al-Jarf, 2007; Frigaard, 2002; Schmidt &
Brown, 2004; Taylor & Gitsaki, 2004; Warschauer, 1995; Warschauer, 1997; Warschauer et al.,
2000). It shows that e-learning can be implemented in different courses at almost all levels of
formal education (Hsu & Lee, 2011). Also, “many organizations and institutions are using e-
learning because it can be as effective as traditional training at a lower cost” (Ghirardini, 2011,
p. 8). Moreover, a variety of technological tools can be integrated into education, such as
computer and mobile devices (Altiner, 2011; Gikas & Grant, 2013) and web 2.0 technology
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(e.g. social networking tools) (Al-Shehri, 2011; Ebner et al., 2010; Junco et al., 2011).
Additionally, the previous research demonstrates how integrating and using e-learning in
educationally relevant ways can afford ways to facilitate and engage learners with their learning
(Franklin & Peng, 2008; Junco et al., 2013; Martin & Ertzberger, 2013) and bridge the gap
between formal and informal learning as well as inside-and-outside-class learning (Anderson &
Dron, 2014). Furthermore, it suggests that the use of e-learning can affect the learning outcomes
positively (Akbari et al., 2016).

Boulay et al., (2008) claim that existing research on e-learning focuses on three general
aspects; these are (1) the integrated technology, (2) the effect of e-learning on learners and
learning practices and (3) knowledge gain and learning outcomes. One or more of these three
aspects can be included in one study. With regard to the first aspect, researchers are concerned
with issues related to the integrated technology, such as devices, usability and/or accessibility
(e.g. Kukulska-Hulme, 2007). With regard to the second aspect, researchers consider the
pedagogical issues associated with the use of technology, such as promoting autonomy
(Benson & Voller, 2014), facilitating group learning (Llic, 2013) and increasing engagement
(Junco et al., 2011). With regard to the third aspect, researchers look at how learners’ outcomes
can be impacted by the use of technology (Junco et al., 2013). This research considers all these
three aspects, but focuses more on the pedagogical issues of implementing mobile devices and
Twitter as a mobile microblogging tool. In particular, it explores how using mobile devices and
microblogging could help the learners to approach their targeted vocabulary learning, connect
with each other and with the wider world, and have a better engagement with the words they

need to learn.

Finally, it is important to clarify what e-learning means and how it is used in this thesis. This is
essential due to the fact that a generally accepted definition of e-learning is lacking (Moore et
al., 2011). For example, Clark and Mayer (2011, p.7) define e-learning as a form of
“instruction delivered on a digital device such as a computer or mobile device that is intended
to support learning”. Naidu (2006, p.1), as another example, suggests that “e-learning would
incorporate all educational activities that are carried out by individuals or groups working
online or offline, and synchronously or asynchronously via networked or standalone computers
and other electronic devices”. It can be argued that the first definition seems to be inadequate
since it limits e-learning to being a medium of online instruction. On the other hand, the second
definition appears to be more comprehensive as it has been broadened to include the use of all
connected/disconnected electronic devices for individual/collective learning activities.
Accordingly, e-learning in this research refers to the use of connected mobile devices and
Twitter as a mobile microblogging tool in pedagogically relevant ways to facilitate and

enhance vocabulary learning.
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2.3  Mobile learning (m-learning)

M-learning is viewed in this research as a form of e-learning. It refers to using mobile devices
for pedagogical purposes (Chen et al., 2012). It can be distinguished from other types of
learning in that it allows learners to access learning and information resources when they want
regardless of time, location and space (Ally, 2009; Kukulska-Hulme & Traxler, 2005; Quinn,
2000). The concept of m-learning is generally used to describe any learning that occurs on the
move (Ally, 2009; Gregson & Jordaan, 2009; Kenny et al., 2009; Kukulska-Hulme & Pettit,
2009). Accordingly, it is different from traditional face-to-face classrooms, where students and
teachers have to be in one place, in that learning can occur while students and teachers are in
different locations.

It is necessary here to clarify what is exactly meant by m-learning. One of the first and
important definitions of m-learning was provided by Quinn (2000) as “the intersection of
mobile computing and e-Learning: accessible resources wherever you are, strong search
capabilities, rich interaction, powerful support for effective learning, and performance-based
assessment. E-learning independent of location in time or space”. This definition views m-
learning as a form of e-learning that can occur anytime, anywhere. Traxler (2005, p. 262)
defines m-learning as “any educational provision where the sole or dominant technologies are
handheld or palmtop devices”. It can be noticed that this definition refers to m-learning as the
learning occurring via mobile devices. Kukulska-Hulme and Shield (2008, p. 273) define m-
learning as “learning mediated via handheld devices and potentially available anytime,
anywhere. Such learning may be formal or informal”. This definition highlights three elements;
(1) using mobile devices, (2) any time anywhere, and (3) for formal and informal learning.
Similarly, Laouris and Eteokleous (2005) argue that the term m-learning refers to two main
parts, learning and mobile. In their view, learning refers to the process of obtaining new
knowledge and mobile refers to the ability to move or to be moved. The two terms together
refer to learning that can be achieved on the move. Bringing together all these definitions, it is
clear that they describe m-learning as learning that occurs anytime, anywhere via mobile

devices. However, these definitions still seem to be broad and techno-centric.

A more comprehensive definition of m-learning has been provided by Palalas (2012, pp.3-4)
who viewed m-learning as “knowledge construction, skill development and performance
support, in which actors engage across various locations, times, situations and contexts through
the mediation of mobile devices”. This definition captures a number of important issues.
Firstly, it takes into account what learners will gain and learn, not only how, where and when

they can learn. Secondly, it clearly links learners’ engagement with learning activities,
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including connectedness with others in different contexts and situations. This definition is

going to be used in this research to refer to the concept of m-learning.

Although m-learning generally refers to any learning that occurs using handheld learning
materials, such as books, e-dictionaries, CD/DVD players and audio-cassettes, it “usually
concentrates on the most recent technologies” (Kukulska-Hulme & Shield 2008, p. 273).
Almost every paper that has been written recently on m-learning refers to m-learning as using
electronic mobile devices for learning purposes (Aamri & Suleiman, 2011; Al-Shehri, 2011;
Almarwani, 2011; Chen et al., 2012; Pachler et al., 2010; Palalas, 2012; Shield & Kukulska-
Hulme, 2008; Song & Fox, 2008; Traxler, 2005). In line with these studies, this research only
focuses on the use of connected mobile devices, namely smartphones, phablets and tablets

during the research intervention.

231 Phases of m-learning

According to Cook (2009), there are three phases of m-learning (Cook, 2009). In the first
phase, any learning that occurred because of using mobile devices used to be described as m-
learning. More specifically, the focus was on using mobile devices to display learning
materials. In the second phase, this view had shifted to consider m-learning as any learning that
occurred beyond the walls of a traditional classroom. Finally, due to the incessant development
of mobile devices and technologies, the view of m-learning has changed to be associated with
learners’” mobility and connectivity rather than using mobile devices to learn (Cook, 2009;
Hlodan, 2010; Miangah & Nezarat, 2012; Valarmathi, 2011; Woodill, 2011). Each phase will

be further elaborated in the following paragraphs.

Cook (2009) claims that the use of different types of mobile devices, such as PDASs, mobile
phones, laptops and tablets, spread widely during the first phase. The main purposes of using
these devices were to substitute using computer labs and to display e-learning materials inside
the classroom, for instance, reading e-books and/or listening to audio files. Neither mobility
nor connectivity of the learners were focused on in this phase. In comparison to computer labs,
mobile devices were cheaper, more fixable, smaller, lighter and unplugged devices that could
be used in the classroom without the need for computer labs (Cook, 2009; Godwin-Jones,
2008; Perry, 2003; Rogers et al., 2009; Stockwell, 2007; Woodill, 2011). However, a number
of disadvantages emerged and consequently, limited the benefit of m-learning at the first phase.
These include difficulty in reading from small screens, short-life batteries, limited capacity of
the devices, and lack of technical support (Georgiev et al., 2004; Perry, 2003; Pettit &
Kukulska-Hulme, 2007).

12



In the second phase, the focus on m-learning has shifted to be on facilitating learning outside
the classroom. This includes using mobile devices in different situations, such as in fieldtrips
(Altameem, 2011; Sharples et al., 2001), moving around to observe learning materials, such as
samples or paintings (Martin & Ertzberger, 2013), and communication with students and/or
their parents (Jones et al., 2009; Richardson & Lenarcic, 2009).

In the last phase, the focus has shifted to be on the mobility and connectivity of the learner.
Woodill (2011, p.12) points out that “the critical factor is that a learner can be physically
mobile while at the same time remaining connected to non-proximate sources of information,
instruction, and data. This is in sharp contrast to the classroom model of learning, where the
learner, for the most part, is immobilized behind a desk”. In other words, learning can take
place anywhere, anytime and when needed or wanted through using connected mobile devices
(Hlodan, 2010; Stockwell, 2007). More specifically, learning can take place inside the
classroom, outside the classroom, in a bus, at home, individually, with peers, via offline and/or

online applications and/or internet browser.

The point of considering connectivity fundamental in the third phase of m-learning can be
attributed to the fact that ‘things’, such as real world objects, people, and electronic data, in this
current digital era have a tendency to be network connected, the Internet of Things (1oT)
(Yang, 2014). In the third phase, mobile learners with connected mobile devices are able to
access online resources and stay connected with their teachers and classmates. This research
can be categorised to be under the umbrella of this last (third) phase of m-learning as its

emphasis is on learners’ mobility and connectivity.

2.3.2 Research on m-learning

A large volume of recently published studies describes m-learning as the future of learning
(e.g. Dahaman et al., 2012; Paliwal & Sharma, 2009; Stead, 2005). Godwin-Jones (2011) states
that the recent developments of mobile technologies have influenced different aspects of our
life, including language teaching and learning. Therefore, a considerable amount of the current
literature on technology-assisted language learning pays particular attention to m-learning (e.g.
Kukulska-Hulme & Shield 2007; Ally 2009; Alavinia & Qoitassi 2013; Khrisat & Mahmoud
2013; Chinnery 2006; Kukulska-Hulme 2009; Levy & Kennedy 2005; Pettit & Kukulska-
Hulme 2007; Stockwell 2008; Stockwell 2010; Kukulska-Hulme & Shield 2008). According to
Stockwell (2010), such a growing number of research studies on m-learning indicates that

implementing m-learning in education is becoming inevitable.

There is a consensus among researchers in the field of language teaching and learning that most

students favour m-learning (e.g. Ally, 2009; Hussein & Nassuora, 2011; Kondo et al., 2012;
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Levy & Kennedy, 2005; Malamed, 2012; Nassuora, 2012; Richardson & Lenarcic, 2009;
Seliaman & Al-Turki, 2012; Stead, 2005; Woodill, 2011). A considerable number of empirical
studies on m-learning have been conducted in many countries, such as in Saudi Arabia (Al-
Shehri, 2011), Japan (Kondo et al., 2012; Stockwell, 2010), Australia (Levy & Kennedy,
2005), Turkey (Basoglu & Akdemir, 2010), Iran (Alavinia & Qoitassi, 2013) and Bangladesh
(Begum, 2011). Also, with learners of different levels and majors, including instructional
design (Martin & Ertzberger, 2013), educational sciences (Khwaileh & Al-Jarrah, 2010) and
second language learning (Khrisat & Mahmoud, 2013).

Bryan (2004, p.31) suggests that “since this technology is mobile, students turn ‘nomad’,
carrying conversations and thinking across campus spaces, as always, but now with the ability
to Google a professor’s term, upload a comment to a class board, and check for updates to
today’s third assignment—all while striding across the quad”. This demonstrates how
technology has offered new solutions and created new learning opportunities. That is, learners
can instantly use their mobile devices to learn while on the move and that there is no need to
postpone learning until they reach personal computers or the university library to search for

information.

Numerous studies have discussed the advantages and disadvantages of m-learning (e.g.
Basoglu & Akdemir, 2010; Viberg & Gronlund, 2012; Stead, 2005; Miangah and Nezarat,
2012; Cui & Wang, 2008; Chen et al., 2012; Khrisat & Mahmoud, 2013). With regard to the
advantages, portability and connectivity have been emphasised as the two main advantages of
m-learning by a number of researchers (Miangah & Nezarat, 2012; Valarmathi, 2011).
However, other researchers claim that portability and connectivity are just two, amongst others,
of the strengths of m-learning. Klopfer et al. (2002) have mentioned five important advantages
of m-learning: (1) portability, (2) social interactivity, (3) context sensitivity, (4) connectivity,
(5) individuality. Moreover, Attewell (2005) claims that m-learning can reach and take place in
locations and situations that other types of learning cannot, which could give advantages to this

type of learning over other types of technology-enhanced learning, such as e-learning.

On the other hand, there are some challenges that face m-learning. Georgiev et al. (2004) have
mentioned two problems that learners encounter when using their mobile devices for learning.
These are short battery life and limited device storage capacity. Also, it was found that learners
might have some technical issues that are difficult to deal with which might make their
experience with mobile devices negative (Pachler et al., 2010; Perry, 2003; Pettit & Kukulska-
Hulme, 2007). Moreover, a number of researchers have stated that using mobile devices inside
a classroom might distract students as well as their classmates, and therefore they could miss

some parts of the given lesson or fail to complete their class tasks (Fulbright, 2013; Martin &
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Ertzberger, 2013; Norwood, 2012). Finally, teachers’ negative attitudes towards using
technology in class and the lack of the required skills to deal with the recent types of mobile
devices on their side might hinder the use of m-learning (Lominé & Buckhingham, 2009;
Perry, 2003; Schaffhauser, 2011). This lack of knowledge could lead to preventing students
from using their mobile devices inside the classroom for learning purposes, such as finding

words’ meanings.

Students’ attitudes toward m-learning as well as the effects on their achievement in comparison
to computer-based learning have been examined by Martin and Ertzberger (2013). The study
was conducted on 109 undergraduate students who were enrolled in two courses; Instructional
Design and Instructional Technology courses. Taking part in this treatment was obligatory as
part of the course requirements. The participants were required to look at some paintings and to
read about the art content of the paintings. They were divided into two groups; the computer-
based group and the m-learning group. The first group looked at the paintings and then
returned to their classroom to read the art content on their computers. The second group looked
at the paintings and used their mobile devices to read the art content at the same time.
Significant difference between the two groups in their achievement and attitudes was found.
That is, the computer-based group scored higher than the m-learning group. On the other hand,
the attitudes of the m-learning group were found to be more positive than the other group.
However, Martin and Ertzberger (2013) explained that the m-learning group was distracted by

their mobile devices as found from their observation and attitudes data.

Pollara (2011) has investigated students’ and teachers’ perception of m-learning inside and
outside the classroom. She examined the perception of both teachers and students about the
impact of m-learning on students’ learning, participation and engagement. Her findings
revealed that what teachers perceived about how students use m-learning and the actual use of
m-learning by the students do not match. To elaborate further, the teachers were found to
assume that the students do not use their mobile devices for learning purposes but for other
reasons, such as socialisation and entertainment. On the other hand, it was found that students
use their mobile devices in different ways to meet their learning needs. Therefore, it can be
implicated that such mismatched perceptions could lead to many teachers preventing the use of

mobile devices inside classrooms.

Nassuora (2012) investigated the acceptance of undergraduate Saudi students to use m-

learning. He surveyed 80 male and female students from a private university in Saudi Arabia.
The study found that around 82% of the participants were not familiar with the concept of m-
learning. However, the learners showed positive attitudes to use m-learning in the future. The

study recommended that universities’ policies should consider supporting this type of learning.
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Nassuora (2012) assumes that as the learners already have positive attitudes toward m-learning,

universities should provide sufficient support to make m-learning successful.

2.3.3 Research on Mobile Assisted Language Learning (MALL)

Research on using mobile devices for language learning is usually referred to as mobile-
assisted language learning (MALL) (Chinnery, 2006; Hsu, 2013; Kondo et al., 2012;
Kukulska-Hulme & Shield, 2007; Viberg & Gronlund, 2012). The area of MALL is still in its
infancy and there are many issues that need to be investigated and examined (Kukulska-Hulme
& Shield, 2008). However, research and conferences on m-learning are growing recently and,

therefore, would enrich and expand the current literature (Stockwell, 2010).

Al-Shehri (2011) conducted a DBR (Design-Based Research) study to investigate the
effectiveness of integrating MALL into traditional language classrooms. He looked at how
mobile technologies can help to extend the traditional classroom and provide language learners
with a learning environment that is authentic, communicative and student-centred beyond the
walls of their traditional classroom. 33 EFL students participated in the study. They were
scheduled to use their mobile phones to take and upload photos or video clips to a Facebook
group. The uploaded photos or video clips had to be associated with descriptions, captions or
guestions that required responses from the other participants. The remaining participants were
required to post comments and respond to the questions in the Facebook group. The uploaded
materials, comments and discussion were integrated back into regular classroom discussion in
the week after. The study concluded that using Facebook via mobile devices helped to provide

the learners with learning opportunities outside the classroom.

The attitudes of 45 EFL learners, from eight different countries, toward m-learning were
investigated by Hsu (2013). Cross-cultural analysis was conducted to examine the attitudes of
the participants. The study showed that there are significant differences between the
participants due to their cultural backgrounds. However, all of them showed positive attitudes

toward using MALL as a supporting tool for language learning.

Using MALL for L2 listening comprehension was investigated by Chen et al. (2012); 87
students were randomly divided into two groups. The first group listened to spoken materials
only, while each participant in the second group was provided with a PDA containing written
versions of the spoken materials, as a learning tool. The study aimed to investigate the effects
of this simultaneous visual and auditory input on learners’ comprehension for the spoken texts.
It was found that the use of m-learning as a learning tool was not effective and did not improve
students’ auditory (listening) skills. However, it facilitated comprehension and helped the

learners to obtain some knowledge.
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The feasibility of implementing MALL to improve undergraduate students’ language learning
experience in a South African university has been examined and looked at by Stander (2011);
112 university students studying German as a foreign language participated in this study. The
participants received different types of SMS (Short Message Service), such as a language tip, a
quiz or a riddle. The messages were sent to the participants’ mobile phones every day from
Monday to Friday in the same period of time, between 10:00 to 13:00, via SMS. The contents
of the messages were selected to be related to the topics and themes that students covered in
their traditional classroom. The content of the language tip messages was discussed in the
classroom. The quizzes and riddles were used to encourage interaction, collaboration and
discussion among the participants. Two instruments were used for data collection; interviews
and pre- and post-questionnaires. The study found that implementing MALL could be useful to
enhance language learning. However, only a few students liked the idea of using SMS in their
mobile phones for language learning. This was due to some problems: 1) the 160 character
limit, 2) some characters typed in the German language did not appear correctly, 3) lack of
cooperation and discussion between the teacher and the students as well as between the

students themselves, and 4) lack of motivation.

Using mobile phones to facilitate and consolidate language learning at a Saudi university was
examined by Khrisat and Mahmoud (2013). The study investigated the effect of ten features of
mobile phones on the achievement of foundation-year students as well as their attitudes
towards MALL. Forty intermediate-level, male students studying general English participated
in this study. The participants were divided into two groups; experimental and control groups.
The control group was taught traditionally, following the usual teaching strategies used in the
English Language Institute. The experimental group was taught like the control group in
addition to using MALL. The effect of MALL on the achievement of the students was
examined by comparing the results of both groups in a pre-test and a post-test. The attitudes of
the experimental group were checked by a pre-treatment questionnaire. The findings from the
tests showed no significant difference between the two groups. However, the findings from the
questionnaire showed that students have positive attitudes towards integrating MALL into the
classroom. The study recommended that students must be trained to use their mobile devices
for educational purposes as this might lead to making the MALL more effective in improving

students’ achievement.

234 MALL research on vocabulary

The effects of using multimedia messages (MMS) via mobile phones for vocabulary learning
was investigated by Saran and Seferoglu (2010); 64 Turkish undergraduate students

participated in their study. The participants were selected based on collected data from a pre-
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study questionnaire before dividing them into two equal groups; experimental and control
groups. New words were delivered to the participants’ mobile phones via multimedia messages
containing words’ definitions, example sentences, pronunciations and related pictures. This
was followed by sending quizzes via interactive Short Messages Service to test the
achievement of the participants. The findings of this study showed that using mobile phones to
deliver vocabulary via MMS and SMS is very effective to enhance vocabulary learning. In
addition, the data collected from the interviews showed positive attitudes towards learning

vocabulary through mobile phones.

Alavinia and Qoitassi (2013) conducted a research study to analyse the attitudes of 40 female
EFL learners in Iran towards the effectiveness of using mobile devices for language learning.
In particular, they investigated the effects of using text messages to enhance vocabulary
learning. Different instruments were used to collect the data, namely pre-treatment and post-
treatment questionnaires, vocabulary pre-test and post-test, and semi-structured interviews with
half of the participants. The participants were divided into two groups: experimental and
control groups. Both groups were taught in classroom using the same method and materials,
but the experimental group received text messages on their mobile phone devices containing
selected vocabulary items related to their course as an extra. Also, the experimental group was
allowed to use dictionaries installed on their mobile devices if they needed to find words’
meanings or obtain more knowledge. It was revealed that integrating MALL into a traditional
classroom is effective and helped to enhance vocabulary gain. Moreover, comparing the
findings from the pre-treatment questionnaire and the post-treatment questionnaires showed
that students’ attitudes toward the use of MALL have changed to be positive after they tried

using their mobile devices for vocabulary learning.

Basoglu and Akdemir (2010) conducted a six-week study with Turkish undergraduate students
to compare learning English vocabulary by using traditional flashcards and by using a flashcard
application for mobile phones. However, the vocabulary in the application was explained in
text format only without using pictures, videos or any other rich format. The experimental
group was expected to learn the vocabulary in their own free time. They found that using
mobile phones for vocabulary learning enhanced students’ acquisition and showed positive
attitudes toward the MALL. Also, the use of MALL is more enjoyable and effective than the

use of traditional flash cards.

Another study in Australia was conducted by Levy and Kennedy (2005). The study aimed to
investigate the attitudes of the participants towards the use of SMS for vocabulary learning.
The participants were undergraduate students from Griffith University. They were learning

Italian as their L2. SMS was used to send short definitions and examples (160 letters) to the
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participants. The participants were expected to learn the received vocabulary outside the
classroom in their own time. The number of messages, as well as the time of sending the
messages, was controlled by the researchers. The average number of messages to be sent to the
participants was nine to ten messages a week. It was found that 94.4% liked learning
vocabulary via SMS.

Stockwell (2010) studied the effects of computer and mobile platforms. He based his study on
a previous study that he conducted two years before (Stockwell, 2008) in which he found that
students prefer using their personal computers to do vocabulary activities to using their mobile
phones. Thus, in his recent study he wanted to investigate what features or reasons affect the
decisions of the participants and make them prefer to use computer platforms rather than
mobile platforms or vice versa. The results have shown that there was no difference in the
scores between those who used the computer or the mobile platforms to do their vocabulary
activities. However, there was a difference in the time of doing the vocabulary activities. The
mobile users were found to spend more time in doing the activities than the computer users. It
was justified by Stockwell (2010) that taking a longer time when using mobile devices could be
attributed to two main reasons: features in the mobile phone interface, such as scrolling, and
unseen environmental factors, such as being unable to complete the exercises while in busy and

crowded trains.

2.4  Microblogging

According to Dhir (2013), the idea of microblogging emerged in 2005. Two years later,
Microblogging started to become more widespread (Ebner et al., 2010). Microblogging tools
can be defined as online applications that “allow users to exchange small elements of content,
such as short sentences, individual images, or video links” (Kaplan & Haenlein, 2011, p. 106).
They can be easily accessed through different devices (e.g. smartphones, tablets and personal
computers) and platforms (e.g. applications and web browsers) (Zhao & Rosson, 2009). There
are a number of microblogging tools, such as Twitter, Tumblr and Plurk. However, Twitter is
the most widespread social microblogging service (Kaplan & Haenlein, 2011; Teevan et al.,
2011).

241 Microblogging as an aspect of web 2.0 technology and social

networking

Microblogging is one of many social networking applications. The advent of social networking
applications dates back to 2004 when “the concept of “Web 2.0’ began with a conference

brainstorming session between O’Reilly and Media Live International” O’Reilly (2005). The
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main distinctive feature between web 1.0 technology and web 2.0 technology is that the
applications of web 1.0 technology displayed discrete packages of online information while
web 2.0 allows users to participate and interact with each other (Sandars & Haythornthwaite,
2007). As a result, “the applications associated with it (web 2.0 technology) shocked the
traditional eLearning world” (Ebner et al., 2007, p. 559). Social networking applications are
among the new technologies that have taken advantage of enabling users’ interaction and

participation in online contexts (Ebner et al., 2007; Ghirardini, 2011).

Social networking applications, such as Twitter, Facebook and Instagram can be generally
defined as online sites that any person can use to create and display his own profile, connect
and interact with others in social networking spheres (Ellison et al., 2007; Oh et al., 2014).
According to Ellison et al. (2007), social networking can be oriented towards different
purposes. For instance, (1) Facebook and Twitter to allow friends updating and sharing their
statuses, (2) Edmodo to connect students, and (3) LinkedIn to connect people in work-related

environments.

A comprehensive definition of social networking was provided by Parameswaran and
Whinston (2007, p.762) as “applications and services that facilitate collective action and social
interaction online with rich exchange of multimedia information and evolution of aggregate
knowledge”. This definition highlights the features of social networking and their potential
facilitation of group work, social interaction, exchanging audio-video materials, and
developing collective knowledge. In this research, this definition will be used to reflect the
main underlying features and practices of using the adopted social microblogging tool for

learning.

Social networking applications have been noticeably featured in techno-centric discussions that
could be employed to amplify and support learning activities that incorporate collaboration,
meaning negotiation, communication and interaction (Greenhow et al., 2009; Veletsianos,
2012; Veletsianos & Navarrete, 2012). However, the amount of empirical research
investigating their usefulness and impact on learning is limited (Schroeder et al., 2010). A
number of studies that investigated different issues related to using social networking

applications for educational purposes will be reviewed in the following paragraphs.

From a pedagogical perspective, Yu et al. (2010) investigated the impact of individual
engagement in social networking websites, such as Facebook, on students’ university life. They
employed two main research instruments: focus group discussions and an online survey. Four
rounds of focus group discussions were conducted with 14 students. With regard to the survey,
email invitations were sent to 474 university-level students majoring in Information Systems to

anonymously respond to it. However, only 187 valid responses were received. It was found that
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individual engagement in social networking has a significant impact on social learning
improvements and outcomes. Moreover, individual engagement in social networking was
found to positively help learners to attain social acceptance and increase their awareness of the

university culture.

In a small-scale case study, the effect of integrating a wiki into a language class was
investigated by Woo et al. (2011). The study attempted to explore how the use of the wiki’s
educational and technological affordances could facilitate scaffolding among EFL learners
while engaging them in collaborative writing activities including problem-solving and critical
thinking. The findings of the study showed that students found learning with their peers
enjoyable and the use of the wiki useful. The wiki has also been used in another study by
Alzahrani (2013). Alzahrani investigated the impact of collaborative learning and interaction
facilitated by the wiki on learning biology. Most of the participants in his study reported that
biological content as well as readable information posted by other learners were significantly

useful in that they helped to increase their knowledge of biology.

In another study, Al-Shehri (2011) has examined the effectiveness of integrating Facebook and
m-learning into EFL classrooms. This integration aimed to create opportunities for online
communication, increase the amount of exposure to authentic language, and encourage student-
centred learning while outside the classroom. The findings of the study showed that using
Facebook via mobile devices provided the students with reality-based learning experiences as it
enabled them to engage in meaningful and useful communication with other users in the social

networking sphere.

The role of social networking applications and the impact of implementing m-learning on
university level students have been explored by Gikas and Grant (2013). The implementation
of m-learning into the participants’ course lasted for two academic terms. The study reported
that using social networking applications and m-learning allowed students to engage in
producing learning content, provided occasions for collaboration, and created opportunities for
interaction and communication. Additionally, it showed how the integration of m-learning
could positively impact on students’ learning through facilitating learning anywhere and
anytime while providing quick access to desired information and social interaction. On the
other hand, a number of challenges were reported, namely anti-technology instructors,

distraction, and device use challenges.

24.2 Twitter as a microblogging tool

Twitter is a social microblogging application, and is comprehensively defined in its official

website (Twitter-Help-Center, 2014) as:
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“A service for friends, family, and coworkers to communicate and stay connected through
the exchange of quick, frequent messages. People post Tweets, which may contain photos,
videos, links and up to 140 characters of text. These messages are posted to your profile,
sent to your followers, and are searchable on Twitter search”.

Twitter was also defined by a number of researchers (e.g. Kwak et al. 2010; Honey & Herring
2009; Huberman et al. 2008; O’Neill 2010; Mollett et al. 2011). It has been defined by Kwak et
al. (2010, p. 1) as “a microblogging service”, and as “a website where you can leave messages
of up to 140 characters long for other people to read” (O’Neill 2010, p. 6). The last definition is
similar to that of Mollett et al. (2011, p. 1) who defined Twitter as “a form of free micro-
blogging which allows users to send and receive short public messages called tweets”. A more
comprehensive definition of Twitter was provided by Huberman et al. (2008, pp. 2-3) who
defined it as an “online social network used by millions of people around the world to stay
connected to their friends, family members and co-workers through their computers and mobile
phones”. While the three definitions provided by Kwak et al. (2010), O’Neill (2010) and
Mollett et al. (2011) describe Twitter as a social networking means in general and as a form of
microblogging in particular, Huberman et al.’s (2008) definition appears to capture a number of
additional important features. More specifically, it provides a description of what Twitter is,

who uses it, for what purpose, and how it can be accessed.

Carter (2011) has discussed the uniqueness of Twitter among other social networking websites.
He argued that although many social networking websites appeared before Twitter, the impact
and the wide spread of the latter cannot be overlooked or go unnoticed. Carter (2011) has
justified this impact by attributing it to its distinctive feature of sending and receiving bite-sized
messages (maximum 140 characters in each Tweet) as opposed to sending and receiving long
information in other social networking websites, such as Facebook. McFedries (2007, as quoted
in Ebner et al. 2010, p. 92) has stated that Twitter “can be seen as a weblog that is restricted to
140 characters per post but is enhanced with social networking facilities”. According to Carter
(2011), because Tweets are short, producing, sharing, and distributing information has become
faster. Finally, Twitter has glorified the concept of reciprocity and encouraged interaction
between its users in a way that is impossible in other social networks (Carter, 2011; Ebner et al.,
2010).

A number of important terms that refer to features, uses and concepts in the Twittersphere are
listed and explained in Table 1. The explanations will be quoted from the Twitter official
website ‘the basics’ (Twitter-Help-Center, 2014) followed by further explanation or examples

provided by the researcher.
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Table 1: Twitter important terms

Terminology Meaning/explanation
Twitter A name or nickname a person chooses when signing up for an account in Twitter.
username It must be preceded by ‘@’ sign; for example, @username.
. Refers to the context of Twitter or the world of Twitter including the tweets,
Twittersphere . . -
users, the culture of Twitter, and interactions.
Tweet(s) “Is. an expression of a moment or idea.~ It can contain text, photos, and videos.
Millions of Tweets are shared in real time, every day”.
Compose “Write a tweet, post a photo, or share a video”.
R “Share a Tweet with your followers. You can even add your own thoughts before
etweet iy . s
you share it”. It refers to sending out someone else’s tweet.
“Comment on a Tweet and join the conversation”. This option is used in Twitter
when a user reads a tweet of another user and wants to interact with that user or
send a response related to that particular Tweet, make a comment, express opinion
Reply or feelings. The original _Tweet and any rgplies will be linked together and appear
as a sequenced conversation. When replying to a Tweet, the username of the first
user will be automatically included in the body of the reply and this will direct the
reply to the right person. Similarly, if more than one user are participating in the
interaction, their usernames will be included as well.
Menti Refers to including a user’s name in the body of a Tweet to drag his/her attention
ention
to that Tweet.
Follow Subscribing to other users to receive their updates/Tweets.
Follower A user who subscribes to receive another user’s updates/Tweets.
. Refers to Twitter users who are followed by a user to get updates about their
Following - .
status and receive their Tweets.
“Assign a topic to a Tweet. So, for example, Tweets that contain #WorldCup are
about just that. Click on a hashtag to see Tweets related to a topic”. The symbol
Hashtag ‘#’ is used widely in Twitter to group the Tweets that address a specific topic or
interest. It also makes searching about a name, word, topic, or interest easier and
help to provide organized results displayed in chronological order.
Favourite “Favourite a Tweet to let the author know you like it”. The liked Tweet will
automatically be added to the user’s favourite list.
Message “Have private conversations with your followers”.

Search Twitter

A feature that allows users to search for a word, topic, person, or organization
that were tweeted about. The search results will be limited to Twittersphere and
will not include other online sources. Results will display other users’ Tweets
and available hashtags.

Timeline

“When you follow people, their Tweets instantly show up in your timeline.
Similarly, your Tweets show up in your followers’ timelines”. The Tweets will
be displayed in a chronological order.

Notifications

A feature that notifies you as a user to “see when someone retweets or favourites
one of your Tweets, replies to you, or mentions you”.

2.4.3

Educational affordances of using Twitter in education

The mission of Twitter.com as displayed on its official page is “to give everyone the power to

create and share ideas and information instantly, without barriers”. According to Kaplan and

Haenlein (2010), the flagship feature of social networking, including Twitter, is connectedness.

This incorporates information-sharing and social interaction between users in online

communities. Similarly, Carter (2011) has claimed that social networking websites were

created initially with no specific need or targeted users in mind but to connect people.

However, flexibility is another important feature of social networking as it can easily be
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oriented toward different purposes (Ellison et al., 2007). Accordingly, it is commonly observed
that social networking websites are not only used to connect people but they are also used for
many different purposes, such as advertising, searching information, spreading news, teaching,
learning, customers’ services, and watching events. This section pays particular attention to the
educational affordances of using Twitter as a microblogging tool and how it can facilitate

learning.

In the last few years, Twitter has attracted much more attention than a number of other social
networking applications (Kaplan & Haenlein, 2011; Kwak et al., 2010; Zhao, et al., 2011).
With a particular focus on education, recent research shows that Twitter has attracted many
researchers and teachers to integrate it into formal courses to facilitate and enhance learning in
a number of different ways. These include using Twitter to facilitate (1) collaborative learning,
(2) discussions, (3) communication and interaction, (4) content delivery and (5) engaging
learners in a variety of social learning activities (Grosseck & Holotescu, 2008; Honeycutt &
Herring, 2009; Junco et al., 2013; Junco et al., 2011; Mollett et al., 2011; Ross, 2013;
Schroeder et al., 2010; Veletsianos & Navarrete, 2012).

As an application of web 2.0 technology, not only does Twitter allow learners to read published
or posted information but also it allows them to participate, respond and interact with each other
or with their teachers (Ebner et al., 2007; Mills, 2011; O’Reilly, 2005; Sandars &
Haythornthwaite, 2007; Schroeder et al., 2010). Twitter, as such, can be used by teachers and
learners to engage in many social learning activities, such as discussing educational related
topics, asking and answering guestions, meaning negotiations and group work activities.
Previous studies showed that using Twitter for learning purposes could impact on students’
learning experiences positively and thus enhance their learning achievements (Al-Shehri, 2011;
Alzahrani, 2013; Gikas & Grant, 2013; Veletsianos & Navarrete, 2012; Woo et al., 2011; Yu et
al., 2010). A number of factors that are informed by the findings of previous studies could
explain how integrating Twitter as a microblogging tool into class can enhance the learning

process and outcomes.

First, using Twitter can extend discussions beyond the walls of the classroom, especially when
the time of class is limited or when it has a large number of students (Al-Shehri, 2011; Kassens-
Noor, 2012; O’Reilly, 2005; Schroeder et al., 2010). Learners can microblog about and engage
with their classmates as well as their teacher in course-related discussions, such as asking for
and/or providing clarifications. Second, e-learning environments, including Twittersphere, can
establish a relaxed learning atmosphere which are presumed to increase learners’ engagement as
well as encourage them to be active learners (Al-Mansour & Al-Shorman, 2012; Andrade &
Williams, 2009; Hobrom, 2004; Jones, 2008; Kitano, 2001; Li, 2011; Littlewood, 1984;
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MacDonald & Stodel, 2005). Third, Twitter is accessible anytime anywhere which means that it
can be used by learners to learn whenever that is desired, anytime or anywhere (Borau et al.,
2009; Cui & Bull, 2005; Hlodan, 2010; Llic, 2013; Lu, 2008; Palalas, 2012; Sharples, 2000;
Sharples et al., 2007; Stockwell, 2007). Fourth, Twitter inspires posting concise pieces of
information. This helps to increase learners’ attention and focus on learning (Ebner et al., 2010),
and minimise learners’ distraction that could be caused by posting much new information at a
time (Altiner, 2011).

Fifth, microblogging as an online tool facilitates instant searching and finding of information
related to a particular word or topic of interest (Abdous et al., 2009; Alzahrani, 2013; Cox,
2012; Oblinger et al., 2005; Rahamat et al., 2011; Salvia, 2000; Song & Fox, 2008). The return
results provide learners with many examples showing authentic usage of language. Exposure to
authentic use is, therefore, expected to facilitate learning (Guariento & Morley, 2001; Roberts
& Cooke, 2009; Schwienhorst, 2012). Accordingly, Twitter can function as an online
concordancing tool that allow learners to find many examples of language use, creating corpora
that are made up authentically by people who use Twitter for everyday social communication
(Flowerdew, 1993; Lee et al., 2015; Sun & Wang, 2003).

Finally, Twitter helps to foster learner’s autonomy through transferring the responsibility to the
learners, encouraging more active and independent learning (Belz, 2002; Brandl, 2002; L.ittle,
2007; Llic, 2013; Nikolova, 2002; Stockwell, 2013). More specifically, in contexts where
Twitter is already part of learners’ everyday life, using it in educationally relevant ways is
“likely to be more supportive of autonomy” (Benson, 2013, p. 153). Also, in light of Little’s
(2007) assertions regarding language learner autonomy, learners can benefit from the
affordances Twitter offers not only to select relevant learning materials but also to use and
practice what they learn independently. Accordingly, in the Twittersphere, learners can benefit
from accessing lots of authentic materials as well as practicing their language through writing
posts in the targeted language. The following section presents further empirical studies on

using Twitter and how it can facilitate learning.

244 Previous studies on using Twitter for learning

Borau et al. (2009) attempted to utilise Twitter as a tool of communication that can be used by
language learners to practise recently learned aspects of language. Their investigation showed
that Twitter helped to engage the learners with the language through using the targeted
language to take part in social interactions in the Twittersphere. In another study, Welch and

Bonnan-White’s (2012) findings showed that the effect of integrating Twitter into introductory
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sociology and anthropology courses might be influenced by learners’ attitudes. In other words,

they found that the learners who enjoyed using Twitter benefited more than those who did not.

Using Twitter for language learning and practice has been examined by Lomicka and Lord
(2012). The study was conducted with university intermediate French students. The study
aimed to investigate the effect of using Twitter by the students in order to put to use and
practise their French language with each other and with native French speakers in the
Twittersphere. Twitter was used to provide the learners with a virtual community where they
can practise their targeted language outside the classroom. The study concluded that Twitter
helped the learners to learn collaboratively, share knowledge and reflect on each other’s

learning.

The impact of using Twitter on learners’ engagement, and thus on learning outcomes, were
investigated in two related studies conducted by Junco et al. (2011) and Junco et al. (2013).
Twitter, in the first study, was integrated into a formal university class and was used
structurally as a part of the course. Both students and teachers were encouraged to engage with
the course materials on the platform of Twitter. The results demonstrated that Twitter helped to
increase learners’ engagement and grades and exceeded that to increase teacher’s engagement
as well. However, in the second study, Twitter was not as influential as it was in the first study.
More specifically, Twitter had no significant impact on the participants’ levels of engagement
or learning outcomes. This could be attributed to three important factors. First, Twitter was
integrated in the course as an optional tool. Second, no framework or structure was imposed to
guide the use of Twitter. Third, teachers did not engage or show their presence in the
Twittersphere. In their conclusion, the researchers identified three effective elements of

integrating Twitter into college courses that can be considered best practice:

1. Requiring students to use Twitter as part of the course is important in affecting academic
outcomes.

2. Twitter should be integrated into the course in educationally relevant ways.

3. Faculty engagement in the platform is essential in order to impact students’ outcomes
(Junco et al., 2013).

In line with the findings of the last study, Lin et al. (2013) found that integrating Twitter as an
optional tool reduced the duration of time through which the learners continued to use the tool
and thus limited its effect. In their study, Lin et al. (2013) investigated students’ perceptions
about using Twitter as a learning tool in university courses. Two groups of university students
registered on a ‘Computers in Education’ course and a third group registered on a ‘Mobile
Learning’ course were recruited in this study. Using Twitter in this study was optional. Data

was collected from students’ self-reports on their usages and interests, Tweets content analysis
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and the counts of posted Tweets. The researchers reported that while most students started to
use Twitter at the beginning of the treatment, few students continued to use Twitter during the
semester. The study has found that the participants enjoyed using Twitter, but as readers of
others’ Tweets more than being actively tweeting or replying to others’ Tweets. Only two
students were found to interact occasionally on Twitter. No collaboration had occurred between

the students. Some requests, comments and questions went unanswered.

Lin et al. (2013) provided a number of useful recommendations for teachers who would think of
integrating Twitter into their university courses. First, scaffold students. This includes providing
students with tutorials and any possible support that will lead them to struggle less when using
Twitter as a learning tool. Second, address privacy. That is, raise students’ awareness and give
them the choice to create a separate Twitter account if they prefer not to use their own personal
account. Third, establish a purpose. More specifically, teachers need to clearly highlight the
purpose of using Twitter and identify specific tasks for learners to do. Fourth, provide model
use with structure. For example, teachers post Tweets related to a students’ subject, such as

articles and comments.

Using Twitter for post-reading activities among university level students was investigated by
Hamidon et al. (2013). The study aimed to investigate the perceptions of some experienced
Twitter users about the potential uses of Twitter for post-reading activities. They interviewed a
number of language learners, language experts and course developers. The study found out that
using Twitter for academic courses, including language learning, will take some time before it
might be used effectively. This can be attributed to a number of reasons. First, there was a lack
of certainty of how Twitter could be used for learning activities. Second, many learners were
found to prefer Facebook more than Twitter. Third, many students could not afford connected

mobile devices.

Ross (2013) explored teachers’ perspectives on using Twitter for learning purposes. He
surveyed 160 teachers to investigate whether they use Twitter for educational matters, such as
connecting with other teachers through the network to exchange experience, develop skills and
seek information. For this purpose, the researcher used a number of education-related Twitter
hashtags. Interviews with 32 teachers followed the survey. The study concluded that the
teachers used Twitter to develop their skills, update their knowledge, and exchange experience
with other teachers globally. Also, 90% of the teachers expressed their intention to continue
using Twitter. With regard to their beliefs, most of the interviewed teachers (71%) indicated

that they found using Twitter useful and helpful.
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2.5 Mobile microblogging in the context of this research

Bringing the literature presented in the two previous sections together, this section shows the
relevance of that literature to the current study and how it informs its design. This research pays
particular attention to the dramatic change that web 2.0 technology has made to the traditional
form of e-learning. More specifically, the introduction of new online social applications enables
users/students to engage in producing and sharing knowledge as well as interacting and
communicating with others in the online community. Based on the reviewed relevant studies, it
is clear that using m-learning and social networking tools can facilitate learning and teaching to
a great extent (Junco et al., 2013; Khrisat & Mahmoud, 2013; Lin et al., 2013; Miangah &
Nezarat, 2012; Ross, 2013; Stead, 2005; Veletsianos & Navarrete, 2012; Viberg & Gronlund,
2012). However, the use of m-learning or social networking tools in previous research was not
without problems. This is to say, the incorporation of m-learning is not as smooth a process as
some may expect or imagine; a number of studies reported some considerable challenges
(Fulbright, 2013; Lominé & Buckhingham, 2009; Martin & Ertzberger, 2013; Schaffhauser,
2011).

Accordingly, this research builds on the successful implementation of m-learning in previous
research to inform its design, guide its development as well as avoid potential challenges.
Overall, this study aims to utilise the positive aspects of mobile microblogging by integrating
them into the participants’ course to enhance their learning outcomes. However, a number of
fundamental issues need to be considered. First, each context or class has its own specific
characteristics and circumstances that might be dissimilar to other contexts. For example, while
affording connected mobile devices was a challenge in some research contexts (Hamidon et al.,
2013), it was not in a number of other contexts (Altameem, 2011; Chanchary & Islam, 2011;
Khrisat & Mahmoud, 2013; Nassuora, 2012; Seliaman & Al-Turki, 2012). Second, the
integration of the mobile microblogging into the participants’ course has to be done in
educationally relevant ways (Junco et al., 2013). This will be further discussed in the following
two chapters (see 3.4.4 and 4.7.3.2).

2.6 Summary

This chapter was concerned with the two key aspects of mobile microblogging, m-learning and
microblogging. It reviewed and identified the general underlying characteristics of m-learning

including portability, connectivity, accessibility, and learning anytime anywhere, showing how
this form of learning surpasses other types of technology-enhanced learning, such as computer-

assisted learning. It also demonstrated the positive impact of this form of learning on learners’
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experiences, knowledge gains and development, as informed by previous studies. Similarly, it
made clear that the use of social microblogging networking tools can offer means to facilitate
as well as engage learners with their targeted materials and thus have a positive impact on their
learning outcomes. The following chapter moves on to consider how the use of the mobile
microblogging tool could increase learner’s involvement and engagement with vocabulary and

thus impact favourably on their gains and knowledge development.
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Chapter 3: Involvement and engagement with

vocabulary learning and the social context

3.1 Introduction

This chapter is concerned with laying out the theoretical dimensions of the research. It has been
organised in the following way. It begins by providing background information on vocabulary
learning. Then the chapter goes on to introduce the Involvement Load Hypothesis, the notion of
engagement with vocabulary and the sociocultural theory which serve as a framework of this

research.

3.2 Vocabulary learning

The acquisition of proficiency in any language necessitates learning its vocabulary. When
building a wall, bricks are considered one of the most essential elements that are needed to
accomplish the building. Vocabulary knowledge to the process of language learning is as

essential as the bricks to the process of wall-building.

This area of research has received continual attention during the last few decades. Expanding
one’s vocabulary in order to be able to use the target language efficiently is a challenging task
that is typically associated with much struggle on the side of the learners. This is why
facilitating the process of vocabulary learning has been a central issue for teachers and

researchers alike in the field of language learning and teaching.

This section discusses the importance of vocabulary in language learning. This will be followed
by presenting the approaches to vocabulary learning. Finally, aspects related to vocabulary

knowledge and measurement will be addressed.

3.21 The importance of vocabulary in language learning

Almost all those involved in language learning and teaching can agree that vocabulary is an
essential component of language learning (Schmitt, 2010b). Wilkins (1972, p.111) has stated
that, “without grammar very little can be conveyed, without vocabulary nothing can be
conveyed”. According to Nation and Waring (1997, p.6) “Vocabulary knowledge enables
language use, language use enables the increase of vocabulary knowledge, knowledge of the
world enables the increase of vocabulary knowledge and language use and so on”. This shows

how vocabulary learning has been always viewed as a fundamental aspect in second language
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learning. It also indicates why vocabulary learning and teaching have attracted many researchers
to investigate many issues in this area; for example, vocabulary size and depth (e.g. Akbarian,
2010; Hirsh & Nation, 1992), teaching and learning L2 vocabulary (e.g. Choudhury, 2010;
Laufer, 2009) and vocabulary learning strategies (Algahtani, 2005; Eder, 2006).

Krashen (1989) has listed a number of ‘excellent’ reasons on the practical and theoretical levels
why vocabulary learning is important and deserves to receive greater attention. First, having a
large amount of vocabulary is an advantage to mastering any L2. Second, it is obvious that
many language learners are aware that the more vocabulary they gain, the more they progress in
their L2 learning. Therefore, L2 learners “carry dictionaries with them, not grammar books, and
regularly report that lack of vocabulary is a major problem”. Finally, it is assumed on the
theoretical level that vocabulary research would contribute towards expanding our
understanding of the field of language acquisition. That is, acquiring vocabulary is similar to
acquiring any other language aspect. Therefore, based on this assumption, the language
laboratories used for the purpose of researching vocabulary can be considered as “useful

laboratories for the study of language acquisition” (Krashen, 1989).

Additionally, research on vocabulary provides plenty of evidence that emphasises the
importance of vocabulary acquisition as well as highlighting how it correlates with different
aspects of language knowledge and proficiency. It has been pointed out that vocabulary
knowledge is evidently associated with academic success in general (Zwiers, 2014) and
language learning in particular (August et al., 2006; Becker, 1977; Nation, 2001). A number of
researchers have argued that different aspects of language skills, such as L2 grammatical
knowledge, are reliant on vocabulary size and knowledge (Ellis, 1997; Milton et al., 2010;
Staehr, 2008). Becker (1977) has suggested that poor vocabulary size of learners is among the
main reasons for their academic failure. He has claimed that providing learners with structured
programmes to consolidate their vocabulary will increase their academic success. Generally, a
larger vocabulary size leads to better functioning in a second language (e.g. Schmitt, 2010g;
Nation & Waring, 1997; Laufer, 2010; Laufer & Ravenhorst-Kalovski, 2010).

The relationship between vocabulary size and adequate reading comprehension has been
investigated by Laufer and Ravenhorst-Kalovski (2010). They found a correlation between
vocabulary size and reading comprehension. Learners whose vocabulary size was large were
found to be able to read the frequent words in texts better than those with a smaller vocabulary
size. Similarly, Nagy (1988) claims that there is a significant relationship between vocabulary
and comprehension. The more vocabulary learners have, the more they are able to comprehend

the language they read or hear. He asserts that knowing a large amount of vocabulary is
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essential to progress in language education. In contrast, lacking enough vocabulary leads to

having difficulty in language learning and development.

The role of vocabulary in listening comprehension has been highlighted in empirical research.
Steehr (2009) has provided empirical evidence that successful listening comprehension is
associated with vocabulary knowledge. Moreover, the study has suggested that learners need to
have a lexical coverage of 98% in order to understand spoken materials. In the same vein,
Milton et al., (2010) examined the relationship between EFL learners’ vocabulary size and their
IELTS results using two vocabulary measures, A_Lex (Milton & Hopkins, 2005) and the
X_Lex (Meara & Milton, 2006). They found that learners’ vocabulary size has a tremendous
impact on their overall score in the IELTS test in general and on their listening score in
particular. Furthermore, many studies have outlined that listening and reading comprehenshion
both have a similar strong connection with vocabulary size and knowledge (Adolphs & Schmitt,
2003; Milton et al., 2010; Nation, 2006; Staehr, 2009).

Drawing on the relationship between vocabulary and different aspects of language, Laufer and
Nation (1995) investigated the correlation between the types of words learners used in their
writing and their vocabulary level. The correlation was measured using the productive version
of the Vocabulary Level Test. The study found a connection between learners’ vocabulary size
and their writing in that the higher the learners’ vocabulary level is, the more sophisticated their
writing will be. This view is also supported by Leki and Carson (1994) who reported that L2
learners believe that the quality of their writing was mainly affected by their knowledge of

vocabulary.

3.2.2 Approaches to vocabulary learning

Vocabulary has received great interest and attention by many second language learners,
materials writers, researchers and teachers. VVocabulary learning, as emphasised by many
scholars, is an incremental process that takes place progressively over time (Schmitt 2010b,
2010a; Laufer & Girsai 2008; Nation 2001). A number of authors have emphasised that this
progressive learning of vocabulary begins usually with the form-meaning link before it transfers
to the other several aspects of vocabulary knowledge (Hairrell et al., 2011; Laufer & Goldstein,
2004; Nation & Webb, 2011; Staehr, 2009).

According to Sonbul, (2013), two main approaches to vocabulary learning have been proposed
by lexical researchers, intentional (explicit) and incidental (implicit) approaches. A considerable
amount of literature has been published on the practices of both approaches. These studies have
investigated many issues related to the two approaches, and many thoughts and

recommendations about them have been revealed (e.g. Pétursdottir, 2013; Laufer & Hulstijn,
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2001; Fisher et al., 2012; Laufer & Rozovski-Roitblat, 2011; Laufer & Girsai, 2008;
Amiryousefi & Kassaian, 2010; Sonbul & Schmitt, 2009).

Hulstijn (2005) has described the explicit approach as vocabulary teaching and learning
practices that consciously focus on input, such as form-focused activities. In other words, the
intentional approach refers to any activities that drag learners’ attention to focus on the form-
meaning link of the words they are learning. It has been established by lexical researchers that
this intentional learning is essential for a form-meaning link and meaning aspects (Ellis, 1997;
Nation, 2001; Schmitt, 2008). On the other hand, vocabulary can also be learned incidentally
(implicitly). Laufer and Hulstijn (2001, p.554) have explained that incidental vocabulary
learning refers to “the learning of vocabulary as a by-product of any activity not explicitly
geared to lexical items”. They have noted that learning vocabulary incidentally encompasses
gaining knowledge of a word without focusing on committing its knowledge to memory.

However, which approach is more effective or better than the other is greatly debated.

A considerable amount of research has agreed and provided evidence that using intentional
vocabulary learning might be essential and useful in many situations (Hulstijn, 2001; Laufer &
Girsai, 2008; Laufer & Hulstijn, 2001; Nation, 2001; Nation & Webb, 2011; Schmitt, 2010b;
Sonbul, 2012; Steehr, 2008; Stehr, 2009). Lexical researchers have claimed that more attention
has to be given to the high frequency lexical items because L2 learners will encounter them (in
written or spoken formats) more than the low frequency words (Meara, 1995; Nation, 2001;
Schmitt, 2008; Schmitt, 2010a). Besides the high frequency words, other categories of
vocabulary might better be taught and learned intentionally. These include important and useful
words for L2 learners, such as words needed by students, needed for class administration,
technical words, academic words and words that might facilitate further learning (Nation &
Meara, 2013; Schmitt, 2000; Schmitt, 2010b). It was argued by Nation (2001) that giving more
attention to such important and high frequency words could increase learners’ vocabulary and as
a result the percentage of text coverage will be raised, which then might assist with learning low
frequency words. Moreover, empirical evidence has shown that intentional vocabulary learning
leads to better vocabulary retention (Hulstijn & Laufer, 2001; Laufer & Girsai, 2008; Laufer &
Shmueli, 1997; Nassaji, 2003; Paribakht & Wesche, 1997; Prince, 1996; Zimmerman, 1997). In
addition, intentional vocabulary learning includes the teaching and learning of words taught and
learned in isolation (Mondria & Mondria-De, 1994; Qian, 1996). It is argued by Nation (2001)
that the use of decontextualised form-focused activities in L2 classrooms could be beneficial
because of their strong and faster impact, usefulness and practicality, wide applicability, and the

positive effect of learning achievement on beginner L2 learners.
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However, the explicit approach to vocabulary learning carries with it some limitations. Waring
(2002) claims that it is not necessarily that focusing explicitly on lexical items will lead to
learning them. Also, engagement with words, including exposure and words recycling, is
necessary to consolidate the learning (Alhumood, 2007; Schmitt, 2010b). Clearly, this approach
requires a long time and, due to that, a small number of lexical items might be learned using this
approach (Nation, 2005). Also, it has to be noted here that explicit vocabulary teaching requires

more effort from the teacher (Nation, 2001).

On the other hand, incidental vocabulary learning usually requires less effort from teachers, as
well as less class time, than explicit vocabulary learning (Nation, 2001). L2 learners might learn
vocabulary while their attention is initially focused on a L2 language input (written or spoken)
(Schmitt, 2008). In other words, learners’ focus would be on the message of the text not on the
vocabulary items. Almost every paper that has been written about incidental learning mentions
that learning from context is effective and most of our language vocabulary is often learned this
way (Alhumood, 2007; Fisher et al., 2012; Nagy, 1997; Nagy & Anderson, 1984; Nagy et al.,
1985; Nation & Coady, 1988; Nation & Meara, 2013; Waring, 2002a; Waring & Nation, 2004).
It has been specified, in the literature, that reading is commonly believed to facilitate incidental
learning (Coady, 1997; Huckin & Coady, 1999; Nation & Meara, 2013; Waring & Nation,
2004). According to Nation and Meara (2013), when learning from context, learners are
expected to guess the meaning of the unknown words they come across. Besides extensive
reading, L2 learners should use different contextualized activities, such as TV and radio,
involving themselves in interactions and listening to books or stories (Nation, 2001). Lastly, it is
important to clarify that “the efficacy of learning from context must be evaluated, not in terms
of short-term competition with direct instruction, but in terms of the volume of vocabulary

growth that can be accounted for over an extended period of time” (Nagy et al., 1985, p. 236).

However, the incidental vocabulary approach has a number of limitations. The key limitation is
associated with guessing the meaning of unknown words from the context. Some lexical
researchers have indicated that guessing from context has a number of serious problems. First,
L2 language learners might hardly find enough clues that help with guessing the meaning from
context (Huckin & Coady, 1999; Nagy et al., 1985). Second, if enough clues are available, L2
learners need to have enough vocabulary knowledge of the other surrounding words to make
accurate guessing (Huckin & Coady, 1999). Empirically, Laufer and Sim (1985) have found that
guessing the meaning from context was not effective for learners with low vocabulary

knowledge.

Third, guessing an incorrect meaning or having difficulty in deciding the appropriate meaning is
another problematic issue (Bensoussan & Laufer, 1984; Grabe & Stoller, 1997). Sokmen (1997)
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declares that unlearning incorrect meaning might not be easy for many learners. Fourth,
accurate guessing for the meaning of a word does not necessarily mean it has been acquired or
stored in learners’ long-term memory (Huckin & Coady, 1999). A number of studies have
measured learners’ delayed-retention of words learned incidentally from reading and found a
significant decrease in the amount of their vocabulary (Mondria & Boer, 1991; Parry, 1993;
Rott, 1999; Waring & Takaki., 2003).

Moreover, it takes a very long time to incidentally learn a large amount of vocabulary, while L2
learners might have a limited time to learn (Alhumood, 2007; Huckin & Coady, 1999). This is
not meant to imply learners need not to be equipped with vocabulary building skills (Sternberg,
1987) as well as guessing and reading strategies (Huckin & Coady, 1999). Rather, it can be
argued that providing sufficient training might not be possible in situations where time is
limited.

Finally, one question that needs to be asked is whether intentional (explicit) and incidental
(implicit) approaches should be considered as complementary or dichotomous approaches. A
considerable amount of research suggests that deliberate vocabulary teaching and incidental
vocabulary learning are viewed currently as complementary approaches (Hunt & Beglar, 2005;
Nation, 2001; Nation & Webb, 2011; Schmitt, 2008; Sokmen, 1997; Sonbul & Schmitt, 2009).
Moreover, with regard to the dissimilarity between the two approaches, caution should be
exercised and this difference should be viewed as a continuum rather than a dichotomy. It can
be elaborated that combining both approaches could be useful and each of them develops the
learning gained from the other (Hill & Laufer, 2003; Mondria, 2003; Nation, 2001; Schmitt,
2008; Sonbul & Schmitt, 2009). Explicit vocabulary teaching is more effective in some
situations, such as for learners who are in their early stages of language learning, or when
important words need to be taught, such as the high frequency words. On the other hand,
incidental learning might be more effective when learners’ level becomes advanced as they
could learn a new word by using the known words as clues to guess the meaning of that new

word.

However, Alothman (2014, p. 52) argues, based on a personal meeting with Norbert Schmitt
and on the basis of Sonbul and Schmitt’s (2009) work, that it might “be better to add enhanced
vocabulary learning (beside incidental and explicit) to describe explicit teaching of words
contained in contextual sentences”. Alothman believes that it would be safer to classify
vocabulary learning approaches into three instead of two as this will help with describing the
teaching and learning practices more accurately. From his point of view, enhanced vocabulary

learning will cover situations when focusing on words contained in small context sentences or
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phrases is necessary, like in the case of highlighted or underlined words that appear in reading

passages.

In this research, the view described earlier, that intentional and incidental vocabulary learning
are complementary approaches and that each one of them develops the learning gained from the
other, is supported in this research. However, in relation to the actual practices of vocabulary
learning in this research, Alothman’s (2014) view appears to be more adequate and

representative.

It can be argued, based on the literature (e.g. Nation & Meara, 2013; Schmitt, 2000; Schmitt,
2010b), that this research appears to employ the explicit approach which is considered to be the
best when learners need to learn particular lexical items for the purpose of understanding a
reading passage or pass a university course. Explicit activities are characterised as
decontextualised activities focusing on words in isolation, such as flash cards. However, the
way the implemented tool is used, mobile microblogging in the current research, incorporates
learning the targeted items in small context sentences. Learning the targeted words in
contextualised sentences seems to be incidental not explicit. Therefore, both approaches appear
to facilitate vocabulary learning but, in terms of clearly describing the actual practices,
enhanced vocabulary learning seems to best describe the vocabulary learning in this research.

3.2.3 Vocabulary knowledge and measurement

A considerable amount of research has discussed and investigated different issues related to
vocabulary knowledge (e.g. Laufer & Goldstein, 2004; Schmitt, 2010b; Nation & Webb, 2011;
Brown, 2010; Meara, 1995; Jordan, 2013; Laufer & Hulstijn, 2001; Schmitt, 2008; Nation,
2012; Laufer & Rozovski-Roitblat, 2011; Nation, 2001; Henriksen, 1999). According to Laufer
and Goldstein (2004, p.403) vocabulary items are “the first and foremost units of meaning”. As
such, learning the meaning of lexical items is “the central component of words knowledge”
(Laufer and Goldstein, 2004, p.404). Nation (2001) listed three broad areas covering the aspects
of knowing a word, form, meaning and use. He emphasised that knowing the form of a word is
not enough and it is necessary to connect the form with an appropriate concept or meaning, also
referred to as form-meaning link. Henriksen (1999, p.303) has proposed three continuum
dimensions of lexical knowledge: “(a) partial to precise knowledge, (b) depth of knowledge, and
(c) receptive to productive use ability”. According to her, the first two dimensions are related to
word meaning and are considered knowledge continua. The third dimension can be considered

as a control continuum rather than being considered a kind of knowledge.

Accordingly, it is clear that there is a consensus among lexical researchers that learning a word

involves learning different aspects of knowledge. However, most vocabulary studies seem to
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focus on the form-meaning link by testing it directly or indirectly (Laufer & Goldstein, 2004;
Nation & Webb, 2011). Nation and Webb (2011, p.224) argue that focusing on the form-
meaning link when measuring lexical knowledge “provides much better indication of the
potential for understanding and using words than a single test of another aspect of vocabulary
knowledge, such as spelling, pronunciation, grammatical functions and collocations”. Verspoor
and Schmitt (2013) state that focusing on the link between the form of a word and meaning is

fundamental and is considered the first and primary step in vocabulary learning.

Most, if not all, vocabulary measurement formats tend to focus on recall and recognition
abilities (Nation & Webb, 2011; Read, 2000; Schmitt, 2010b). Recognition, according to Read
(2000, p.155), is when “test-takers are presented with the target word and are asked to show that
they understand its meaning, whereas in the case of recall they are provided with some stimulus
designed to elicit the target word from memory”. Schmitt (2010a) believes that the central
aspect in recognition is the ability to recognize the form of a target word whereas in recall it is

to recall and produce the form of a target word.

The degree of lexical knowledge has also received considerable attention from vocabulary
researchers. Two main levels of mastery have been proposed and discussed by many
researchers: receptive (passive) and productive (active) knowledge of a word (e.g. Laufer &
Goldstein, 2004; Nation, 2001; Schmitt, 2010a; Meara, 1990). The receptive level of mastery
can simply be described as knowing the form and the meaning of a word while listening to or
reading it (Nation, 2001; Schmitt, 2010b). On the other hand, the productive level of mastery is
more advanced than the receptive mastery and it involves the ability to appropriately produce a

word while attempting to convey a spoken or written message (Nation, 2001; Schmitt, 2010b).

However, many lexical researchers recently argue that the distinction between receptive and
productive levels of mastery is not as simple as it may appear. For example, Read (2000) argues
that different researchers have distinguished, in different ways, between receptive and
productive and, as such, it might not be feasible to make a comparison between the two levels of
mastery across studies. Also, a number of researchers claim that it is difficult to decide whether
the distinction between receptive and productive knowledge is dichotomous or establishes a
continuum (Laufer & Goldstein, 2004; Meara, 1990; Melka Teichroew, 1982). In the same vein,
Schmitt (2010a) also confirms the existence of such confusion among lexical researchers and
discusses the difficulty involved in distinguishing receptive from productive knowledge. To
overcome this confusion, many attempts have been made to provide a clear distinction between
receptive and productive knowledge (e.g. Meara, 1990; Melka, 1997; Laufer & Goldstein, 2004)
but no agreement has been reached as to what each one of the two levels entails (Schmitt
2010a).
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Having concluded that there is no consensus between lexical researchers on how the distinction
between receptive (passive) and productive (active) knowledge should be established, nor on
what each one of them entails, Schmitt (2010a. p. 89) stresses that “future research needs to be
clearer about what facets of recognition/recall and receptive/productive mastery are being
addressed in a study”. In this study, a proposed hierarchy by Laufer and Goldstein (2004) that
clearly identifies four degrees of knowledge is adopted. The hierarchy was developed in an
attempt to draw clear lines of distinction between passive (receptive) and active (productive)

levels of mastery as well as recall and recognition abilities.

Laufer and Goldstein’s (2004) hierarchy contains four degrees of knowledge of meaning. These
degrees of knowledge are grounded on two dichotomous distinctions: (1) “supplying the form
for a given meaning versus supplying the meaning for a given form”, and (2) “being able to
recall versus only being able to recognise (whether form or meaning)” (Laufer & Goldstein,
2004, pp. 405-406). Laufer and Goldstein have called the four degrees of knowledge: (1) active
knowledge, (2) passive knowledge, (3) recall, and (4) recognition (Table 2).

Table 2: Degrees of vocabulary knowledge

Recall Recognition
Active (retrieval of form) Supply the L2 word Select the L2 word
Passive (retrieval of meaning) Supply the L1 word Select the L1 word

(Laufer & Goldstein 2004, p. 407).
Four bilingual tests can be used to measure these four degrees of knowledge of meaning. These
are active recall, passive recall, active recognition and passive recognition. As an example, an
English word and its Arabic equivalent will be used below to illustrate the four test formats,

given to Arabic-speaking learners of English, (English man = Arabic J>_).
1. Active recall: m da)

Test-takers are provided with the Arabic word and are required to supply the English equivalent

word.
2. Passive recall: man B)

Test-takers are provided with the English word and are required to supply the Arabic equivalent

word.

3. Active recognition:

39



a. boy b. man c.woman d. daughter

Test-takers are provided with the Arabic word and are asked to choose the correct English

equivalent from the four given options.

4. Passive recognition:

man

a. s b. da C. 5l d. <

Test-takers are provided with the English word and are asked to choose the correct Arabic

equivalent from the four given options.

Laufer and Goldstein (2004) have argued that the four tests can be arranged hierarchically to
reflect the strength of knowledge. The strength of knowledge can be arranged to reflect the more
advanced level of knowledge to the least advanced level of knowledge. It has been discussed by
Laufer and Goldstein (2004) that retrieving the form of a word in the active recall and the
passive recall tests is more difficult than retrieving the meaning in the active recognition and
passive recognition tests. Also, the ability to recall the form or meaning indicates a better
retention than recognition. Consequently, the ability to recall the form or meaning of a word
reflects a more advanced level of knowledge than the ability to recognise its form or meaning
from among given options. Based on this discussion, the active recall test is supposed to reflect
the more advanced level of knowledge, while the passive recognition test reflects the least
advanced level of knowledge. Regarding the remaining two tests, passive recall and active
recognition, Laufer and Goldstein (2004) assume that passive recall is more difficult than active

recognition (Table 3).

It can be argued that Laufer and Goldstein’s (2004) four categories have clearly distinguished
between active (productive) and passive (receptive), and recall and recognition. Schmitt (2010a,
p.85) claims that the distinctions that have been made by Laufer and Goldstein (2004) “have
given this particular meaning-form test format a standardised descriptor which can be
consistently used”. Moreover, he recommends that these distinctions should be considered even
if these four categories will not be used. The major limitation of Laufer and Goldstein’s
categories, however, is that using translation tests might not be possible when participants have
different L1 (Schmitt, 2010Db).
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Table 3: Four degrees of strength of knowledge

Recall Recognition
Active (retrieval of form) (1) strongest (2) or (3)
Passive (retrieval of meaning) (2) or 3) (4) weakest

(Laufer & Goldstein 2004, p. 408).
Finally, Schmitt (2010b, p. 37) clearly states that “it is not practically possible, and probably not
desirable, to measure all word knowledge aspects in any particular study”. Accordingly, this
research focuses on targeted words’ form-meaning relationship, which is the main component of
vocabulary knowledge that deserves to receive considerable attention (Laufer & Goldstein,
2004; Nation, 2001; Schmitt, 2010b; Verspoor & Schmitt, 2013). It can be indicated that
acquiring this level of knowledge would possibly enable the learners to comprehend an
encountered word or use it in a basic, yet efficient, way in order to meet their needs (Schmitt,
2010a).

Also, this research adheres to Laufer and Goldstein’s categories and adopts the underlying
distinctions between receptive (passive) and productive (active), and recall and recognition. It is
believed that Laufer and Goldstein’s categories fit within the context and purpose of this
research. The standardised descriptor they have given to the four bilingual form-meaning test
formats make them reliable and comparable across studies (Schmitt, 2010b). The passive recall
test format will be adopted and used in this research as one of the vocabulary measurements.
Moreover, the major limitation mentioned earlier is not applicable to this research due to the

fact that research participants have the same L1.

3.3 Thelnvolvement Load Hypothesis

One of the earliest works that has served as the basic groundwork in highlighting the importance
of engagement with vocabulary was the proposed Depth/Levels of Processing Hypothesis by
Craik and Lockhart (1972). Craik and Lockhart’s (1972) hypothesis asserts that better
vocabulary retention can be facilitated by giving more attention to targeted vocabulary items,
and involving with them as much as possible. However, “feeling the need to translate and
operationalise such general cognitive notions in terms of L2 vocabulary learning tasks”
(Hulstijn & Laufer, 2001), this notion has been developed by Laufer and Hulstijn (2001).
Consequently, they proposed the Involvement Load Hypothesis. The Involvement Load

Hypothesis has three constituents: need, search and evaluation (Hulstijn & Laufer, 2001).
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According to Hulstijn and Laufer (2001), the need component entails the requirement of certain
knowledge or language feature about a word to accomplish a required task. In other words, it
refers to the need to learn particular words to pass an exam or comprehend a passage. The need
component serves as the motivational, non-cognitive aspect of involvement. It can be moderate
or strong. Need is moderate when enforced by an external motivator and strong when motivated
naturally or intrinsically. For example, the need is moderate when a learner is asked to use a
word in a given activity by the teacher, and is strong when he/she decides to consult the

meaning of a word in a dictionary during writing a composition.

Search and evaluation, on the other hand, are the cognitive aspects of involvement (Hulstijn &
Laufer, 2001). Both of them are dependent on the given attention to form-meaning relationship
(Schmitt, 2010b). The search component refers to finding information about an unknown word,
such as consulting a dictionary to find the meaning of a new word. The evaluation component
involves comparing the obtained word knowledge of the word with other words to check its
suitability and usability in a given context. For example, comparing the different meanings of a
word and then choosing the meaning that is suitable for the context of use. Evaluation can be
strong or moderate. More specifically, evaluation is strong when a learner is required to make a
decision. An example of this decision can be when a learner has to decide on how to use the
recently learned word and combine it with other words to form a meaningful sentence. In
contrast, evaluation is moderate when a learner is requested to recognise differences between

words and meanings, such as in gap-filling tasks accompanied by a number of possible words.

According to Hulstijn and Laufer (2001), the involvement load of a task is constituted from
combining the three above components with their degrees of prominence. Each of the three
components can be present or absent when processing a lexical vocabulary item in artificially or
naturally planned task activities. A useful example demonstrating how tasks vary in

involvement load was provided:

“Consider an example of two tasks that vary in involvement load. In task one, the learner
is asked to write original sentences with some new words and these words are translated
or explained by the teacher. The task induces a moderate need (imposed by the teacher),
no search (the words are glossed) and strong evaluation because the new words are
evaluated against suitable collocations in learner-generated context. If we want to describe
the task in terms of an involvement index, where absence of a factor is marked as 0, a
moderate presence of a factor as 1, and a strong presence as 2, then the involvement index
of the task is 3 (1 + 0 + 2). In task two, the student has to read a text and to answer
comprehension questions. New words, which are relevant to the questions, are glossed.
The task will induce a moderate need to look at the glosses (moderate because it is imposed
by the task), but it will induce neither search nor evaluation. Its involvement index is 1.
Hence, task one induces a greater involvement load than task two.”
(Hulstijn & Laufer, 2001)

Further elaboration on task involvement load can be elicited from the review of the empirical

studies provided in the next section.
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3.3.1 Empirical studies on the Involvement Load Hypothesis

To support their hypothesis, Laufer and Hulstijn (2001) reviewed a number of previous studies

seeking empirical evidence for their hypothesis (Table 4). They also conducted two parallel

experiments with EFL learners in two countries to empirically test their hypothesis and found

some support (Hulstijn & Laufer, 2001). The aim of their study was to examine the relationship

between incidentally acquired lexical items and the amount of task-induced involvement. In

other words, they wanted to investigate whether the amount of involvement with vocabulary

would lead to better retention of the incidentally acquired items or not. The researchers

measured learners’ short- and long-term vocabulary retention of ten unknown words using three

learning tasks: (1) reading comprehension, (2) comprehension plus filling in gaps using target

words, and (3) composition-writing with target words. The tasks entailed varied involvement

load, in that the tasks respectively induced (1) moderate need, (2) moderate need and evaluation,

and (3) moderate need and strong evaluation. Accordingly, the index of the first task was 1, the

second task was 2 and the third task was 3.

Table 4: Relative effectiveness of vocabulary learning tasks

The more effective task

The less effective task

Study

Meaning selected from several options

Meaning explained
by synonym

Hulstijn 1992

Meaning looked up in a dictionary

Reading with/without guessing

Knight 1994; Luppescu &
Day 1993

Meaning looked up in a dictionary

Meaning provided in a marginal
gloss

Hulstijn et al. 1996

Reading and a series of vocabulary

Reading only (and inferring

Paribakht & Wesche, 1997

exercises meaning)

Meaning negotiated Meaning not negotiated Newton 1995
Negotiated input Premodified input Ellis et al. 1994
Used in original sentences Used in non-original sentences Joe 1995, 1998
Interactionally modified output Interactionally modified input Ellis & He 1999

Used in a composition (LI-L2 look up)

Encountered in a reading task
(L2-L1 look up)

Hulstijn & Trompetter
1998

Reading, words looked up in a
dictionary (self-imposed)

Reading only, words not looked
up

Cho & Krashen 1994

(Laufer & Hulstijn, 2001)

The findings from Hulstijn and Laufer’s (2001) study supported the assertions of the

Involvement Load Hypothesis. They showed a relationship between the amount of the load of

involvement and vocabulary retention. Vocabulary retention in the composition task was found

to be the highest while the lowest was in the reading task, leaving the reading plus fill-in task in

the middle. In addition, a number of empirical research studies have also been conducted by

many researchers and good support for the hypothesis was found (e.g. Beal, 2007; Ghorbani &
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Rahmandoost, 2012; Hill & Laufer, 2003; Jing & Jianbin, 2009; Keating, 2008; Pauwels, 2012;
Tsubaki, 2007; Webb, 2005; Xu, 2010).

While Laufer and Hulstijn’s (2001) hypothesis appears to be beneficial for material writers and
language teachers to produce effective vocabulary learning materials and activities, there are
two issues that need to be acknowledged. First, the learners who might be involved with their
targeted vocabulary in a number of different ways are not fully taken into account (Schmitt,
2010Db). For example, learners can be involved in social learning activities that increase the
amount of interaction focused on lexical items (Nation, 2001). Second, there is a range of
factors that are presumed to facilitate vocabulary learning which are as important as effective
vocabulary learning tasks (Folse, 2006). An example of this is increased exposure to targeted
vocabulary (Rott, 1999). The next section will refer to these factors and discuss how they would
help learners to facilitate vocabulary gain and retention.

3.4 The notion of engagement with vocabulary

This section introduces learners’ engagement. It has been organised in the following way. It
begins by presenting learners’ engagement definition, types and importance. It then goes on to
review a number of relevant studies focusing on learners’ engagement. Finally, it discusses

engagement as a critical factor in vocabulary learning and acquisition.

3.4.1 Definition, types and importance of learner engagement

Various definitions of learner engagement are found in the literature. Hu and Kuh (2002, p.555)
defined learner engagement as “the quality of effort students themselves devote to educationally
purposeful activities that contribute directly to desired outcomes”. This definition discounts the
role of educational institutions and rests the majority of responsibility with learners (Coates,
2006). However, it was broadened by Kuh (2009) when he provided a compromise view that
rests the responsibility with both learners and institutions. Accordingly, learner engagement has
been defined by Kuh (2009, p.683) as “the time and effort students devote to activities that are
empirically linked to desired outcomes of college and what institutions do to induce students to
participate in these activities”. In this research, teacher/institution and learners play key roles in

promoting engagement with L2 targeted vocabulary.

Fredricks et al. (2004) have identified three types of engagement: behavioural, cognitive and
emotional. Behavioural engagement, according to Fredricks et al. (2004, p.60), refers to “the
idea of participation; it includes involvement in academic and social or extracurricular activities

and is considered crucial for achieving positive academic outcomes”. Emotional engagement
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refers to learners’ attitudes, including enjoyment, comfort, interest, anxiety and/or stressfulness
(Fredricks et al., 2004; Trowler, 2010). Cognitive engagement refers to learners’ “psychological
investment in and effort directed towards learning, understanding, mastering the knowledge,

skills or crafts that the academic work is intended to promote” (Newmann, et al., 1992, p. 12).

Social engagement was also identified, as a type of learner engagement, by a number of other
researchers (Anderson & Dron, 2014, Liu, 2010; Pekrun & Linnenbrink-Garcia, 2012). It refers
to “forms of social participation, such as working cohesively, respectfully, and supporting other
students’ learning” (Pekrun & Linnenbrink-Garcia, 2012). Research suggests that this type of
engagement could be promoted through the use of web 2.0 technology and its social tools
(Anderson & Dron, 2014).

There is a growing body of literature that recognises the importance of promoting learner
engagement and how it impacts on learners’ knowledge development and learning outcomes
(Schmitt, 2008, 2010b; Kuh, 2009; Fredricks et al., 2004; Miller and Butler, 2011). Research
has showed that the more engaged the learners are, the better their learning outcomes will be
(Akbari et al., 2016). Accordingly, learners benefit immensely from being engaged with their
targeted materials (Kuh, 2009). Further elaboration related to these issues can be elicited from

the review of a number of previous studies outlined in the following section.

3.4.2 Studies on promoting learner engagement

Numerous studies have investigated issues related to promoting learners’ engagement and how
it impacts upon their learning outcomes and knowledge development (Coates, 2007; Dykstra
Steinbrenner & Watson, 2015; Herrington et al., 2003; Janosz et al., 2008; Miller & Butler,
2011; Niu & Helms-Park, 2014; Sazant, 2014). These studies have examined the use of
different methods, tools and learning activities to increase learners’ engagement, such as
promoting learners’ engagement through using social networking tools (Junco et al., 2013), and
a critical thinking methodology (Sazant, 2014). However, because the scope of the current
research is primarily concerned with the adoption of mobile microblogging to promote

learners’ engagement; accordingly, this section will focus on studies with the same interest.

There is a large volume of published studies describing the impact of using different e-tools on
learner engagement, including social networking applications (Akbari et al., 2016; Junco et al.,
2013; Junco et al., 2011; Veletsianos & Navarrete, 2012; Welch & Bonnan-White, 2012; Woo
etal., 2011; Yu et al., 2010). A fairly recent empirical study examined the impact of utilising
social networks on EFL learners’ engagement, motivation and learning (Akbari et al., 2016). It
compared learning through the use of the social network of Facebook (the Facebook group)

with the traditional face-to-face communication (the face-to-face group). The findings of the
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study revealed that the Facebook group’s outcomes, in terms of level of engagement and

motivation, were higher than the other group.

In their study of using Twitter to increase learners’ engagement, Welch and Bonnan-White
(2012) have been able to show how promoting one type of learners’ engagement can influence
engagement. Specifically, their findings demonstrated that using Twitter had no significant
effect on learners’ engagement, except for the learners who enjoyed using it. In other words,
the feelings of enjoyment impacted positively on the learners’ emotional engagement. In the
same vein, Woo et al. (2011) have investigated the effect of using wikis to engage EFL learners
in collaborative writing activities, such as problem-solving, and how these, consequently,
facilitated scaffolding. They concluded that the participants enjoyed working collectively with
their peers, and that the use of this tool helped to improve their writing (Woo et al., 2011).

In another study, the effect of using Twitter on students’ engagement and grades was
investigated by Junco et al. (2011). The study was conducted with 125 undergraduate students
who were enrolled in a pre-health professional majors’ course. The participants were divided
into two groups: experimental (70 students) and control (55 students) groups. The control
group used Ning (a social networking tool) and the experimental used Twitter (a microblogging
social networking tool). Twitter was adopted and implemented as part of the course to discuss
various education-related topics. The study concluded that the levels of learners’ engagement
and scores in the experimental group were significantly higher than those in the control group.
Moreover, the participating teachers were found to be highly engaged with the students. These
findings show that students and teachers’ engagement with Twitter offers ways that enhance

students’ engagement and, consequently, their achievements.

Two years later, however, Junco et al. (2013) conducted another related study to investigate the
effect of using Twitter on student collaboration, success and learning outcomes. This time, they
looked at the relationship between using Twitter as part of the course (as it was in their last
study) or as an optional tool supporting the course. In other words, they attempted to find out
whether using Twitter as part of the course rather than being optional would make a difference
in relation to learners’ engagement and scores or not. The learners were not directed in any way
on how they should use Twitter, and it was left open to them to decide how to use Twitter for
social learning collaboration. The Twitter feed used to be displayed once a week in the
classroom that includes both experimental and control groups. However, little attention was
given by the teacher to the displayed Twitter feed. No significant difference was found between
the two groups in that both groups appeared to have similar levels of engagement and scores.
Bringing together the findings from both studies, the researchers have identified three effective

elements of integrating Twitter into college courses that can be considered best practice:
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1. Requiring students to use Twitter as part of the course is important in affecting
academic outcomes.

2. Twitter should be integrated into the course in educationally relevant ways.

3. Faculty engagement in the platform is essential in order to impact student outcomes
(Junco et al., 2013).

343 Engagement as a critical factor in vocabulary acquisition and retention

“In essence, anything that leads to more and better engagement should improve vocabulary
learning, and thus promoting engagement is the most fundamental task for teachers and
Mmaterials writers, and indeed, learners themselves.” (Schmitt 2008, pp. 339-340).

It is commonly observed that the more exposure or engagement learners have with their targeted
vocabulary items, the more likely they will learn them as well as be able to retain them (Craik &
Lockhart, 1972; Hulstijn & Laufer, 2001; Laufer & Hulstijn, 2001; Schmitt, 2008; Schmitt,
2010b). The notion of engagement with vocabulary was first proposed by Schmitt (2008) as a
term that covers any kind of involvements learners might have with their targeted vocabulary.
This notion takes into its account material writers, language teachers and the learners.
According to Schmitt (2010b, p.28), engagement with vocabulary includes but might not be

limited to:

- increased frequency of exposure

- increased attention focused on the lexical item

- increased noticing of the lexical item

- increased intention to learn the lexical item

- arequirement to learn the lexical item (by teacher, test, syllabus)

- aneed to learn/use the lexical item (for task or for a personal goal)
- increased manipulation of the lexical item and its properties

- increased amount of time spent engaging with the lexical item

- amount of interaction spent on the lexical item.

A considerable amount of literature has been published on these issues to discuss how they
could aid vocabulary learning and retention (Alhumood, 2007; Alothman, 2014; Folse, 2006;
Hulstijn, 2001; Joe, 2010; Nation, 2001; Nation & Webb, 2011; Schmitt, 2010a). With regard to
enhancing exposure and increasing frequency with vocabulary, Rott (1999) found greater
vocabulary knowledge to be associated with the frequency of encounters. In other words, the
more learners were exposed to new words, the better vocabulary knowledge they had. In a
recent longitudinal case study, Joe (2010) investigated the effect of increased frequency with 20
targeted words. She concluded that effective vocabulary learning requires multiple exposures to

unknown and partially known lexical items in tasks. The role of attention focused on lexical
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items was also looked at by researchers in the field of vocabulary acquisition and retention. It
has been empirically evidenced by a number of studies that learners’ attention to lexical items
throughout reading activities enhances L2 vocabulary acquisition (Hulstijn, 2001; Laufer &
Shmueli, 1997; Mondria & Boer, 1991; Newton, 2001; Paribakht & Wesche, 1997; Wesche &
Paribakht, 1996).

Many studies have discussed the positive impact of increased social interaction on cognitive
development in general and vocabulary acquisition in particular (Lantolf & Thorne, 2007;
Laufer, 2009; Newton, 2001; Niu & Helms-Park, 2014). In a study using a task-based approach
to learning, Newton (2001) claims that encountering words while engaged in a task-based

interaction, such as negotiating new words, reinforces vocabulary acquisition.

In summary, it has been shown from this review that the “important factor determining task
effectiveness for vocabulary learning is the amount of word-related activity that the task
induces” (Hill & Laufer, 2003). In general, any activities/tasks that could increase learners’
engagement with vocabulary are presumed to aid acquisition and retention (Schmitt, 2008;
Schmitt, 2010b).

3.4.4 Involvement and engagement in this research

Based on the discussion above, the notion of engagement with vocabulary (Schmitt, 2008) and
the Involvement Load Hypothesis (Laufer & Hulstijn, 2001) serve as groundwork in this
research. It can be argued, based on both of them, as well as the reviewed related studies, that
engagement and load involvement of a task are critical factors in vocabulary learning and
acquisition. The adoption of mobile microblogging and its social features as a learning tool (see
chapter 2 for more details) into university language courses in an EFL context where learners
have little chance to practise their language is expected to enhance the engagement of the

learners with their targeted vocabulary items.

The experiment of this research was developed with the three components of the Involvement
Load Hypothesis and the notion of engagement with vocabulary in mind (for more details see
4.7.3.2). To elaborate further, the needed words will be determined and employed in the
experiment of this research. The meaning of each needed word will be searched by the learners.
Then, evaluation takes place when the learner who reaches this step is expected to think and

decide how to use the word appropriately in combination with other words he knows.

Involvement in this research refers to the participants’ involvement in searching for a word’s
meanings through consulting (1) a dictionary, (2) classmates shared posts, and (3) both, a

dictionary and classmates shared posts. Additionally, it refers to involvement in evaluating
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recently learned words through observing them in the mobile microblogging tool and is
involved with them through comparing (1) the learned meaning(s) of a word with its other
meanings, (2) a recently learned word with other words to check its suitability and/or (3)

usability in a given context.

Engagement with vocabulary in this research refers to any additional factor that increases the
participants’ engagement with their targeted words. These include increased (1) exposure, (2)
amount of interaction, (3) attention focused on target words, as well as (4) extending the amount
of time spent on targeted lexical items during the use of the mobile microblogging tool and task.

Behavioural engagement refers to the participants’ engagement efforts and involvement in the
mobile microblogging task. It is reflected in the current task by participating in the mobile
microblogging activities. This incorporates accessing Twitter to read others’ posts, and
searching for and exchanging information related to the targeted vocabulary. Cognitive

EANY3

engagement refers to the participants’ “psychological investment in and effort directed towards
learning, understanding, mastering the knowledge, skills or crafts that the academic work is
intended to promote” (Newmann et al., 1992). It is reflected in the current task by the efforts of
the participants that are directed towards learning unknown words’ meanings and usages. This
involves “a comparison of a given word with other words, a specific meaning of a word with its
other meanings, or combining the word with other words in order to assess whether a word (i.e.
a form-meaning pair) does or does not fit its context” (Laufer & Hulstijn, 2001, p. 14).
Emotional engagement refers to the participants’ positive or negative feelings, such as interest,
enjoyment, happiness, nervousness, convenience and anger. It is reflected in the current task by
the participants’ positive feelings of interest, enjoyment, comfort, convenience and negative
feelings of boredom or lack of interest. Social engagement refers to learning that involves social
practices, such as interactions and group learning activities. It is reflected in the current task by
the efforts made by the participants that are directed towards learning unknown words’

meanings and usages by participating and interacting with others during the research

intervention.

3.5 Sociocultural Theory

This research is situated within the Sociocultural Theory. Before discussing the application of
this theory to the teaching and learning practices in this research, the theory and its main ideas

and concepts will be introduced.

In recent years, there has been an increasing interest in Sociocultural Theory and its

perspectives in the fields of second language learning and teaching as well as its influence on
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face-to-face and technology-enhanced teaching and learning practices (Compernolle &
Williams, 2011; Kitade, 2000; Mitchell et al., 2013). Sociocultural Theory originates from the
early work of the famous Russian psychologist L. S. Vygotsky and his colleagues (Lantolf &
Thorne, 2007). It argues that mental activity is a mediated process and thus mediation is
considered a central notion to it (Lantolf, 2000; Lantolf & Thorne, 2007; Mitchell et al., 2013;
Ratner, 2002).

According to Lantolf (2000), Vygotsky observes that human beings use tools and labour activity
when they act on the physical world. Similarly, symbolic tools or signs are used to understand
the world and to understand our own selves. Also, our relationships with others and with our
own selves are regulated and mediated by those signs or symbolic tools. The physical tools
could incorporate several visible tools, such as knives and hammers. Symbolic tools, on the
other hand, could include several mental related thoughts, such as algebra, art, music and,
especially, language. Moreover, Vygotsky assumes, as explained by Lantolf (2000), that both
symbolic and physical tools are artefacts that are influenced and shaped by human culture.
Those artefacts would be modified by each generation in accordance with their aspirations,
needs and advancement before they would be transferred to the succeeding generation. The role
of the psychologists, as believed by Vygotsky, “is to understand how human social and mental
activity is organised through culturally constructed artifacts and social relationships” (Lantolf
2000, p. 80).

Mitchell et al. (2013) state that Sociocultural Theory sees language “as a ‘tool for thought’, or a
means of mediation, in mental activity” (p.221). This can be explained by saying that language
can be used for different activities. These activities include discussing possible steps to
problem-solving, drawing people’s attention to previously unknown features in their
surroundings, and practising or articulating new information with the intention of learning it
(Mitchell et al., 2013; Turuk, 2008). Furthermore, Mitchell et al. (2013) state that it has been
argued that our thinking, in return, could be shaped and influenced to a certain degree by the
nature of the mental tools. To prove that, they have provided two examples. The first example is
Olsen (1995) who discussed how humans’ ‘mental tools’ can change their thoughts and beliefs

about a particular feature or phenomenon. He stated:

“The invention of writing system does two things at once. It provides a graphic means of
communication, but, because it is then verbalized (i.e. read), it comes to be seen as a model
of that verbalization. As scripts became more elaborate, they provided increasingly precise
models of speech, of ‘what was said’. Thus, cultures developed a more precise criterion
for deciding whether two utterances were ‘the same words’” (p.116).

It can be understood that people’s thoughts and understanding of the nature of language have
been reshaped after the development of writing systems. People have been inspired by their

‘mental tools’ to break the language into small but categorised parts. Accordingly, the way we
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look at and think of language (either in written or spoken formats) has been changed. After the
invention of writing systems, our understanding of language has shifted from being holistic to
being more particular and able to recognise the different components that constitute language,
such as ‘letters’, ‘words’, ‘sentences’ or ‘phonemes’. In their second example, new features of
the written formats of communication, which are different from the traditional ones, have
evolved after the emergence of different computer and web applications, such as chatting and
text messaging (Kitade, 2000; Mitchell et al., 2013; Thorne, 2000; Warschauer, 1997).

To sum up, with respect to L2 learning, language is viewed as a ‘tool for thought” which can be
used for social interaction (Mitchell et al., 2013). Social interaction, which incorporates
different social activities, such as discussion, problem-solving and collaboration, is central to L2
cognitive development (Li, 2011; Mills, 2011). Social learning, therefore, relies on interaction
and is seen, from the Sociocultural perspective, as a mediated process (Compernolle &
Williams, 2011; Lantolf, J., 2000; Mitchell et al., 2013).

According to Lantolf and Appel (1994), social interaction functions as a tool to develop the
learners’ cognition. That is, to solve a shared problem, the learners would be involved in
discussions, share their knowledge and work collectively to reach a satisfying answer to their
problem. In such a situation, learners with higher knowledge would share their knowledge with
their classmates through social activities, such as discussion and negotiation. This indicates that

social interaction plays a major role in cognitive development.

Receiving assistance and support from others in order to notice aspects necessary to solve
problems through social interaction and social activities is referred to as scaffolding (Lantolf &
Thorne, 2007; Li, 2011; Mitchell et al., 2013). Based on that, it can be understood that a
cognitive change can happen as a result of scaffolding (Lantolf 2006). The distance between the
first stage in which the learner’s knowledge is less than the knowledge of other social partners
and the last stage in which the learner’s cognition has been developed is referred to as the Zone

of Proximal Development (ZPD) (Lantolf, 2006; Sincero, 2011).

351 Scaffolding

Scaffolding is used in conjunction with the ZPD (Li, 2011). Wood et al. (1976) stated that
scaffolding takes place when an “expert helps somebody who is less adult or less expert” (p.89).
They described the process of scaffolding in problem-solving as a given assistance “that enables
a child or novice to solve a problem, carry out a task or achieve a goal which would be beyond
his unassisted efforts” (p. 90). Scaffolding, in educational contexts, can refer to the assistance

and support provided by a teacher or another learner through social interaction to direct a
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learner to notice important aspects or dimensions of knowledge that would help in solving a
confronted problem (Lantolf & Thorne, 2007; Mitchell et al., 2013).

Wood et al. (1976, p. 98) have suggested that scaffolded assistance has a number of functions:

1. Recruitment, which refers to enlisting the learner’s (the problem-solver’s) interest in the
task.

2. Reduction in degrees of freedom, which refer to simplifying the task.

3. Direction maintenance, which refers to encouraging the learner to pursue a particular
objective.

4. Marking critical features and discrepancies between what the learner has produced and
what he would recognise as a correct production.

5. Frustration control, which refers to controlling frustration during the task.

6. Demonstration, which refers to demonstrating idealised solutions to a task.

A considerable amount of research was conducted to examine issues related to employing
different online as well as social network tools to scaffold learners (Joseph & Uther, 2009; Li,
2011; Palalas, 2012). Wallace (2010, p. 272) claims that “many of these tools have been
developed to address knowledge building by scaffolding interactions in ways that make student
thinking visible or focus students on metacognitive awareness”. In a broader sense, previous
research into the area of scaffolding in e-learning aims to explore issues related to integrating
educational technology in ways that foster scaffolding through which learners can provide
and/or receive support that lead to cognitive development. Accordingly, facilitating social
interaction to connect learners with one another and with authentic people as well as supporting
group learning and collaborative activities through the use of different educational technology

were the main issues in this area of research (Woo et al., 2011).

3.5.2 The Zone of Proximal Development (ZPD)

Vygotsky defined the Zone of Proximal Development as “the distance between the actual
developmental level as determined by independent problem-solving and the level of potential
development as determined through problem-solving under adult guidance or in collaboration
with more capable peers” (Vygotsky, 1978, p.86). With respect to learners, the ZPD refers to the
distance between the stage in which some aspect of knowledge is unknown and the stage in
which the learner’s cognition has been developed and what was unknown has become known

(Lantolf, 2006; Sincero, 2011).

According to Lantolf and Thorne (2007), collaborative learning is seen as a key feature in the

ZPD as it shapes and precedes cognitive development. In addition to being viewed as a model of
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developmental process, the ZPD can be perceived as a theoretical tool that teachers and
researchers can employ to better understand the characteristics of learners’ abilities that appear

in the early stages of development.

The ZPD has attracted the attention of many teachers and researchers for two reasons (Lantolf
& Thorne, 2007). First, it is based on the concept of scaffolding, during which a learner’s
performance or understanding can be developed as a result of being assisted by a teacher or
another learner. Second, the underlying concept of the ZPD which highlights that “assisted
performance, and importantly the varying qualities of assistance needed for a particular
individual to perform particular competencies, is often indicative of independent functioning in
the future.” (Lantolf 2006, p. 263).

3.5.3 Application to this research

From the Sociocultural Theory perspective, social interaction is fundamental and it plays a
major role in cognitive development (Lantolf & Aljaafreh, 1995; Lantolf & Appel, 1994;
Lantolf & Thorne, 2007; Mitchell et al., 2013). In the context of formal learning and teaching,
social interaction usually takes place in the classroom when the students and their teachers are
present. However, with the advent of web 2.0 technology, which enables social interaction to
occur online (O’Reilly, 2005), it could be possible to extend the social interaction between the
students and their teacher to take place outside the classroom. Twitter as a mobile
microblogging tool is one of the web 2.0 technology tools that facilitate social interaction
between its users (Carter, 2011). It is adopted in this research as a learning tool that facilitates
social interaction between the students, while outside the classroom, to work collectively to

learn vocabulary.

While the learners might learn vocabulary individually, “learning collaboratively with others,
particularly in instructional settings, precedes and shapes development” (Lantolf & Thorne
2007, p, 207). The ZPD in this research can be referred to as the distance between the actual
level of a student’s targeted vocabulary knowledge as determined by independent vocabulary
learning and the level of potential targeted vocabulary knowledge as determined through social
interaction facilitated by the mobile microblogging tool and task, in collaboration with other
more capable students. Twitter is expected to facilitate social interaction between the students
outside the classroom and as a result would create opportunities for scaffolded help. Without
using such technology, facilitating social interaction and creating opportunities for scaffolded

help among the students while they are outside the classroom might not be possible.

Scaffolding in Twitter would refer to the assistance provided by an ‘expert’ learner to other

classmate(s) to learn a targeted word within the ZPD. The expert learner in this case would be
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either a learner who already knew the targeted word before (advanced learners) or a learner who
has just learned the targeted word and is helping another student to learn the word. Also,
scaffolding could refer to assistance obtained from exposure to authentic usages of targeted
words in the Twittersphere. More specifically, a participant might be scaffolded by observing
other classmates’ tweets in which they include words’ meanings, composed examples and/or
liked authentic examples they found in the Twittersphere. Additionally, he might ask other
classmates to help with a particular word. In such cases, scaffolding is not provided from the

technology or Twitter per se but from the interaction that is facilitated by Twitter.

3.6 Summary

This chapter was concerned with vocabulary learning and the theoretical background of this
research. It has started by introducing vocabulary learning and discussing the importance of
vocabulary learning in language acquisition. The relationship between vocabulary knowledge
and other aspects of language were highlighted based on previous research. After that, the
approaches to vocabulary learning were presented and the effectiveness, advantages and
limitations of these approaches were discussed. The chapter then talked about the aspects of
vocabulary knowledge, with emphasis on the meaning-form relationship as the main component
of vocabulary knowledge. Also, in relation to the aspects of vocabulary knowledge, the levels of
mastery and different formats of measuring word knowledge were explored. The chapter then
turned to introduce the Involvement Load Hypothesis and the notion of engagement with
vocabulary followed by discussing their link with the current study. Finally, the Sociocultural
Theory was introduced and discussed, focusing on its key features, (namely social interaction,
scaffolding and the Zone of Proximal Development) and how they relate to the purpose of this

research.
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Chapter 4.  Methodology

4.1 Introduction

This chapter is concerned with describing as well as justifying the methodology employed in
this research. This research is a mixed-methods study comprising quantitative and qualitative
approaches. However, it is predominantly qualitative. As has been established in the previous
chapters, the current research aims to investigate the impact of using Twitter as a mobile
microblogging tool on the learners’ engagement with their L2 targeted vocabulary and thus on
their learning development. It also seeks to examine the influence of the involvement load of the
designed task on vocabulary gains and knowledge development. The key issues tackled in this
research are: 1) the learners’ perceptions of the adoption of the mobile microblogging tool to
approach L2 targeted vocabulary learning; 2) the impact of this adoption on the learners’
engagement; and 3) the impact of this engagement on learners’ L2 vocabulary gains and
knowledge development. All research components will be designed in relation to these key

issues.

The chapter begins with presenting the research questions and then it details the steps
undertaken to address them. These steps include a description of the research paradigm,
research context, research design, participants and course selection, instrumentation and

procedures of the implemented task.

4.2 Research questions

It is well established from a variety of studies (Franklin & Peng, 2008; Junco et al., 2011;
Martin & Ertzberger, 2013), that using social networking tools in educationally relevant ways
can (1) offer means to facilitate learning, (2) increase learners’ engagement with their targeted
materials and (3) impact learning outcomes positively (see 2.4 for more details). Also, numerous
studies (Coates, 2007; Dykstra & Watson, 2015; Niu & Helms-Park, 2014; Schmitt, 2010b) put
emphasis on the importance of promoting engagement and how it impacts upon learning
outcomes and knowledge development (see 3.4 for more details). However, very little empirical
research has focused on exploring the potential impact of using Twitter as a mobile
microblogging tool combined with a designed vocabulary learning task to facilitate vocabulary
learning, promote learners’ engagement and involvement with their targeted words and enhance

their gains and knowledge development.
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Accordingly, the main interest of this study is to contribute to the understanding of the role of
the adopted mobile microblogging tool and task in facilitating vocabulary learning, promoting
engagement and involvement and enhancing vocabulary knowledge gains. This resulted in the
formation of three main research questions to drive the research. Further sub-questions were
also formed to address specific issues related to the first and last research questions. The
research seeks to address the following questions:

1. How do EFL learners perceive the adoption of mobile microblogging to approach vocabulary
learning?
a. What are their attitudes towards vocabulary learning before and after the research
intervention?
b. What are their attitudes towards utilising a mobile microblogging tool to approach
vocabulary learning before and after the research intervention?
¢. How does mobile microblogging help EFL learners to approach vocabulary learning?
d. What challenges might be encountered?
2. How does the adoption of mobile microblogging increase EFL learners’ engagement with
vocabulary?
3. How does the adoption of mobile microblogging impact EFL learners’ knowledge gains and
development?
a. How do they perceive the impact of the adopted tool on their vocabulary gains and
knowledge development?
b. Are the words that are engaged with learned better?

c. How does the involvement load of the task affect vocabulary development?

These research questions helped in guiding the current study to explore how using Twitter as a
mobile microblogging tool combined with a vocabulary learning task that is designed based on
the assertions of the notion of engagement (3.4.3 for more details) and how the Involvement
Load Hypothesis can facilitate approaching L2 targeted words (see 3.3 for more details). The
guestions also assisted in directing the study towards examining the influence of using the
combined mobile microblogging tool and task on learners’ involvement and engagement with

vocabulary and, consequently, their gains and knowledge development.

The first research gquestion is concerned with exploring the attitudes and understanding the
views of the participants about using the combined mobile microblogging tool and task to
approach vocabulary learning. It also looks at potential challenges the participants might
confront during their use of the adopted mobile microblogging tool and task. It is fundamental
to gain in-depth insights about these issues as each of them would intrinsically influence

participants’ experiences and consequently, their attitudes and perceptions. The second research
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question focuses on understanding and explaining the effect of using Twitter as a mobile
microblogging tool combined with a designed vocabulary learning task on promoting
participants’ involvement and engagement with vocabulary. The last question looks at learners’
vocabulary knowledge gains and development which are presumed to be affected by the
potential increase in the levels of involvement and engagement resulted from using the

combined mobile microblogging tool and task.

4.3  The research paradigms

Going beyond the methodological approaches (quantitative, qualitative and mixed-methods),
this section intends to identify and discuss the underlying philosophies of the current research in
relation to other research paradigms. The usefulness and importance of understanding, setting
and adopting research paradigms that researchers need to bring into their studies have been
highlighted by a number of researchers (Cohen et al., 2013; Creswell, 2013; Maxwell, 2012;
Schulze & Smith, 2015; Stickler & Hampel, 2015). Research paradigms are concerned with
pinpointing researchers’ accepted (1) philosophical beliefs (e.g. ontology and epistemology) and
(2) methodological choices and practices (i.e. how to address a research problem) (Creswell,
2013). Though a range of different research paradigms (e.g. positivism, post-positivism,
interpretivism, critical theory, transformative/political and pragmatism) were presented in
previous research (Creswell, 2013; Crotty, 1998; Guba & Lincoln, 1994; Maxwell, 2012),

Patton (2008) stated that positivism and interpretivism are the primary ones.

Positivism is generally associated with quantitative research (Lichtman, 2006). It is “based on
the rationalistic, empiricist philosophy” and the presumption that both natural and social worlds
should be viewed and examined in the same manner (Mertens, 2014, p. 10). It holds the
ontological assumption of “naive realism” (Lincoln et al., 2011, p. 100) and the epistemological
belief of objectivism (Crotty, 1998). That is, there is an objective reality to be empirically
revealed by researchers (Lichtman, 2006; Stickler & Hampel, 2015). For a long time, positivism
paradigm was viewed as the prominent and ideal one for research due to its standardised criteria
that ensure the objectivity of researchers, place emphasis on the use of experimental design and
valid measurement tools. However, it “falls short when applied to human behaviour” (Mertens,
2014). That is, as researchers, “we cannot be positive about our claims of knowledge when
studying the behaviour and actions of humans” (Creswell, 2013). In more details, the underlying
accepted beliefs of reality and objectivity, the type of data and methods used for data gathering
capture what only can be observed outside and fail in understanding what is in the inside (e.g.
beliefs, feelings) (Cohen et al., 2013).
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Interpretivism, in contrast, is linked with qualitative research (Ormston et al., 2014). It holds the
view that “individuals develop subjective meanings of their experiences—meanings directed
toward certain objects or things” (Creswell, 2013). So, reality is not singular or in the
surroundings waiting to be uncovered but is multiple and socially constructed (Hughes, 2010).
In more detail, Interpretivists “place emphasis and value on human interpretation of the social
world and the significance of both participants’ and investigator’s interpretations and
understanding of the phenomenon being studied” (Ormston et al., 2014). However, this
paradigm has been criticised. Specifically, this paradigm is based on subjective reality that is
shaped by individuals’ interpretation of the social world which could raise issues of bias that
could affect research validity and reliability (Johnson & Onwuegbuzie, 2004; Maxwell, 2012).
Yet such concerns could be controlled and minimised “if research is conducted rigorously and
according to ethical standards” (Stickler & Hampel, 2015).

In view of what has been mentioned so far, it is clear that positivism (quantitative) and
interpretivism (qualitative) paradigms are different in a number of respects. In a broader sense,

Leedy and Ormrod (2005, p. 94) described how quantitative and qualitative paradigms differ:

“In general, quantitative research is used to answer questions about
relationships among measured variables with the purpose of explaining,
predicting, and controlling phenomena. This approach is sometimes called
the traditional, experimental, or positivist approach... In contrast,
gualitative research is typically used to answer questions about the complex
nature of phenomena, often with the purpose of describing and
understanding the phenomena from the participants’ point of view. The
gualitative approach is also referred to as the interpretative, constructivist,

or post-positivist approach”.

Additionally, discussing differences between the two paradigms and designating the ideal one
for research have been a subject of debate within the research community for a long time (Guba
& Lincoln, 1994; Johnson & Onwuegbuzie, 2004). However, adopting research paradigm(s)
within which research studies can be situated is to be decided by researchers based on a number
of issues including their research areas, objectives, theories, questions to be studied and
assumptions of the world (Johnson & Onwuegbuzie, 2004; Maxwell, 2012; Stickler & Hampel,
2015). Furthermore, rather than solely rely on one paradigm, it is possible to combine aspects of
more than one paradigm providing this causes no compatibility issues to the research design
(Maxwell, 2012; Stickler & Hampel, 2015).

In view of all that has been mentioned so far, this research is situated primarily within an

interpretivist paradigm and values multiple perspectives. In more details, it accepts the fact that
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learning is a complex social activity (see 3.5) and thus employs a mixed-methods approach with
qualitative methods as primary and quantitative methods as supplementary to capture the
complexities of the studied phenomenon. Using one research approach is not sufficient, as this
research is concerned with exploring and examining meanings, understandings, views and
subjective experiences of using the adopted tool and task before it moves on to measure
participants’ progress. Specifically, this study seeks to understand participants’ views and
experiences of using the adopted tool and task, gain in-depth insights into the role of the
adopted tool and task on promoting engagement and involvement with L2 targeted vocabulary,

and examine the potential impact on vocabulary gains and knowledge development.

Qualitative methods were used in this research to gain a detailed understanding of the
participants’ perceptions and attitudes towards using the adopted mobile microblogging tool and
task to approach vocabulary learning. This involves (1) interacting with the participants using
different qualitative instruments, such as semi-structured interviews, (2) understanding how the
adopted tool and task helped the participants to approach vocabulary learning as well as (3)
increased their engagement and involvement, (4) evaluating how the adopted tool and task can
impact knowledge gain and learning outcomes and (5) gaining information about the context of

the adopted mobile microblogging tool.

Quantitative methods were also adopted in this research to assist with five tasks. First, prior to
commencing the research intervention, to collect participants’ biodata information, to identify
their English language level and measure their vocabulary knowledge of the most frequent
10,000 words (see 4.5). Second, to measure participants’ vocabulary knowledge development
before and after the research intervention using the VKS (see 4.6.5). Third, to measure
participants’ attitudes before and after the research intervention (see 4.6.3). Fourth, to measure
participants’ activity in the Twittersphere (see 4.6.6). Finally, to correlate the relationship
between participants’ vocabulary knowledge development as reflected by the VKS results (see
5.3.3.2) and their levels of involvement and engagement as reflected by Twitter activity

measurement (see 5.3.4).

4.4 Research context

The context selected to conduct the present research was Taibah University, Saudi Arabia.
Seven factors, the researcher would argue, have made this research context suitable to
investigate how effective the adoption of the mobile microblogging can be. These are: 1) the
students’ need to learn L2 vocabulary; 2) the Saudi Ministry of Higher Education’s support for
e-learning; 3) the popularity of Twitter for mobile microblogging in Saudi Arabia; 4) the
popularity of Twitter as a medium of communication within Taibah University; 5) the
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popularity of connected mobile devices, 6) the availability of the required technology and 7) the
researcher’s familiarity with the context. Further details regarding each factor are provided

below.

1. The students’ need to learn L2 vocabulary: this research considers facilitating L2 vocabulary
learning for first year university students in EFL contexts. The students in the current chosen
context need to learn many L2 words in order to progress and pass each university course.
Many studies have revealed that the students in the chosen context, as well as other similar
contexts, appear to face difficulty dealing with the target vocabulary (Akin & Seferoglu,
2004; Albousaif, 2011; Meara, 1980). The difficulties confronting vocabulary learners can be
attributed to a variety of reasons, such as lack of exposure (Brent & Siskind, 2001; Lu, 2008;
Schmitt, 2008), teacher-centredness (Algahtani, 2011), lack of language use and practice
(Ansari, 2012; Hamouda, 2013), lack of guidance and advice (Abdellah, 2013) and limited
classroom time (Abdan, 1991; El-Sadig, 2012). Thus, it was hypothesised that promoting
learners’ engagement via the adoption of the mobile microblogging can afford ways to help
the students cope with some of their difficulties when learning vocabulary as discussed in
chapter 2.

2. The Ministry of Higher Education support for e-learning: as mentioned in chapter one, the
ministry of higher education in Saudi Arabia emphasises the use of e-learning in all Saudi
universities. It also encourages the Saudi universities and their staff to implement useful
technologies in their classrooms (Alzahrani, 2013; MOHE, 2010). This includes the support
provided by The National Centre for E-learning and Distance Education to universities, staff
and students. This governmental support has spurred many researchers to investigate the
feasibility of utilising different educational technologies as well as work on developing
technology-assisted teaching and learning practices inside and outside language classrooms
(Al-Jarf, 2007; Alnujaidi, 2008; AlShammari, 2007; Altameem, 2011; Chanchary & Islam,
2011; Nassuora, 2012; Seliaman & Al-Turki, 2012).

3. The popularity of Twitter in Saudi Arabia: Twitter, of all social networks, is the fastest-
growing social network in the world (Mari, 2013). It is extensively spread in Saudi Arabia
which is ranked by Twitter.com to be among the countries with the highest penetration rate
worldwide since 2012 (The Social Clinic Editorial Team, 2013a; The Social Clinic Editorial
Team, 2013b; The Social Clinic Editorial Team, 2013c). There are more than 5 million active
Twitter users in Saudi Arabia (The Social Clinic Editorial Team, 2013c). This number does
not include all Twitter users in the country, as ‘active Twitter users’ refers only to the users
who tweet and excludes those who only access the service (The Social Clinic Editorial Team,
2013b). Moreover, Al-Rakaf (2014) has investigated Twitter usage by the Saudi users and in

his conclusion he described Twitter as the “artery of life” for most of the social network users.
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This was justified as Twitter has become fundamental and irreplaceable for most Twitter users
in Saudi Arabia. In addition, he has reported that 65% of Saudi Twitter users log on to Twitter
on an hourly basis. Furthermore, he has found that the ages of the users who use Twitter the
most are between 21 and 41 years old, and most of them are university and high school
students.

The popularity of Twitter as a medium of communication within Taibah University: Twitter
is commonly used at Taibah University by the administration, staff and students. In 2012, the
rector of the university started the use of Twitter to hear from and respond to the local public,
employees, staff and students. His initiative encouraged some deans and heads of departments
to have their own Twitter account to hear from students and respond to their queries. Also,
many teachers at the university have started to use Twitter to post announcements and
communicate with their students and vice versa. Based on the researcher’s observation of the
Twitter accounts of the university rector, some deans and heads of department, it has been
noticed that many students have been inclined to use Twitter to communicate with the
university. At the time of writing this part of the thesis, the number of tweets posted by the
university rector has reached 11,724, and the number of his followers has reached 74,033. Al
of the above reflect the status of using Twitter at the university during the two academic years
2012-2013 and 2013-2014.

The popularity of connected mobile devices: more than two thirds (73%) of the Saudi
population owns a smartphone, according to a survey conducted in 2014 by OurMabilePlanet.
This percentage goes higher (to 84%) when the age group is limited to 18 to 24. This indicates
that smartphones are widespread among Saudi university students whose age group usually
ranges between 18 and 24 years old. Moreover, the report shows that 87% of mobile device
users rely on their mobile devices to access the internet. This agrees with Jiffry (2013) who
stated that people in Saudi Arabia depend greatly on their mobile devices for their daily
chores. It is presumed that mobile users might find using their mobile devices to access the
internet more convenient than using their personal computers.

The availability of the required technologies: based on the researcher’s observation, most of
the university students in this research context have their own Twitter accounts that they use
on a daily basis. Even those who did not have their own Twitter accounts, and wished to take
part in this study, can easily join Twitter at no cost if they decide to do so. Moreover, it was
anticipated that the students usually carry their own mobile devices in their pockets most of
the time. These assumptions were not based on the previous explanation only but on the
researcher’s knowledge of the context and his experience of teaching at Taibah University
over the last few years. Thus, Twitter and mobile devices that were used during the
implementation of this research are apparently available with most of the students or potential

participants.
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7. The researcher’s familiarity with the context: the researcher has taught at Taibah University
for five years, from 2005 to 2008 and from 2009 to 2011. This made his knowledge of and
familiarity with the context an advantage, as these were expected to save time and accelerate
the process of data collection. Also, as many staff members in that community already know
the researcher, his presence would be more willingly accepted than a researcher new to them.
Moreover, the researcher could work during the period of data collection as an assistant to
the teacher of the course chosen for the implementation of this research. This helped to

initially meet the participants and then stay in contact with them during the research.

4.5 Participants and course selection

Any student studying English language in his first year at university level was qualified to
participate in the current research. However, it was difficult to recruit all eligible students in the
research context due to their large number as well as difficulty with the administration of the
university. Therefore, selecting a representative sample of the entire population was the best
option. Using a convenience sampling method, two groups containing 39 male students were
selected. The reason for selecting these two groups was that they were taught by the same
teacher who gave his permission to the researcher to carry out the investigation. While selecting
more groups of students would be better in terms of providing richer data, this was not feasible

due to time limitations and the researcher working singly.

Prior to commencing the research intervention, biodata information was collected from the
participants. This helped to identify the age of the participants (n=32) as well as explore their
previous language education, smartphone and Twitter account ownership. The results showed
that the age of the participants ranged from 18 to 26; this was distributed over three groups, 18-
20 (69%), 21-23 (28%) and 24-26 (3%). Regarding the participants’ ownership of smartphones,
the result showed that only one student did not own a smartphone. More than half of the
participants’ smartphones were connected to the internet most of the time. They usually use
their smartphones for at least one to two hours a day. Their knowledge of using smartphones
was declared to be at least average. With respect to Twitter account ownership, only two
students were found to have no Twitter accounts. However, they expressed their willingness to
create accounts and take part in the study. More than half of the participants declared that they

access Twitter at least once a day; 91% of them had never used Twitter for learning.

With regard to their previous language education, English was studied for at least six years by
91% of them and nine years by 9% before attending the university. This indicated that most of
them had a similar amount of formal language instruction during their tertiary education.

Additionally, the participants were asked to take the EF (Education First) Cambridge English
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level test that was developed by Cambridge English Language Assessment. The test was
computer adaptive so the participants were able to access it from their computers or connected
smart phones. The test has two versions, 25 questions with an additional five audio questions
and 20 questions without audio questions. The participants were asked to complete the second
version only. The test had no time limit but when it was piloted, it was found that it took a
shorter time than expected. The participants were provided with their results once they
completed the last question. The test results were provided in accordance with the Common
European Framework of Reference. The purpose of conducting this language level test was to
find out and identify the participants’ language level in general. Only 28 of the participants
completed the EF Standard English Test and this showed that the lowest score was 30%, the
highest 85% and the average 54%. These indicated that on average the participants’ language

level was upper intermediate.

Additionally, the participants’ vocabulary knowledge of the most frequent first 10,000 words
was also measured using Al-Masrai’s (2009) XK _Lex vocabulary size test. The purpose of
conducting this vocabulary size test was to have an idea about the of learners’ vocabulary. Only
37 of the participants completed the XK _Lex vocabulary size and the results demonstrated that

the average score of their vocabulary size was 3,684 (n=37).

The participants of this research were required to take four English classes: reading, listening
and speaking, writing and grammar. It was necessary to select one of those courses to conduct
the investigation of this research. In addition, the selection of the course had to be done
carefully to ensure the suitability and compatibility with the focus of this investigation. The
Reading Il course was selected, as focusing on vocabulary building was among the highlighted
practices of its course book. This focus on vocabulary corresponds with the focus of the

investigation of this research.

4.6 Research instruments

It is fundamental to choose appropriate research instruments in order to gain representative and
trustworthy data that would best answer the research questions. “Research instruments are
simply devices for obtaining information relevant to your research project, and there are many
alternatives from which to choose” (Wilkinson & Birmingham, 2003, p. 3). However, as
indicated in previous research (Cohen et al., 2013; Lewis & Nicholls, 2014; Wilkinson &
Birmingham, 2003), selecting research instruments needs to be based on a number of factors. In
more detail, Niell (2004) suggested that selected instruments in any research need to match its

objectives as well as to be appropriate for the participants in terms of length and complexity.
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In view of that, a number of research instruments were carefully chosen and/or designed with
the aim of providing meaningful and comprehensive findings. The main instruments to be used
in this research were questionnaires, the Vocabulary Knowledge Scale (VKS), interviews, focus
groups, weekly reports and Twitter interactions. Two additional instruments were used as well.
These were a research diary and an interview with the participants’ teacher. While alternative
possible research instruments that could provide interesting and rich data were available, they
were not selected in this research due to their mismatch with the objective of the current
research. For example, social network analysis (SNA), which is compatible with the setting of
the current study, was not selected due to the fact that it provides data that contributes nothing to
the research questions. The following sections will describe and discuss each of the selected

research instruments.

46.1 Interviews

Interview, as a research instrument, can be described as a purposive conversation that occurs
between researchers and their research subjects to obtain information from the interviewees
about how they feel, behave, think, believe and/or gain an understanding of their personal views
and opinions about a particular experience (Brinkmann, 2013; Brinkmann & Kvale, 2014;
Cohen et al., 2013; Heigham & Croker, 2009). A clear and good definition for ‘interview’ has
been suggested by Stewart (2007, p.1) as “an interactional communication process between two
parties, at least one of whom has a predetermined and serious purpose that involves the asking

and answering of questions”.

The interview, which is employed by many researchers, is considered among the most powerful
and effective instruments for data collection (Cohen et al., 2013; Fontana & Prokos, 2007). It
facilitates gaining in-depth information from respondents in a way that is challenging to attain
from some other research instruments, such as questionnaires or observation. Thus, it is
common among researchers in the area of Applied Linguistics to use the interview technique to

collect data related to their investigations.

A number of authors have suggested different types of interview. According to Cohen et al.
(2013, p. 412), “the number of types of interview given is frequently a function of the sources

[

one reads!”, and therefore, this research will only discuss the three main types of interview,
structured, open/unstructured and semi-structured interviews (Heigham & Croker, 2009; Miller

& Brewer, 2003), as they fit the purpose of this research.

All the three types of interviews share the same main goal of gathering data related to research
investigations. However, the three types differ in the way of asking and answering the

questions. In the structured interview, the researcher usually asks a number of predetermined
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questions that have a limited set of possible answers from which the interviewees respond
(Fontana & Prokos, 2007). At the opposite end of the scale is the unstructured/open interview,
where neither questions nor answers are prearranged (Vogt et al., 2012). This type can cover

informal interviews or brief interactions with an interviewee.

The third type of interview is the semi-structured interview. This type can be described as the
mid-positioned type between the above-mentioned two types, or as referred to by Dornyei
(2007, p.136) as a ‘compromise’. This can be justified as the semi-structured interview adopts
the flexibility of the unstructured/open interview allowing free responses and the requirement
for predetermined but flexible questions, not fixed questions as is the case in the structured
interview. According to Heigham and Croker (2009), amongst the three types of interview, the
third type of interview is the most commonly used one. This wide spread can be credited to the

flexibility that is characteristic of the semi-structured interview.

Morse and Field (1996, p.76) have stated that “the semi-structured interview is used when the
researcher knows most of the questions to ask but cannot predict the answers”. Gillham (2005)
has described the overall arrangement of the semi-structured interview. In the first instance, the
interviewer initiates a conversation with the interviewee using the prearranged questions, one by
one. Then, the interviewee responds to each question freely and describe his experience,
feelings or beliefs in his own words. Some of the given responses might generate more
questions that can then be asked. In addition, the researcher might ask for more or specific
details about issues raised during the interview. Consequently, it can be argued that the
practicalities of the semi-structured interview and its functionality to fit the purpose of this

research were not unnoticed.

In this research, post-intervention semi-structured interviews were conducted with 22 students
who were randomly selected. Randomisation helps in avoiding sampling bias as well as
ensuring that all of the candidates have similar chances to be recruited in the research (Cohen et
al., 2013; Lunsford & Lunsford, 1995). It can be assumed that the method applied to select the
interviewees was traditional. The names of all the students (39 students) were written on papers
and then folded to hide the names. The researcher mixed the papers and then picked four names
on a daily basis for one week. An invitation was sent via text message to each student whose
name was picked. The invitation included information about the location, the time and the
expected duration of the interview. It can be pointed out that some of the invited students asked

for different times and this was catered for.

The interviews were conducted in a small and comfortable room that was used for group
meetings at the university. The room was suitable for conducting the interviews and easy to

reach. Each interview was audio-recorded using iPhone 5 as the main recording device and iPad
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mini as a backup device. Each participant was reminded that any recorded information he
provided would be kept confidential and stored safely. The average duration of each interview
was 16 to 19 minutes.

The interview was prepared with a set of predetermined questions (Appendix D). The questions
were organised to start with the general ones, then on to the specific ones. Nevertheless,
depending on the situation of each interview, the order of the questions or the wording might
have been altered. The preparation and predetermination for the issues to be covered in the

interviews was needed so that comparisons between the participants could be made.

The interviews were used to gain in-depth information about the learners’ perceptions regarding
the adoption of the mobile microblogging tool and task to approach vocabulary learning. They
also reflected how this adoption helped in promoting their engagement and thus impacted their
vocabulary gains and knowledge development. Moreover, they provided an opportunity for the
interviewer to discuss the participants’ comments and explore interesting issues they might have
experienced during the course of the research. In addition, the interviews provided both the
researcher and the participants with an opportunity to elaborate and talk about some of the post-
intervention questionnaire’s items in more details. It can be argued that the flexibility this
approach had provided to both the researcher and the interviewees facilitated the gathering of
the required information. In addition, the freedom given to the participants to respond and
describe their experiences, in their own words, was very practical and useful. The data provided

by these interviews will be used to partially answer all research questions (Table 7).

In addition to the interviews with the participants, an informal interview was conducted with the
teacher who was officially responsible for teaching the participants when they come to their
regular class. The teacher was not initially targeted to participate in the research as he was not
involved in the weekly mobile microblogging task. However, a number of issues related to the
participants’ in-class behaviours were raised in the interviews with the participants and this
subsequently urged the researcher to interview their teacher in an attempt to gain insight into the
dynamic of the classroom during the period of the research intervention; a thing that might

corroborate the participants’ responses and assure the researcher about their perspectives.

4.6.2 Focus groups

The use of this method for data collection is increasing in educational research (Cohen et al.,
2013). Morgan (1996) has defined a focus group as “a research technique that collects data
through group interaction on a topic determined by the researcher” (p.130). A more detailed

description of the focus group was given by Litosseliti (2003, p.1) as “small structured groups
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with selected participants, normally led by a moderator. They are set up in order to explore

specific topics, and individuals’ views and experiences, through group interaction”.

Gibbs (1997) has stated that a focus group is a useful method that can be employed to gather
data that might not be feasible when using other research instruments. This can be explained as
the “focus group can provide insight on multiple and different views and on the dynamics of
interaction within a group of context, such as consensus, disagreement and power differences

among participants” (Litosseliti 2003, p.16).

Accordingly, it can be argued that this research used the focus group method to gather data with
the hope of shedding light on different dimensions related to this research, experimental
intervention in general and about the impact of utilising the adopted mobile microblogging to
approach as well as to engage with vocabulary learning. Also, as Fontana and Prokos (2007)
have mentioned about the advantages of the focus group, the conducted focus group helped to
interview more participants in less time than meeting each one individually. More importantly,
having a number of participants on one table discussing the same topic helped to stimulate the

participants’ thinking and aided them in recalling more details related to the discussed issues.

Two focus group interviews were conducted with two groups of the participants. The number of
the participants in the first focus group was five and it was seven in the second one. In order to
collect data from as many participants as possible, the students who took part in the focus
groups were different to those who were interviewed before. The participants in both focus
groups were asked to talk about their experience of using the mobile microblogging tool and
task to approach their vocabulary learning. The researcher participated as the moderator in the
focus groups. Both focus groups were recorded using an iPhone 5 as the main recording device
and iPad mini as a backup device. Each of the focus groups lasted for around one hour. In both
focus groups, the participants were allowed to debate, discuss, negotiate or try to support their
opinions as they preferred, as long as they were focusing on the topic and respecting others’
views. The data provided by these focus group interviews will be used to partially answer all

research questions (Table 7).

4.6.3 Questionnaires

A questionnaire can be described as a written instrument that contains statements and/or
questions to which research subjects are expected to react either by choosing from among given
answers and/or by writing their answers (Brown, 2001). Questionnaires have some
characteristics that make them ideal to use by researchers in order to collect certain types of
data. Wilson and McLean (1994, cited in Cohen et al., 2013, p. 377) stated that “the

questionnaire is a widely used and useful instrument for collecting survey information,
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providing structured, often numerical data, being able to be administered without the presence
of the researcher, and often being comparatively straightforward to analyse”. Moreover, as
pointed out by Dérnyei and Taguchi (2010), questionnaires can be utilised to reach a large
number of people and to collect a huge amount of information in a very short time. Furthermore,
a questionnaire can be characterised as a multipurpose instrument that can be employed with
different groups of people for a variety of reasons in different situations (Dérnyei & Taguchi,
2010).

In contrast, it is important for researchers to be careful and not to consider questionnaires as
perfect instruments that they always can choose. In fact, questionnaires have some
disadvantages that might in some cases end up with artificial and/or possibly superficial data
(Rubin & Babbie, 2010). These disadvantages are related to the questionnaire design,
respondents and data obtained from it. Ambiguous questions or unclear instructions might
mislead respondents and affect their answers. Questionnaire respondents might not be motivated
to respond to the given questionnaire or they might not provide adequate answers to its items or
select some answers blindly. Similarly, if the questionnaire is too long, the respondents might
prefer not to complete it. Consequently, in some cases, the data collected might not provide
trustworthy findings (Ddrnyei & Taguchi, 2010; Rubin & Babbie, 2010).

In the present research, pre- and post-questionnaires (Appendices, A and B) were administered
before and after the research intervention. It is important to reiterate that the questionnaires were
used to be complementary with other instruments, e.g. interviews and focus groups. The final
versions of the questionnaires were uploaded to qualtrics.com and administered as online
guestionnaires. Qualtrics.com supports the Arabic Language and allows respondents to switch

between English and Arabic languages as preferred.

The questionnaires were developed carefully through six steps to ensure that using them would
be effective and provide representative and trustworthy data. First, items that fit with the
purpose of this research were adopted from previous related studies (Altiner, 2011; Deng, 2010;
Fozdar & Kumar, 2007; Liu et al., 2010; Ranalli, 2009). Second, some of the adopted items
were adapted to fit with the context of the research. Third, additional items were added to cover
missing issues. Fourth, the questionnaires were translated to Arabic to avoid misinterpretation
by the respondents, which could lead to choosing a wrong answer. Fifth, copies of the
guestionnaires were given to four persons including two language learners and two PhD
students majoring in Applied Linguistics to review and highlight any problematic issues, such
as typos, grammatical mistakes or lack of clarity of the items and presentation. Sixth, the
guestionnaires were piloted with four students from another Saudi university, and then

necessary changes and modifications were made.
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The pre-questionnaire contained four sections. The first section was developed to gather biodata
information including previous language education, mobile and Twitter account ownership,
previous experience of learning via mobile microblogging and knowledge of using mobile
devices and Twitter. The remaining sections were developed to measure the learners’ attitudes
towards (a) vocabulary learning (13 items), (b) mobile learning (18 items) and (c) using Twitter
for learning (24 items). The sections were followed by an open-ended question that allows the

respondents to provide any additional related information.

The post-questionnaire was a modified version of the pre-questionnaire. The first section of it
was omitted as all required biodata information had already been obtained and there was no
need to collect the same data again. Similarly, all items that were not comparable were removed
as keeping them in the post-questionnaire was not useful. The remaining items were modified in
terms of the tense where necessary. In addition, a new section (18 items) was added to obtain
data about the participants’ perceptions regarding their experience of using the mobile
microblogging tool and task to approach their vocabulary learning. Including these items in the
pre-questionnaire was not possible due to the fact that they refer specifically to the intervention

and its activities.

The biodata information gathered was used to describe the research participants in 4.5. The data
gathered from the questionnaires will be used to (1) compare the participants’ attitudes before
and after the research intervention and (2) measure their perceptions regarding the adoption of
the mobile microblogging tool and task to approach their vocabulary learning. The findings

from the questionnaires will be used to partially answer the first research question (Table 7).

4.6.4 Weekly reports

The participants were asked to fill in a weekly report (Appendix E). The report contained two
sections. In the first one, the participants were asked to respond to one questionnaire item to
declare whether they have used the mobile microblogging tool and task to approach their
vocabulary learning or not. This was necessary as knowing about the use of some of the mobile
microblogging learning activities was not possible without the learners’ declarations. For
example, knowledge of the learners who used the mobile microblogging tool to read others’

posts was not possible without explicitly asking them.

The second section of the report was an empty space in which they were asked to write any
reflection, comments, suggestions or concerns related to using the adopted MM for vocabulary
learning. It was anticipated that providing the participants with such space to reflect, comment
or express their related ideas would provide interesting and valuable data. Also, asking the

participants to provide any information on a weekly basis is more practical than waiting until
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the end of the intervention as some information might then be forgotten and not reported. The

data provided by the weekly reports were used to partially answer the first question (Table 7).

4.6.5 Vocabulary measurement

When conducting an empirical study, such as the current one, it is essential to first identify the
aspects of word knowledge to be measured (e.g. form-meaning link) and the level of mastery to
be focused on (recognition/receptive versus recall/productive) (Nation & Webb, 2011; Schmitt,
2010b). Once the level of mastery and the aspect of word knowledge to be focused on have been
identified, deciding the best measurement test has to be done. Schmitt (2010a, p. 267) has
emphasised that “it is probably better to find an existing test format to use, rather than

developing a new one as this is time-consuming and requires considerable expertise as well”.

This research focuses on the form-meaning link and both levels of mastery,
recognition/receptive and recall/productive. Therefore, it adopted the Vocabulary Knowledge
Scale (VKS) that was designed and introduced by Wesche and Paribakht (1996) to measure the
participants’ knowledge of the targeted vocabulary items. The VKS was described as “the best
known and most widely-used depth-of-knowledge scale” (Schmitt, 2010b). This view about the
VKS is supported by Nation and Webb (2011, p.228) who stated that the VKS “is the best-
known example of a scale designed to measure depth of knowledge”. According to Wesche and
Paribakht (personal communication with Schmitt, cited in Schmitt 2010b), the VKS was
deigned to capture five different levels of self-report knowledge of particular vocabulary items.
This helps to track certain changes in learners’ receptive and early productive knowledge of
particular vocabulary targeted items resulting from experimental intervention or activities, and

in comparing the level of vocabulary knowledge resulting from different interventions.

According to Wesche and Paribakht (1996), the VKS can be used in research studies to
demonstrate initial recognition of targeted words. The use of it as a research instrument allows
scoring the knowledge of particular targeted words on a scale from 1 to 5 (Nation & Webb,
2011; Paribakht & Wesche, 1997; Schmitt, 2010b). According to Schmitt (2010), the five
categories of the VKS can identify different levels of knowledge, ranging from total
unfamiliarity through recognition to initial ability to produce the targeted word in a sentence
(Table 5). Paribakht and Wesche (1997) have also proposed a separate Scoring Scale that can be
used to score the VVKS scale. The possible score for each item ranges from 2 to 5 depending on

the quality of the provided translation, synonym or sentence example (Table 6).

In this research, the VKS (Appendix C) was used before and after the research intervention, the
pre-VKS and the post-VKS. The pre-VKS was used to determine the participants’ pre-existing

vocabulary knowledge of the targeted words. As explained earlier, the VKS can identify
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different levels of knowledge, ranging from total unfamiliarity through recognition to initial
ability to produce the targeted word in a sentence. With regard to demonstrating the pre-existing
knowledge of the selected targeted words, the VKS helped to classify the words based on its
five categories. The classification helped to decide what words can be included in the research
intervention and what words cannot. In other words, words that were unknown to the majority
of the participants were included and known ones were excluded (see section 4.7.2 for more
details). The rationale behind such a process was two-fold. First, teaching words that were
known to the participants would not make any sense and would rather be considered a waste of
time (Schmitt, 2010b). Second, comparing the learners’ vocabulary knowledge of words they
already know after the research intervention is presumed to be invalid and thus provides

worthless results.

Table 5: The Vocabulary Knowledge Scale

Self-report categories

I. Idon’t remember having seen this word before.

II. T have seen this word before, but I don’t know what it means.

I11. I have seen this word before, and | think it means. (synonym or translation)
IV. | know this word. It means . (synonym or translation)

V. 1 can use this word in a sentence: . (If you do this section, please also do section 1V)
(Wesche and Paribakht, 1996, p.30).

To measure the vocabulary gains as well as to track changes in their knowledge of the given
items, the participants were asked to respond to the post-VKS at the end of each weekly mobile
microblogging task. The results of this test should provide data that can be compared with that
of the pre-VKS and thus indicate how the adoption of the mobile microblogging tool and task

can improve vocabulary learning.

It can be summarised that the pre-VKS test was used to check learners pre-existing knowledge
and the post-VKS test was used to check participants’ gained vocabulary and knowledge

development after the intervention. Due to the fact that both measurements used the same test
format, comparison between the two VKS tests’ results could be made. The findings of such a
comparison could yield valuable information that might help with answering the third research

question.
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Table 6: The Vocabulary Knowledge Scoring Scale

Self-report  Possible Meaning of Scores

categories Scores
l. 1 The word is not familiar at all.
Il. 2 The word is familiar but its meaning is not known.
1. 3 A correct synonym or translation is given.
(AVA 4 The word is used with semantic appropriateness in a sentence.
V. 5 The word is used with semantic appropriateness and grammatical

accuracy in a sentence.
(Wesche and Paribakht, 1996, p.30).

4.6.6 Twitter activity measurement

This research focuses on exploring the potential of utilising Twitter as a mobile microblogging
tool and task to involve and engage the learners with their targeted vocabulary. It was, therefore,
useful to consider measuring the amount of the learners’ involvement and engagement with
their targeted words. To achieve this, the learners’ posts during the mobile microblogging
intervention were traced and saved. These posts were presumed to reflect the learners’
involvement and engagement with their targeted vocabulary. In other words, they demonstrated
how the learners acted to deal with the words they needed to learn. For example, the post that
contained words’ meanings, translations or definitions reflected the learners’ efforts directed
towards understanding and learning the form-meaning relationships. However, the posts
contained the learners’ composed sentences in which they used recently learned words reflected

greater efforts directed towards the acquisition of the words.

The measurement and analysis of the posts went through three stages. The first stage was
concerned with counting the total number of the learners’ posts regardless of their contents. The
second stage was concerned with evaluating the contents of the posts based on their contents
and purposes of posting. It is important to explain that evaluating a post refers to judging its
content in order to identify the purpose/s of posting it in accordance with the designed mobile
microblogging task (see 4.7.3.2 for more details). More specifically, the posts were evaluated
and classified into three categories, words’ meanings, composed examples and liked examples.
These three categories reflect the learners’ practices to approach their targeted vocabulary. The
first category included the learners’ tweets concerned with targeted words’ meanings. That is,
any post containing a word’s meaning/s, translation or definition. The second one included the
learners’ tweets concerned with the use of recently learned words in original composed
sentences. That is, any post containing example/s written by a learner. The last category

included the learners’ tweets concerned with sharing authentic examples from the Twittersphere
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that they observed and liked. The third stage was concerned with counting the posts contained in

each of the three mentioned categories.

Accordingly, the described measurement and analysis of the posts provided a total number for
each participant. This number reflects the degree of each learner’s involvement and engagement
with the targeted words and is referred to in this research as Twitter activity measurement
(TAM). Identifying the TAM of the participants is useful in two ways. First, it generates
numerical data that can statistically be analysed. Second, it enables the making of statistical
correlations between the learners” TAM and other relative variables in this research, for
example, testing statistically the relationship between the participants’ TAM as one variable and
their vocabulary knowledge development as a second variable. The results obtained from the
statistical test can be useful in complementing the learner’s responses in the interviews, focus
groups, weekly reports and responses to open-ended questionnaires’ items regarding the
effectiveness of the adopted mobile microblogging tool and task in involving and engaging the
learners as well as improving their vocabulary knowledge. They will also be used to partially

answer the second and the third questions (Table 7).

4.6.7 Research diary

A diary describing the daily procedures, feelings, actions and reactions during the course of the
research was used, making a detailed history for the research. Heigham and Croker (2009) have
stated that having a documented research diary “can be invaluable aid to improving the quality
of the research process” (p.172). Similarly, Etherington (2004, p. 32) has suggested that
research diaries may assist to “inform the process and outcomes of inquiry”, which may shed
light on some hidden issues, and so reveal the steps involved in the interpretation of the data. In
this study, the researcher ensured to note down feelings, activities, feedback or any relevant
issues during the fieldwork. These include those related to him or to the participants. However,
these records will only be used to inform the analysis of the data. In other words, they will not

be analysed or relied on as part of the main data.
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Table 7: Research questions and instruments

Type of
RQ1: How do EFL learners perceive the adoption of
mobile microblogging to approach vocabulary learning?

a)  What are their attitudes towards vocabulary learning
before and after the research intervention? Questionnaires,

b)  What are their attitudes towards utilising a mobile interviews, focus Quant.
microblogging tool to approach vocabulary learning groups & weekly & Qual.
before and after the research intervention? reports

¢) How does mobile microblogging help EFL learners
to approach vocabulary learning?

d) What challenges might be encountered?

RQ2: How does the adoption of mobile microblogging Interviews, focus Quant.
increase EFL learners’ engagement with vocabulary? groups, & Twitter’s &
activity measurement Qual.
RQ3: How does the adoption of mobile microblogging
impact EFL learners’ knowledge gains and development?
a) How do they perceive the impact of the adopted tool
i i uant.
on their \;ocabulary gains and knowledge VKS, Interviews, focus 8?Qual
development: . ) groups, & Twitter’s '

b)  Are the words that are engaged with learned better” activity measurement

c) How does the involvement load of the task affect
vocabulary development?

4.7 Procedures

This section describes the steps taken during the fieldwork. This incorporates, obtaining the
participants’ consent, the steps taken by the participants to approach as well as to engage with

targeted vocabulary, the steps taken by the researcher, and administering the instruments.

The implementation of the mobile microblogging to approach as well as to engage with
vocabulary learning took place in the second semester of the academic year 2013-2014 at
Taibah University. The researcher arrived in Saudi Arabia two weeks before the commencement
of the fieldwork. This period was enough to go to the university site and prepare all the

necessary work for the research before the beginning of the semester.

471 Ethics and risks

The current research was conducted after obtaining an approval from the Ethics Committee at
the University of Southampton as well as an explicit written consent from each participant. The

subjects of this research were provided with two sets of papers to read and sign. The first set
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contained the consent form and the participant information sheet. These were required to be
provided to the participants in accordance with the regulations of the University of
Southampton. The second set contained the ethics of using information and communication
technology (Alghafri, 2013) and the additional consent form required by Taibah University.
These were required to follow the regulations and guidelines of Taibah University where the
study was conducted.

Additionally, the researcher met with the participants and explained to them what participation
in this research entails and that participation is completely voluntary. The participants were
made aware that they could withdraw from the research at any time without being required to
provide any reason. The researcher also stressed that all data collected, i.e. personal information,
responses, recorded interviews, reports and every other form of data, will be kept completely
confidential, anonymous and will be safely stored (on a password-locked computer).

It can be also asserted that the risks of taking part in this research, whether to the participants or
the researcher, were not found to be major. None of the research procedures and/or activities
that this research involved was conceived to cause any danger to the participants. Still, the
researcher constantly encouraged the participants to contact him if they encountered any
problems or difficulty resulting from participating in this study. Moreover, since the researcher
is a staff member at Taibah University, it was expected that some participants may believe that
choosing to participate in the study or withdraw from it might affect their course marks. This is
why it was made clear to all students, participants and non-participants, that neither accepting to
participate in the study, or otherwise, nor deciding to withdraw from it would affect their course

marks in any way.

Finally, as Twitter is part of web 2.0 technology that display materials published by anyone, it
was essential to guide the participants on how to deal with useless, irrelevant and/or
inappropriate materials they might encounter. Accordingly, the researcher has raised the
participants’ awareness on how they should deal with tweets that are irrelevant, not useful, or
contain inappropriate materials. More specifically, when searching a targeted word in the
Twittersphere, tweets that contain lots of unknown words, abbreviations, little information,

inappropriate materials or anything that might distract learning should be skipped and avoided.

4.7.2 Selection of the targeted words

The overall research design of this research is pre-test-intervention-immediate post-test. This
involves determining the participants’ existing vocabulary knowledge before the research
intervention and then checking the state of it after the intervention. Selecting the targeted words

had gone through two stages. There was a need, first, to develop a list of broad targeted
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vocabulary items that the students would need to learn in their course, Reading Il. Second, the
learners’ knowledge of the words included in the broad targeted vocabulary list was tested and
consequently, the words were classified based on the VKS five categories ranging from 1 to 5.
In other words, the unknown words as well as the words with less knowledge were selected to
be used as the targeted words in the research intervention and the remaining ones were
excluded. The steps undertaken during each of these two stages will be elaborated and

discussed.

With respect to the first stage, developing a list of broad targeted vocabulary items, a number of
suggestions regarding the way to do this is offered in previous research (e.g. Nation, 2001;
McCarthy, 1990; Schmitt, 2010a). McCarthy (1990, pp.78-79) has stated that it is crucial to
decide what vocabulary items have to be particularly focused on. He has claimed that there
seem to be three principal ways that affect the selection of targeted vocabulary:

1. Teachers’/course book-writers’ predictions.
2. Asense of need in the learner, fostered by the teacher.

3. The learners’ own sense of their needs, which may conflict with the teachers’ perceptions.

This view is supported by Nation (2001) who has indicated that determining learners’ language
use goals is necessary; learners with academic interests might have different goals from those
learning general English. The above two views are complemented by Schmitt (2010a, p.267)
who writes that “the most ecologically sound items would be those which are useful for your

students and would be taught anyway”.

Accordingly, the words selected in this research had to be ones that the learners were required to
learn in connection with their academic interests and/or words that they had to learn in order to
pass their university course. Their course textbook was used as the main source from which the
targeted vocabulary items were selected. The process of selecting the broad targeted vocabulary

items went through two steps.

1. Listing all the lexical items included in the vocabulary sections of the participants’
reading textbook. These were the items that were highlighted by the Reading II textbook’s
writers as key words students need to learn and understand. These words were used in the
reading passages and/or textbook activities.

2. Listing additional words that were indicated by the teacher of the Reading Il course as
important items that students were required to learn. These additional items were selected

from among the words used in the reading passages and/or textbook activities.

These two steps of listing the targeted words ended with forming a broad list of the targeted

words that contained 211 words.
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In the second stage, the pre-VKS was used to examine the learners’ degree of knowledge of the
listed broad targeted vocabulary items. While the VKS test format was meant to identify
different levels of knowledge for the tested words, it was used at this stage to mainly identify
learners’ level of knowledge for each listed word. The pre-VKS was then scored and thus it
became possible to classify the words based on the learners’ knowledge of them ranging from
being totally unfamiliar to being already acquired. Consequently, the words that were known to
the majority of the learners were omitted. This was essential as including words that were
known to the participants do not make any sense and would rather be considered a waste of time
(Schmitt, 2010b). This process ended up with a reduced targeted words’ list, the VKS-
combined, containing 150 words that were either not known to the majority of the learners or

had the least knowledge.

This list was then used to form two equal groups of words, the VKS-Twitter and the VKS-
Traditional. It was ensured that both groups contained unknown words, so comparison between
the learners’ pre-VKS and post-VKS knowledge of the words could be made. The words in both
groups were divided over the semester teaching weeks in accordance with the contents and the
pacing schedule used by the course teacher. The Weekly words contained in the VKS-Twitter
were posted, so learners can use the mobile microblogging tool and task to learn them. On the
other hand, the weekly words contained in the VKS-Traditional were left to the learners to

approach them in their own ways.

473 Research intervention

This section will discuss the training and workshop provided to the subjects. It will describe
what information was provided to the subjects and how they were trained to post, respond and
read the posted tweets. After that, the practical steps applied to facilitate learning as well as

engaging the students with their targeted vocabulary will be presented and discussed.
4.7.3.1 Training

It can be argued that implementing a new technological tool into formal education for students
to use has to be preceded with sufficient training. Alzahrani (2013), who investigated the impact
of using the wiki technology in learning biology, found that a lack of sufficient training might
distract learners rather than facilitate their learning. Similarly, teachers should provide their
students with tutorials and every possible support that will minimise the struggle of the students
when using Twitter as a learning tool as well as raising their awareness of privacy issues (Lin et
al., 2013). Therefore, it was felt necessary to provide training to the subjects of this research to

avoid distraction and guarantee their familiarity with the use of Twitter for vocabulary learning.
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As the number of the subjects was 39, they were divided into two groups. This helped the
researcher to give more attention to each participant in each training session. The subjects in this
research received two hours of training on using Twitter. The training was provided by the
researcher. It introduced Twitter and its features as well as assisting those who had never used
Twitter before to create their own accounts. The researcher had also raised the participants’
awareness about their own privacy and advised them to decide whether to create a separate

Twitter account to participate in this research or use their own personal account.

After that, the participants were encouraged to practice what they had just learned. Each
participant was encouraged to post a welcome tweet in the course hashtag in Twitter. In
addition, assistance was obtained from the participants who already had a good experience on
using Twitter. Each one of those experienced participants was assigned to a group of four
participants to help with practising posting in Twitter as well as accessing and reading the

course hashtag.

After the training, the participants were informed that they could practice using the course
hashtag for two days to interact with one another about any topic of interest. At the same time,
they were encouraged to contact the researcher, who could be reached on Twitter, to respond to
questions or to meet in person if necessary. Alternatively, they could seek help from their
classmates to deal with any challenge they might encounter during their use of Twitter. It was
also suggested to search YouTube, if preferred, to learn how to use Twitter, as many

explanations can be found, in both Arabic and English.

4.7.3.2 The mobile microblogging vocabulary learning task

This section describes the steps undertaken to develop the mobile microblogging task and then
how it was implemented to involve and engage the learners with their targeted vocabulary
items. The mobile microblogging task was developed based on the assertions of the Involvement
Load Hypothesis (Laufer & Hulstijn 2001), the concept of engagement with vocabulary
(Schmitt, 2008), and the three effective elements of integrating Twitter into college level
courses proposed by Junco et al. (2013). The platform of the adopted mobile microblogging
tool, Twitter, was where the learners were supposed to complete this developed vocabulary-

learning task.

According to Laufer and Hulstijn (2001), the Involvement Load Hypothesis consists of three
components: need, search and evaluation. Need entails the requirement for certain knowledge of
language feature about a word to accomplish a required task. For example, needing to learn
particular words to pass an exam or comprehend a passage. Search refers to finding information

about an unknown word, such as consulting a dictionary to find the meaning of a new word.
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Evaluation involves comparing the obtained word knowledge or the word with other words to
check its suitability and usability in a given context. For example, comparing the different
meanings of a word and then choosing the meaning that is suitable for the context of use. The
current task was designed with the aim of incorporating all the three components of the
Involvement Load Hypothesis. To elaborate, the participants were asked to learn words they
needed, search their meanings and then evaluate their learning by comparing the forms and

meanings of recently learned words as well as using them to compose original sentences.

Schmitt (2008) has proposed the term engagement to refer to any kind of involvement learners
might have with their targeted vocabulary. This includes any activities/tasks that extend the time
spent on vocabulary items as well as lead to more manipulations of, attention or exposure to
lexical items (Schmitt, 2010b). Engagement in the current research covers any activities and/or
ways of learning that help to engage the learners other than the ones included in the
Involvement Load Hypothesis. Accordingly, the development of the mobile microblogging task
considered the potential of utilising Twitter as a mobile microblogging tool to engage the
learners with their targeted vocabulary in a number of ways. For example, the potential of the
adopted tool to connect the learners with the broader world where they can gain access to

authentic language might increase their frequency of encounters with their targeted words.

Besides the three components of The Involvement Load Hypothesis (Laufer & Hulstijn 2001)
and Schmitt’s (2008) notion of engagement with vocabulary, Junco et al. (2013) have identified
three effective elements of integrating Twitter into college courses that can be considered best

practice:

1. Requiring students to use Twitter as part of the course is important in affecting academic
outcomes.

2. Twitter should be integrated into the course in educationally relevant ways.

3. Faculty engagement in the platform is essential in order to impact student outcomes
(Junco et al., 2013).

These three elements were also considered in the development of the mobile microblogging
task. The integration of Twitter was introduced to the participants as part of the course. The
participants were encouraged to use the adopted mobile microblogging tool prior to attending
their classes as well as after they finish them. In addition, the steps were designed to help the
learners fulfil their course requirements. Finally, the researcher, who was introduced by the
course teacher as an assistant, engaged carefully with the learners during the intervention by
posting the weekly-targeted words, responding to questions and observing the posts and

interactions in the course hashtag.
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Once the weekly-targeted words were posted in the mobile microblogging tool, the learners

were supposed to involve and engage with them in a number of ways. They were expected to:

1. Search the words’ meanings, translations and/or definitions using:
a. Their own preferred dictionary.
b. Classmates’ posts contained related information.
c. Both ways.

2. Share what they have just learned about the words with their classmates.

3. Evaluate recently learned words by observing them in the posts of other classmates and/or
authentic people in the Twittersphere as well as using them to compose example sentences.
These incorporate:

a. Comparing the learned meaning/s of a word with its other meanings.

b. Comparing a recently learned word with other words to check its suitability ina given
context.

c. Comparing a recently learned word with other words to check its usability in a given
context.

4. Choose authentic examples in which their recently learned words were used and share them

with other classmates.

In case of facing any difficulty with a word, obtain support from other classmates.

Provide support to those facing difficulty with a word.

Comment on, re-tweet and/or like other classmates’ posts they found helpful and useful.

© N o o

Keep checking the mobile microblogging tool and read new posts and examples.

4.8 Data analysis

Data analysis refers to making sense of collected data (Parahoo, 2014). The data collected in
this research is mixed, quantitative and qualitative. The questionnaires, weekly reports, the VKS
and Twitter’s activity measurements provided quantitative data. The interviews, focus groups,
weekly reports and responses to open-ended questionnaires’ items provided qualitative data.
Two types of triangulation are considered in this research, data triangulation and
methodological triangulation (Denzin, 1970 in Bryman, 2004, p. 1142). According to Denzin
(1970), data triangulation refers to collecting data using different instruments, such as
guestionnaires and interviews. Both instruments can be used at the same time to answer a
research question. In addition, he described methodological triangulation as using mixed
methods to gather data. In this research, different instruments and methods were employed with

the aim of providing findings that are more comprehensive.
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Descriptive and inferential statistics were used to analyse the questionnaires, the VKS and
Twitter’s activity measurements. These included reporting valid percentages, comparisons
between means of paired groups and correlational statistics. To facilitate the analysis of the
quantitative data, Microsoft Excel 2013 and IBM SPSS Statistics 22 software programs were
used. On the other hand, the qualitative data were analysed thematically. The thematic analysis
was guided by Braun and Clarke’s (2006) proposed step-by-step guide that contains six phases
that start with preparing the gathered data and end with writing up the findings report (see 5.2.3
for more details). The MAXQDA 12 software was used to manage, organise and analyse the
data.

The data was collected following a mixed-methods approach including questionnaires,
interviews and focus groups. The analysis of the gathered data yielded results that can be
compared in terms of similarity and dissimilarity. If the findings from each instrument lead to a
similar conclusion, the validity will be confirmed. This is referred to as ‘methodological

triangulation” (Bryman, 2004).

4.9 Summary

Data was gathered using interviews, focus groups, weekly reports, questionnaires, the VKS and
Twitter activity measurement. An overview of the procedure followed to select the participants
in this research was provided. Ethical considerations (e.g. obtaining the participants’ consent,
providing sufficient information and minimising risks) and how they were dealt with were
detailed. The research procedures, including training the participants on using the adopted tool
and the learning task, were described. The following chapters will respectively present and

discuss the findings from these instruments.
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Chapter 5: Findings

51 Introduction

This chapter presents the results from the data gathered during the fieldwork. It includes two
main parts, the findings of qualitative data analysis and the findings of quantitative data
analysis. The first part reports the findings of the data gathered from interviews, focus groups,
weekly reports and responses to the questionnaires’ open-ended items. It is concerned with
understanding the participants’ perceptions about the adoption of the mobile microblogging tool
and the task to approach vocabulary learning, promote engagement, impact on learning
outcomes and potential challenges.

The second part of the chapter presents statistical results of the pre-post VKS followed by a
descriptive and inferential analysis of the learners’ mobile microblogging practices to approach
vocabulary learning during the research intervention. Also, it displays the results of the pre- and
post-questionnaires concerned with learners’ attitudes towards vocabulary learning, mobile
leaning and using Twitter to approach vocabulary learning. In order to have a comprehensive
account of these findings, the chapter concludes by reviewing and validating the findings

presented in the first and second parts.
5.2  Findings of qualitative analysis

521 Introduction

The aim of the qualitative data gathered from the interviews, focus groups, weekly reports and
participants’ responses to open-ended questionnaires’ items is to contribute to the research
questions by providing in-depth information about (1) the participants’ perceptions about the
adoption of the mobile microblogging tool to approach vocabulary learning, (2) promoting
engagement, (3) the impact on learning outcomes and (4) potential challenges. The data
gathered would provide insights into precisely what the participants’ attitudes towards the
adopted tool were, how they perceived it and utilised its features. Also, how the tool and its
features helped to promote the participants’ engagement outside and inside the classroom and
contributed to develop their knowledge of the targeted items, and finally what challenges

learners might encounter in relation to the adoption of the current tool.
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5.2.2 Preparing data for analysis

This section presents a general description of the data obtained from each instrument. This
includes, for example, the average length of each interview and the number of responses to the
open-ended questions. It also introduces the software used for data management and analysis
and the labelling of participants and instruments.

Interviews with 22 participants were recorded. The average length of each interview was around
21 minutes. The total length of the recorded interviews was 7 hours and 36 minutes. While a list
of prearranged questions and topics to be covered in each interview was known and used by the
researcher, it was not possible to predict the participants’ responses and thereby follow-up
questions generated from the participants’ responses were also used. The main purpose of using
interviews was to gain in-depth information about the participants’ attitudes towards using the
mobile microblogging to approach vocabulary learning, the perceived educational affordances
of the mobile microblogging and how they helped to promote learners’ engagement with

vocabulary.

Two focus groups interviews with two groups of the participants were recorded. Five students
participated in the first focus group and seven students in the second one. In order to collect data
from as many participants as possible, it was ensured to include those who were not interviewed
before. The length of the first group interview was 50 minutes and the second one 1 hour and 9
minutes. The total length of both recordings was 1 hour and 59 minutes. Similar to the
interviews, data gathered from focus groups was used to gain in-depth information about the
participants’ attitudes towards using the mobile microblogging to approach vocabulary learning,
the educational affordances of the mobile microblogging and how they helped to promote
learners’ engagement with vocabulary. The same list of prearranged questions and topics to be

covered in the interviews was used in the focus groups.

The participants were asked to fill in weekly reports which contained one questionnaire item
followed by an empty space in which they could write any reflection, comments, suggestions or
concerns related to using Twitter to approach vocabulary learning. The main purpose for using
the weekly report was so that providing the participants with a space to reflect, comment or
express their related ideas would provide interesting and valuable data. Also, asking the
participants to provide any information on a weekly basis is more practical than waiting until
the end of treatment as some information might then be forgotten and not reported. However,
only 20 participants have contributed and produced 39 responses in the given space. Most of the
provided responses were short and in some cases only a few words were provided. Yet, these

few contributions provided interesting and useful data to be analysed.
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The participants’ responses to open-ended questionnaires’ items were gathered and organised
for analysis. The rational for providing the open-ended items in the questionnaires was to allow
the participants to add any ideas, additional information, comments or reflection that might add
and enrich the data gathered. Only five responses were given in the pre-questionnaire and 11
responses in the post-questionnaire. However, three out of the 11 responses given in the post-
questionnaires were excluded, as they only meant to express thanks.

As the participants’ first language is Arabic, they were given the choice to use it or to use
English to write and/or say their responses in all instruments. It can be justified that allowing the
participants to use their preferred language to respond to the interviews and other instruments
should assure their convenience and encourage more elaboration. Consequently, the Arabic
language was mainly used by the participants in the interviews and focus groups. Few English
words were used during these interviews as well. Similarly, the provided response to the weekly
reports and questionnaire open-ended items were in Arabic, except three in the weekly reports
and one in the questionnaires that were in English. However, it is important to illustrate that the
participants were not prevented from using their local dialect of Arabic language. Accordingly,
all Arabic excerpts chosen to be included in this research were presented exactly as said or
written by the participants with their English translations. The excerpts have been rewritten in a
more formal form of Arabic language and included in Appendix F.

In order to ensure that the provided translations carry the same meanings conveyed in the
Arabic excerpts, two steps were taken. First, all the transcripts were translated by the researcher.
Second, in order to ensure that both the Arabic excerpts and their translations carry the same

meanings, they were given to a colleague to check.

The gathered qualitative data was prepared and checked before starting the process of analysis.
These include transcribing the interviews and focus groups, and then checking them for
consistency. After that, all the transcriptions, as well as the responses to open-ended questions,
were transferred to ‘MAXQDA 12’ to be analysed. The MAXQDA was selected because it can
be used to facilitate data organisation and coding. It also supports the Arabic language, which
was used by the participants to respond to the interviews, focus groups, weekly reports and

guestionnaire open-ended items.

Prior to analysing the data collected from interviews, focus groups, weekly reports and
responses to open-ended questionnaire items, it was significant to label each participant and
instrument. This procedure of labelling is particularly useful to form the basis of the later
analysis. The main advantage of creating a coding system for the research participants and
instruments is to inform about the source of gathered data in terms of what instrument and
which participant.
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As far as confidentiality and anonymity are concerned, each of the participants in this research
was allocated a unique code. To illustrate, each participant was coded using the letter ‘P’ plus a
number (e.g. P1), while the interviewed teacher was coded using the letter “T’. Additionally,
acronyms were used to refer to the research instruments (e.g. interview ‘INT”). The acronyms

referring to each instrument are displayed in Table 8.

Table 8: Research participants and instruments codes in Arabic and English

Example Meaning Jreadl) Jlie
Participant number 1 response in the Al Y 5 ol Lo oy
P1_INT interview e - ) 8,8 Ge-e
Participant number 15 response in the < Al Vo 51l i \o
PI5.FG | ¢ s group A pana V0 Q) d -2
Participant number 5 response in < . . .
) |-o & Lia _o
PS_WR | \veekly reports el il - 0 ) A *-Te
PS_PreQ Participant number 8 response to a pre- Ll LY - A e oA
- questionnaire open-ended item £ O £ G-t
Participant number 2 response to a ) i < .
: ; . NI QT RN j - Y
P2_POStQ | ost-questionnaire open-ended item GO e Sei- e
5.2.3 Procedures of data analysis

The aim of qualitative data analysis is to facilitate understanding of gathered data for the
purpose of contributing to research study questions (Yin, 2011). It entails a number of stages
and steps, starting from preparing gathered data to writing up the findings report (Braun &
Clarke, 2006; Creswell, 2013). However, Cohen et al. (2013) claim that there is no agreed set of
standards on how qualitative data analysis should be processed and researchers have to decide

the most appropriate steps of analysis to reach meaningful conclusions.

As mentioned earlier, the current research is concerned with understanding the learners’
perceptions about the adoption of the mobile microblogging tool and task to approach
vocabulary learning, promote engagement, impact on learning outcomes and potential
challenges. Consequently, it is believed that using a thematic analysis method “for identifying,
analysing, and reporting patterns (themes) within data” (Braun & Clarke, 2006, p. 6) can
provide a detailed description of data and rich findings. The thematic analysis was guided by
Braun and Clarke’s (2006) proposed step-by-step guide. The guide contains six phases that start
from preparing gathered data to reporting findings.

As explained by Braun & Clarke, (2006), phase 1 is concerned with data familiarisation. This
includes data transcription, reading and rereading in order to immerse in the data as much as
possible. It is also possible to take notes on intial ideas. Phase 2 is conderned with generating

initial codes. During this, the data is searched for potential codes and themes. It is important to
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code for as many codes as possible. After that, the codes need to be revieweed before starting
the third phase during which searching for themes begins. The codes generated during the third
phase will be sorted. This may result in a few codes forming main themes and others forming
sub-themes. If more unwanted codes remain, they might be discarded.

After that, during phase 4, the identfied themes need to be refined. To do so, the segments need
to be reviewed to ensure that they fit into their themes. Also, the relationships between the
themes need to be checked to ensure that they reflect the meaning of the data. As a result, it is
possible that some themes might be merged or some other themes might be divided into more
themes. Then comes phase 5 which is concerned with defining and naming the themes. This
should be done carefuly to ensure that readers can have the right sense of what each theme is
about. Finally comes the last phase during which the findings report will be produced.

Following these phases, the researcher asked a colleague, as a second coder, to code one of the
interviews to ensure the reliablity of the coding. Both codings were then crosschecked for
consistency and this showed no noticable disagreement between the two coders.

5.24 Participants’ attitudes

This theme is a predetermined theme that is related to the participants’ attitudes towards using
the mobile microblogging tool and task to approach and improve their knowledge of targeted
vocabulary items. The responses of more than two thirds of the participants show positive
attitudes towards learning vocabulary via the use of the mobile microblogging tool. However,
there were few negative attitudes towards using the mobile microblogging tool to approach
vocabulary learning. These negative attitudes were mainly related to the participants’ feelings of
boredom and preference to use alternative means. The interviews show many examples of
positive attitudes towards using the mobile microblogging tool to approach vocabulary learning.
They also demonstrate how the participants’ attitudes have improved after the research

intervention.

The participants believed that Twitter is a useful microblogging tool that helps learners to
approach vocabulary learning. These views will be illustrated with extracts from the
participants’ responses. The participants’ positive attitudes can be attributed to several reasons

that were identified and will be discussed further with examples in this section.

Realising and noticing the positive impact of utilising the adopted mobile microblogging tool on
vocabulary learning and retention was one of the reasons that affected the participants’ attitudes
positively. A number of the participants had expressed how using mobile microblogging had

positively impacted their own vocabulary learning, retention and knowledge development. For
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example, P2_INT viewed his experience of using the mobile microblogging tool to approach
vocabulary learning as being successful. He alluded to the positive relationship between using
the mobile microblogging tool and his vocabulary development. He stated:

Lo (g S (G Jumdl 1 ki (g R oy e S5l S5 e Dl il plaiBali po 130 - Y

u\wébé@d}ﬁo&dﬁ\whH}MJ&mﬁuﬁdﬂunﬂ&&ﬁ\um@cwm\u»aﬁ

Lol

P2_INT: With regard to learning vocabulary, Twitter is very useful. You can learn quickly

and at the same time. It is better than learning from the book. You do not feel bored, you

feel you are enjoying and learning... and in this way a word enters my brain and becomes
difficult to forget.

Also, a number of participants described and compared their own experience of using the
mobile microblogging tool to approach vocabulary learning with their previous experiences of

using other tools, materials or methods. They expressed their own views on which of these they

find better and more beneficial. For example, P6_INT explained:

e‘)ﬂl‘;.\aaﬁ\d_jY|e‘)ﬂ\u,ﬁ‘>1uulﬂ\‘éjuhdﬂ‘bjﬂ:\.«gﬁ\du:\#hh\uﬂu&d\‘bj%\sﬁ‘ﬁcu&
Al (S e gt (Y a_nL:SS\tL:‘):\S‘)S N L\Su_u:ndh.\.\\ ?L:_"J\ ol @)H\A\:\édlsud}y\
an\q\uﬁu&eg\‘;;ﬂmuhﬂ\daxum ;ﬂ\a&uhﬂ\uéej‘yj@ﬂ\uju)&e‘)y ‘Jﬂ‘u_)SJ

S SN (g ST i QY (e gl (S ) sl

P6_INT: ...it (using technological tools) is more comfortable to use an application such
as Twitter... generally, on mobile devices... mobility, for example, you have internet
connection anywhere, you can benefit at any place. But if we use the old way for learning
vocabulary... no...  mean... Last semester, we did not have this method, I mean mobile
learning. We used to focus on the book only. This was tiring. It might be less beneficial...
you have to be at home and the book has to be with you... it is difficult to carry the book
everywhere. But if you carry your mobile... it might be better than carrying the book...
you benefit this way much better than carrying the book to learn.

Other reasons that appeared to affect the participants’ attitudes positively can be elicited from an
answer by P22 INT. He argued that, in this era, the use of mobile microblogging is beneficial
because of two reasons. First, mobile devices and Twitter are widespread among students.
Second, students can post, write or search anywhere, anytime.
JIS 63 s bl oaie e aal) 5 0S5, V) s agra agalef GOl Y aa 138 GGl 81 3a- YY
IS (5 5 oo (gl IS 3 a3 e ol sl s dadall (B s 5 s (S i

P22_INT: Nowadays, it is beneficial because most of the students carry mobile devices.
And each one of them, for example, has a Twitter account, and so on. This means that he
might... even... if he is at the university, at home or anywhere can post, write anything...
search, and so on.

Moreover, group learning which was perceived to be among the facilitated educational
affordances of mobile microblogging affected the participants’ attitudes positively. As an
example, P33_INT demonstrated how learning with other classmates during the mobile

microblogging weekly tasks benefited him.
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P33_INT: Twitter benefited me in that it enabled me to learn from my classmates... It
made me most of the time for example, sometimes, | check the course hashtag or check
what my classmates have posted two to three days a week, and so on...

Similarly, P18_INT explained how he benefited from group learning as well as how the retweet

feature, which is one of the native features of Twitter, was useful and facilitated his learning.

16 Lo <l o3 8 pal) i Ll Lo it Lt iy Sl LS (s U 4 im o 8150 - VA
i Ll b el e a5 Ll (5 sml 5 olinf ) o pal 15 Jliadl gl o I £ LaZY) i
e 2sa pa iy paill (RDA jaan

P18 INT: It (using the mobile microblogging) is something good because I did not find
the definitions of some of the words. In such cases, | check what my classmates have
posted and | search the definition | need and then | retweet it, so it appears in my own
timeline and the definition stays in my account.

In contrast, a small number of the participants (less than 20%) expressed some negative
attitudes towards using the adopted mobile microblogging tool for learning. For example,
P22_INT, explains that using Twitter to post and share his knowledge made him feel bored after

going through it for some time. He said:

(DU il iiles ) o8 AU el et e i3e- YY 6
P22 INT: ...after doing this (posting in Twitter), I started to feel bored... Writing is (what
made me feel bored).

In addition to feeling bored, P35_INT suggested that lack of interest in using technology could

be another reason that can be attributed to negative attitudes. He explained:

yydméﬂﬁ&@ﬁ)ua\)u};dw\uhhﬂuhu_\‘! uwsbu_z\mcd)dlu 1B - T‘D
.L.mj@ L;),l‘;mw)}dlaug_\mu¢w@u ;@»dj\\.\hcwﬁ\a&ﬂ_\mu&w
JB)@A\J&MUJ}A\‘;\uu}\ucua)\A}LAL\MLJ)AJJ}ASA“ |A@\L&}&M\Lﬂ}&gb)¢h‘d\
nl e (i) g poles aila 5 1815 138wy g0l

P35 INT: ...I do not know... I felt bored. I did not... because I told you, I have not used
Twitter before. Those who have used Twitter before might like this way of learning, this
is the first thing. The second thing is that | did not prefer this method. I mean if, for
example, in the middle of the lecture... in the middle of the reading passage... in the
middle of the... the teacher tells us its meaning and that’s it. I mean going and carrying
devices and searching by myself like this, reading and (using) hashtag and so on... I do
not like.

5.2.5 Key features of mobile microblogging in relation to learning

This theme is a predetermined theme and includes ten related sub-themes, as illustrated in
Figure 3. It is related to aligning the features of mobile microblogging tools in general and the
unique features of Twitter with the educational aims of consolidating and engaging the
participants with their vocabulary learning. A number of key features of using the mobile

microblogging tool to approach targeted aspects of language were identified from the
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participants’ responses which indicated that these features facilitated approaching targeted
vocabulary and thus enhanced their learning outcomes. These features will be introduced and
explained along with a few examples.

- Ease of use and access

- Learning anywhere anytime
- Finding information instantly
- Short to the point

- Use of the hashtag feature to group and organise posts

Theme 2: Key features of the

mobile microblogging tool [ Learner psychological factors and convenience
in relation to learning
- Extending classroom time
- Exposure to authentic usage of targted lexical items
- Social learning facilitation and benefits

| Fostering a more autonomous and student-centred vocabulary
learning environment

Figure 3: The theme and sub-themes are related to aligning the features of mobile
microblogging tools with the educational aims

5.25.1 Ease of use and access

Perceived ease of use and access were among the features that seemed to influence the
participants’ usage of the tool to share their vocabulary knowledge with other classmates as well
as reading others’ posts during the teaching intervention. For example, P33 INT indicated that
Twitter is easier to use in comparison with other popular social networks, such as Facebook. He

stated:

s e aaled | Apmie faa iy b (S 500 Las (Friends) oY e Lo elg udl) 485 5k 5e - YT
O 4 i gy Gadll ) e s Gl e ST 6o S b
P33 INT: I did not like the way of using Facebook because... friend and I do not know...

using it is complicated... I learned how to use everything in Twitter more than Facebook
although | joined Facebook earlier than Twitter.
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Also, P22_INT commented that each student carries a mobile device and can easily access

Twitter, post, search and so on. He commented:

X o) s dimnga iy JAy i g all s dme dal g JS iR HaE gy g gl g8 1 8a- YY

P22_INT: It (mobile microblogging) is nice and easy. You can access... everyone has a
mobile device and can access, tweet, search and so on.

In relation to this view, another interviewee compared the experiences of using a textbook or a
personal computer with using the mobile microblogging tool to approach and learn new targeted
words. He said:
sle Leallas I gall s ollad day J grdia i) 5 s eliie ¢ 5 IS i) ol unll (B gl ge - T
e bl 5 gt O e Jaal ol QUi il S U8 e S Jgl uaal U sk

P30 _INT: When using Twitter, you can access everything while at home... even when
you are busy, you still can use your mobile to access it when you become free. It is better,
much easier than before, as | used to open the textbook or use my laptop to get connected.

The last two views were echoed by another participant who suggested that the adoption of the
mobile microblogging tool enabled him to instantly access and revise the targeted vocabulary.
He mentioned:
8353 5 el LS YT 5 s allal sl o (ing e (i ) g sl 53 Sl 13a - VA
Sie Jhg e daal pada juad Y ol QUSH 8 Ldaise (s 5 ARl S (e gl 5 e Ja e
e 33 5a s LIS LIS 3l 5 Jsha e Jlsall

P18 INT: ...it (Twitter) has become like a quick reference. | mean, | can use my mobile
device to access and deal with the (targeted) words instantly instead of searching each
word which I might/might not have written in my textbook... using Twitter enabled me to
find all the words instantly.

However, one participant declared, in his fourth weekly report, that his learning via the mobile
microblogging tool was nice but tiring and then indicated that he prefers to use a dictionary
book instead. He stated that:
alain) JISal b LS ) gall aladiuly Come 43815 Jran o5 58 pla3ialy Claiall aled 35 - TY &
sl 2 A Sl el sl

P32_WR: Learning vocabulary via Twitter is nice but it is tiring when using smart phones.
I wonder if | can use dictionary books instead.

He made another comment at the end of his post-treatment questionnaire that could be linked
with his previous comment. He indicated that due to their bigger screen size, tablets are better
than mobile devices for learning. Thereby, it can be assumed that this participant’s concern was
mainly related to his disfavouring of mobile devices’ screens small size.
el sl Caline 8 ) sall e S0 il la jiall aled G 5l 8 3ea) alasind oyl i el - ¥Y &
Al aas S Jie

P32_PostQ: In my point of view, using tablets to learn vocabulary is much better than
using smartphones in many aspects such as the bigger size of their screens.
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5.25.2 Learning anywhere, anytime

It was a common view amongst the participants that the adoption of the mobile microblogging
tool enabled them to learn anywhere, anytime and consequently impacted their vocabulary

learning positively. For example, one participant said:

)gﬁgmu}l;cw@gwlﬁuﬁuéadjélgju&d\@&L\hudjCs,a_ W
P17_INT: As | have told you at any place and at any time, when | am free... it is something
nice which has helped me a lot.

And another one commented:
e O5STUlal 50550 ol 138 @lll g 8 3 o clal g g5 Ll ing i 5 oo ool 138 230 - V9
RYPW PIg WOR N

P19 _INT: This thing is comfortable and good when you do your homework or something
related in your mobile phone, this thing is very comfortable. Sometimes, | learn while
travelling.

Talking about this issue, P6_INT expressed his appreciation for the adoption of the mobile
microblogging tool. In order to support his view, he compared his experiences of learning in the
current and previous reading courses. He alluded to the idea that learning anywhere, anytime
made learning more flexible, beneficial and comfortable.
ped 138 QLS e U 5S35 GUSIL LS iny JWaal) alail) o3 43 Hlal) 43 S La J W) o i) 8 13e- T s
6l o8 e QSN Jant G @l GUSH (585 2 3 5 Canll 8 (3585 A 3Y BT 585 30l (Say Caniae
S QSN e ST aiid GUSY (e pead S ) sl cilea 13) (K1 G
P6_INT: There was no Twitter in the first semester... mobile learning, I mean. We used
to use the book. This was tiring. We benefited less as we were required to be at home and
we had to have the book with us. It is difficult to carry the book with you anywhere. But
if we carry our mobile devices... we will benefit more.
This view was echoed by P10_INT who added that he felt being able to encounter the targeted
words when desired helped him to remember the targeted words better than before. He
expressed his wishes to have the adoption of the mobile microblogging tool continued in future

courses. He commented:

o S Al o) iy ST il Y (60 13 a5 S ey el (eSaly Gl oS RIS sGe- V e g
ST A gl 5 3ldlel) o (At chaa iy A g ,ug.;}éi‘;amummvémwM\
Be (e

P10_INT: I discovered that it is something excellent. | hope each term we have like this
(adoption of mobile microblogging), because it will benefit me more. | mean, when we
learn the words in the class, we forget them once we leave. On the other hand, learning
via Twitter enables us to learn at any time by accessing the hashtag and encountering the
words more than one time.

Another participant, mentioned that he used to encounter a difficulty with allocating time for
studying. However, the adoption of the mobile microblogging tool enabled him to learn at

anytime, anywhere and thus his challenge was overcome. He declared:

92



au.i,ig;.usx‘@bijﬁiﬂ;@ﬁsﬁ\m&,gggaygl,i;".ssg_mu):ﬂ,:;‘G_A_se
s o aeke 1 S ol gl 8 el s g o 8 Lgie

P4_FG: Twitter helped me... | used to have difficulty in allocating time to study but using
Twitter enabled me to review the (targeted) words or search for them any time while at
home, outside or anywhere. This is how Twitter has helped me.

In addition, P1_FG pinpointed that the adoption of the current tool extended classroom time as
students can learn at any time without being concerned about time as is the case when they are
in the classroom. He said:

iy gl g e Glae S sl 5 Gl aal 5 a8 ealaal) ez AT W s sl ima- Y s

P1 FG: even after leaving the class, you still can access and review the (targeted) words.
I mean Twitter can be used any time and it has no time limit.

In addition, P6_INT indicated that using mobile microblogging increases learner engagement
with his targeted vocabulary. He explained that relying on the textbook reduces the chance to
learn while outside the classroom due to place and time limitations. He elaborated that he carries
his mobile devices most of the time and thus uses it to microblog and learn his targeted words.

On the contrary, he never carries his textbook and a month might pass without opening it.

) 3 Sl ey JalS IS QS e slaie V) (e S Juadl sda 4 plally salal) Bl JS5 1 e - T s
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P6_INT: To be honest, this method (using mobile microblogging) is much better than
totally relying on the textbook. Basically, in Saudi Arabia 70% to 80% of the time is spent
using a mobile device... of the student’s time. Thereby, he might remember Twitter, use
it and get benefit but the textbook... I mean a student might not open his book for a
month... he will not get benefit. Thus, the mobile device is in his hand... he can benefit
at any time. For example, if the teacher asked you to learn some words... or selected some
words from the textbook, you might not open the textbook at home... you will not benefit
but because your mobile device is in your hand, 24 hours... I mean you will learn for sure.

5.25.3 Finding information instantly

More than two thirds of the participants who commented on their experience of searching
information in the Twittersphere felt that this feature impacted their learning outcomes
positively. For example, P9_INT indicated that the search feature enables the students to search
for a certain word and then observe how it is used in authentic sentences written by classmates
and Twitter users. He mentioned:
Lo ol b sl die il s Jon o Aeadiiune L83 Lgie Cuniiy Ay sllaall Al <54y 13e - 9 5
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P9 INT: ... when you write the targeted word and search, your search will show the
searched word used by others in many sentences, not necessarily by the students.
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It was elaborated by P26_INT that searching information in the Twittersphere would return with
many meaningful and helpful results. He specified that the results would show the searched
word used in different contexts and could include additional supporting elements, such as
photos. Consequently, learning and remembering vocabulary will be better and easier. He

stated:
Oy iy ) e 5 Adbiane il 8 4y S day )l A3y Had By pas |1 S A 1 3a - Y
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P26 _INT: ... reading others’ tweets... I used to read two, three, four tweets in which the
searched word was used in different contexts. Also, many of them used to be accompanied
with other useful elements such as photos or something else. These help so much to learn
and remember words’ meanings.

Emphasising the usefulness of searching a certain word to observe and evaluate how it can be
used in meaningful sentences in different contexts was referred to by P8 _INT. He explained that
he searches the words even if they are known to him to learn from native speakers how they use
these words in their posts. He mentioned:
Led el ALK Jaall e Lgie Cuni Lehsel Le S 5 L jef S gl i ) a3l o o5 0 8 1 3a - A
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P8 INT: the most useful thing from my point of view is searching the words even if they
were known to me. | see them in sentences in Twitter. As a result, | learn how Americans
(native speakers) use the words in their sentences, and how their meanings vary.
P7_FG and P5_FG indicated that the adoption of the mobile microblogging tool enables the
students to search and access authentic language produced by real people, which is not possible
when learning in traditional classrooms. It was commented:
doa st L Lo el o3 e (ilS Guldd 185 5 Al e 4 Cantd 1S ili )5 Le DISI) 8 ima = V
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P7_FG: you will not find a place to search about a word and to read how others are using
it in their writing while in the classroom... you cannot reach other people (real people/
non-classmates).
Moreover, when P8_INT was asked why he favours using Twitter for learning over emails, for
instance, indicated that the nature of search results and sense of community were among the

reasons why he favoured Twitter. He responded:
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P8 INT: No, I would say Twitter because it has searching feature... I mean you can search

for people (their posts) outside... I mean people other than my classmates... from foreign

countries... how they use the word... this (searching feature) is important and is not
available in the e-email.
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P8 INT’s response urged for a follow up question about the student’s experience with other
tools which were followed by a number of shorter questions and answers that in the end reached
to the following conclusion.
(e Bopal Dy a8 aoa Ve el gy g 8 OS] Ale dlatad iy J B iGe- A
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P8 INT: ...when you search in Google, the results will be articles (long) but Twitter
makes it simpler by showing 140-character short tweets... those who post in Twitter are
regular people... regular students... something natural, I mean, ... nearer to you... you
can understand these things (posts).

5.254 Short to the point

A variety of perspectives were expressed by the participants in relation to the unique feature of
Twitter, its 140-character limit. Whilst more than 60% of the participants indicated that reading
short meaningful tweets was very useful for their learning development, they also denoted that
being restricted to 140 characters when posting was challenging. However, they also discussed
how they manged to overcome this challenge. These views will be illustrated with a few

examples.

It was a common view amongst the participants that learning the meanings of targeted words
and reading these recently learned words used in original sentences written by other classmates
or Twitter users was very useful. For example, P28 INT suggested that short posts are more
useful than long ones. He explained that due to the shortness of each post, students could see
more than one posted example or meanings written in different ways. He said:
3OSl 2l iy a8 (gl ) ) B 5 By i Ca gl ) ) Lo i) Y By a5 43) Juall By a3 1 3e - YA &
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P28 INT: A tweet. | prefer it to be a tweet because this will make you see many tweets
not only one and thus you take the idea of each one... shortly to the point.

Another interviewee alluded to the positive impact of encountering L2 targeted words in a
number of short meaningful tweets. He compared the cases of encountering the words in short

posts with encountering them in longer ones. He commented:
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P26_INT: For example, if | search Twitter to learn a difficult unknown word, my search
will show 15 examples... I might not understand the first or the second ones, the third one
could be difficult, the fourth the fifth... I must end up with an example that helps me to
understand. But if it was a full page, | might read the first page and a half then | feel
bored... I might feel it is not useful and will close it and leave.
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Talking about disfavouring long texts, one participant pointed out that most people, even in

informal contexts, tend to ignore long texts in any social application or even emails. He stated:

Vsl ol iy ane g yma o sl o3y SIYY 25l (3 b ol Gl gl (B gl (g m DU 3 in i3 - Y
Al shall Al T8 sy dna (p2d)

P29 INT: ... it is common that even in Blackberry, WhatsApp, or emails, nobody reads
the long... nobody likes to read the long message.

In the same vein, P30_INT stated that learning and understanding from short meaningful posts

is quicker than learning from longer ones. He commented:

Lealkss 82 31 alally S iny 5l ey 1S5 Geall g pud 130 - ¥
P30_INT: It is quicker for the brain... you read quickly or as it can be said short to the
point.
Another reason explaining why learning from meaningful short posts is more useful was
suggested by P14 INT. He assumed that long examples might be useful if the students’
language level was high. However, when language level is not high then short posts and

examples are more beneficial. He stated:
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P14 _INT: I think long examples might be useful for those whose language level help them
to understand but short ones are better for those with lower language proficiency.

It was added by P19 INT that learning from posts that contain long examples and definitions
might have a negative impact on learning development. He indicated that when many words,
including some difficult words, come alongside a targeted word, the learners could be distracted
and consequently lose focus. He explained:
Dbl s had Gaad 8 Sl Sl W cGadla 5 Lagd Juail 5 juaill (g 5 e s 8 1Ba- V4
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P19 INT: ... the short ones are better... you could be distracted when the word you want
to learn comes in a long text because you have to deal with many words that might include
not only new words but difficult ones. You will get lost.

One more example indicated that learning from the posts that contain short examples and
definitions is more useful than learning from the long ones. This was provided by P16_FG who
remarked that when learners are less interested in learning, the posts that contain short, to-the-

point information are the most useful ones. He commented:

‘;:J\Mdg@,ﬂpw(,L:J\‘;(‘interestd“;)L,a;;ummsc,gwjuum_ G ypaldll ime - V1 s
Lal i ) Asdia |8 )8 (interest) baie OIS d J 7 5505 leaaldd adla juaill
P16_FG: the short ones. It could be a fact that we (students) are generally not so interested

in learning. | mean, we prefer the short thing that we can finish quickly. If we are interested
enough in learning, then we might bear reading texts even if as long as a page.
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While favouring the short meaningful tweets for learning was a common view among the
participants, some of them claimed that learning some words could require more information,
longer definitions and/or examples. For example, P33_INT indicated that when you want to
know the important bits of information related to targeted words, then a short tweet could be
enough. On the other hand, when you want to have deeper understanding of the targeted words,
longer texts seem to be needed. He said:

(b pecd 53530 JalS inal) (8 L8303 (cONCIUSION ) 25 cdame o Sia (585 Lal Tl 130 - 77
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P33_INT: Sometimes, when you, for example, look for something concise. You want the
conclusion. You find it in the comprehensive meaning... in a short tweet. If you intend to
understand, you may want to read a lot. You need speech.

In the same vein, P32_FG remarked that it depends on the targeted word. He elaborated that
short posts might be useful to help in learning some words while other words might require
much more information, definitions or examples. He stated:
e 5t B il Waline (e oy Algas Ll Wbl el Lo (5 ) g Al a5 5 o o ima - YY
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P32 _FG: It differs from one word to another. Some words’ meanings and usages are casy
to learn. On the other hand, some words need much explanation and thus has to be long.

However, a variety of perspectives and conflicting discourses emerged when the participants
commented on their experience of being restricted to 140 characters when writing their posts.
For example, one interviewee indicated that while he will never read long posts, he does not like

to be restricted to a certain number of characters when he writes. He mentioned:

3 ol ST L U S0 sam g ia Yy S Ul sy SV 215 e Y Y AL I o i 1Y o 3
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P29 INT: if the posts are long, I think no... no, I will not read for everyone... I might not
even read a single one. But when | write, | do not like to be restricted.

Similarly, P33_INT pointed out that being restricted to a 140-character limit when writing was
very challenging. He elaborated that the hashtag symbol and name consumes a few characters
and thus he had to use the remaining characters to write the word, its definition and an example.
He stated:
W in i Jlels GlalS 4l zlisg a5 ciladS 4l ay Gl oY Tas B 40 3 :Ge - TY o
88 el e 326 (g 5l Wl 5 Qi 5 Laline 5 2SSl (|

P33_INT: it causes difficulty for me when | write because the hashtag symbol and name
consumes a few characters which made it more difficult to include the word, its meaning
and an example sentence in one post.

This view was echoed by another participant who detailed how and why the 140-character limit

was challenging. He mentioned that the hashtag symbol and name consumes a few characters
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and leaves less than 140 characters to write the word and its definition. As a result, the content
of the post has to be shortened as much as possible. However, it is not as challenging when

trying to post the word and its Arabic translation. He commented:

ALKl Capai o Te 5l Ve g (S ey a3 AalS (JUie) i V£ 0 b juand o) ASEA ixa - VY 4
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P32_FG: the problem is that you get restricted to 140 characters. If we assume, for

example, a word’s definition will need 60-70 characters, the example sentence... so the

space you have is very limited if you want to include the definition in one post. However,

if you want to use word’s translation in Arabic, it could be enough. It was a problem for

me because the hashtag symbol and name consumes some characters which forced me to
be as short as possible.

However, attempts to overcome this challenge were made. Some suggestions were also given.
For example, P26 _INT explained how he used to deal with the 140-charcter limit when writing
his posts. He stated that he first writes and then carefully shortens the information to fit within

the allowed limit and remain meaningful and useful as it should be. He stated:

J palal Lo any lela il a0 5 S 5 L shrs Jasn sl 5 ST Ll A0 it Tk iST Ul Ll 23 - Y

P26 INT: When I write of course I face a problem... when I write to convey something
... and everything but of course when I am done with my 140 characters, I try to change
my post in an attempt to condense my ideas in order not to lose any point | want to convey.
Writing 140 characters that convey what I have in mind is better for me... it is better and
more useful.

This view was echoed by another participant who discussed that he used to think of ways to

write short and clear definitions of words. He mentioned:

058 a3aal Y 5 agdany ) iy el )5S Blal Cag yall dae aa 3 38 JSLie cogal 5 Ul il 5 50 - YA &
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P28_INT: | encountered many problems regarding the number of characters... sometimes

the definition | give (or have borrowed from somewhere else) might be long so it causes

me lots of trouble.... So I try to come up with something myself to make the definition
short and clear, shorter than before but at the same time clearer.

Interestingly, another participant said that he used to read his classmates’ posts carefully to learn

how to make his posts’ content short and simple as theirs. He commented:

O e s Alial Lgd (ST ) Ll dme i€ LT S 3 oY (05 ity pas 81 o pe T e U U Sl 130 - 1
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P6_INT: For instance, before I tweet, I read my classmates’ tweets. With certain words, |
used to prepare long examples/sentences, which were longer than the ones used by others,
so | decided to follow suit through composing shorter and simpler sentences.
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Other participants used to write their posts using their preferred notebook application and then
make a screenshot that they can share with their classmates as a photo. For example, P32_FG
said that he used to post photos containing the texts that were longer than 140 characters. He

stated:
e 5 AL ey a0 e A ol W13 Lgdaal 55 ) s U5 e 5y j28 & jlaal €0 tme - YY
Alaall
P32_FG: I might need to post a tweet in the form of a picture if | want to provide the word,
its meaning and a sentence example.
It was elaborated by P5_FG that he used to write in his notebook application and then make a

screenshot that he could post and share with his classmates. He commented:

gl By S L) 355 5 ASLEN ) gaa g bl 5o A CiSE p aa Dl i e dadled @lif GlSAL 1xa - © 4
e et Glil s o) Ayl o34 43)
P5_FG: You can deal with it, for example, through going to Notes, and then write whatever

is in your mind, take a snapshot, and then post it as a picture. To me, this is the only way
to deal with it.

It was added by P16_FG that if a student does not like to share his longer post as a photo, he
could divide his post into more than one tweet. However, he warned that dividing the post could
confuse other classmates.
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P16 FG: Even if you want to avoid this (posting it as a picture), you might divide it up.
For example, you post the definition in the first tweet, its synonyms in the second, and an
example sentence in the third. So, you spread the tweets, and when someone wants to read
about a certain word, he cannot find all these things together.

Also, he agreed with a suggestion given by P38_FG who assumed that increasing the number of
the allowed characters to 300 could be more useful for learning purposes. It was elaborated that
300 characters must be sufficient to write more than one example and definition. Also, it was
indicated that most students should find a 300-character post easy to read as it is not too short or
long. He stated:

o Jawsss IS0 2 o i Al g (iny o Vo v Ll 5l Sl ey ailatll ple J oS (S ra - TA
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P38 FG: Generally speaking, in our educational system... for example, a 300-character
saying is suitable for explaining a word in a very simple way. You write two sentences for
example in addition to a definition or two definitions or another word (a synonym). 300
characters is something that everybody can read, but if someone sees a longer text, he will
not consider reading it especially in our education, take us as an example.
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5.25.5 Use of the hashtag feature to group and organise posts

Benefits of using the hashtag feature were referred to by many participants. For example,
P15_FG stated that using one hashtag that grouped all related tweets was the most useful thing

for learning targeted words.

e Jas Gl gl a @li) 3 yaa s aal s (Sliils 8 LIS lad s e o o8 ST e f tma - VO
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P15 FG: I think the most useful thing is that all of them (tweets related to the targeted
words) are grouped in one hashtag and once you need to learn the words, you search this
hashtag and you will find them all. This was very nice.

Similarly, but with more details, P20_INT described how the course hashtag grouped and
displayed his classmates’ tweets/posts and interactions in one place and how this way of

grouping and organisation helped him to develop his vocabulary knowledge.

AL Lpmand J sl e slaaS Lt adind AY (adid (e Calidd e glaad) cuilS 138 B ey A sbes
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P20 _INT: I used the hashtag (the course hashtag)... I used to look at my classmates’ tweets
and so on. | benefited from their tweets. Each one gives different information (about the
same word). Thereby, when you see different information (about the same word), you try
to bring all information together and so on... so, I benefited from these... how they use it
(a word) in sentences... they do many things... they discuss things together...

Also, P2_INT indicated that using one hashtag allowed him to negotiate with his classmates and

receive constructive feedback from them.
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P2_INT: It (using the course hashtag) is helpful when you discuss things with other
classmates. It helps a lot... and some of your classmates correct your mistakes... like
Nasser who corrected a few mistakes that | have made.

Moreover, P18 INT compared Twitter with another social application. He described how the
feature of using one hashtag helped him to view his classmates’ tweets and interactions as a

stream of tweets that were organised in a chronological order.

A (5S5 1S5 O Gl 6 st e B oY el b W ey Ayl gl Al aee 8 3e - VA
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P18 INT: It is outstanding to see my classmates’ responses (posts)... because in social
media other than Twitter... such as WhatsApp and so on, it (seeing and following the
tweets in a chronological order) would be difficult because they (his classmates) talk (post)
a lot... and their posts, definitions would go up so quickly. But in Twitter, you can find it
(what was searched for) immediately when you check a classmate’s Twitter timeline...
you find the definitions ready or when you search the course hashtag... that’s it... you
immediately find them (the definitions) all.
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In addition, P28_INT explained how using one hashtag dragged his attention and encouraged

him to see some of his classmates’ posts even when he did not intend to do so.

Y ellanal iy i3 e el ole Sal il o s Ol daay a3 W S gdala dgf e - YA S
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P28 INT: ... when you go to post the words (in the course hashtag), even if you do not
intend to see your classmates’ posts, you must, while you are posting, see some words
(posted by classmates)... you read them... I mean... for curiosity.

5.2.5.6 Learner psychological factors and convenience

It was pointed out by the participants that the integration of the mobile microblogging to deal
with their targeted vocabulary at their own convenience established a relaxed learning
atmosphere. Consequently, this helped them to manage some of their psychological factors and
saved their time and effort. For example, when he talked about his own experience of learning
via the adopted mobile microblogging, P19_INT stated that this way of learning increased his

feelings of comfort and reduced his feelings of anxiety and psychological stress.
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P19 _INT: This (working with others in Twitter) is better, I guess, because people differ...
I mean, sometimes you will have to work with someone annoying to the extent that makes
you hate all the work and sometimes you find yourself working with someone opposite to
the previous one, it depends. In Twitter, you do your work individually and as you like...
without being psychologically stressed... no body distracts you... saying this is wrong...
this is correct and so on. | post, and then if there is any mistake, they can tell me later.

This view was elaborated by P26 _INT who explained how the psychological factors could

hinder active participation.
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P26 _INT: The advantage of Twitter is that your name/nickname represents you, as it might
be said. You talk with anyone at anytime, anywhere suitable to you without
embarrassment. The problem is when you speak in the classroom, you feel afraid of
upsetting someone and this makes one feel concerned. Others feel shy from speaking in
the classroom. | mean, among the things you observe someone who knows and has
capabilities write in Twitter but he never speaks in the classroom... either because he feels
shy or he is very polite... this is the advantage of Twitter... you can talk comfortably...
without hearing others commenting on your speech.

In addition, P37_INT assumed that using the mobile microblogging helped him to overcome his
reluctance to learn from textbooks which he described as a psychological factor that hindered

his learning.

101



i e QA o8 aval QLS il U i) Cailad) e L o g Allsall &l im0 - TV
Uie gaicle 13S (5 it 5l aSule Sl Jsh e o) 5T Al gaie Lo Ll Ul 1) ) sad) el gl (8
wgin Aagusy A e iy S LET 5 58 el bl

P37 INT: ... it (learning from textbooks) has become a psychological issue... if you look
at it from a psychological point of view, when I open the book, it is a real bear... but when
I hold my mobile device which | basically have no problem to use all the time... I carry it
all the time or something like that... I have no problem to check Twitter and participate...
I mean it is not a problem... easy, I mean.

Learning anytime anywhere and their association with personal preferences and psychological
factors were discussed by P33 _INT. He provided two reasons why using the mobile
microblogging to learn vocabulary with his classmates was better than learning face-to-face
with them.
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P33_INT: Some students may find it (working in a face-to-face group) useful but from my
point of view, I do not find it useful at all. Why? First, | will not find myself in a suitable
environment. .. thinking about the matter (learning/knowledge) because | might hear more
than one meaning of a certain word and this might confuse me... I will face some
problems... it depends... learning has to be in an environment... the most important thing
is to be suitable. Second, | must feel comfortable. This is the most important thing for me.

The response urged for more details and thus the interviewer asked for more details about what
he means by suitable environment. He responded that suitable environment means learning in a

place and time suitable for him.
5.25.7 Extending classroom time

The participants’ responses regarding extending their classroom time to approach their targeted
words showed a sense of general satisfaction and appreciation. This was elaborated by P20 _INT
who expounded that learning ends once the class time ends. However, using a tool, such as the
adopted mobile microblogging, enabled the participants to continue exchanging information and
learning with no time limit.
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P20_INT: Once the time of the class ends, you cannot get any information you need for
your learning... But in Twitter, there is no time limit and you can get information whenever
you want.

Similarly, it was urged by P24 _FG that due to classroom time limitation, using Twitter could

help the students to exchange their ideas or support each other.
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P24 FG: ... what I mean is to be in Twitter, since in class we barely have enough time
during the class. So, we may correct each other’s mistakes or exchange ideas on Twitter.

Also, P14 INT compared his experience in the previous Reading course with the current one.
He pointed out that using the adopted mobile microblogging to approach the targeted words was
useful in terms of saving classroom time.
Dbl iy o gl i 8 Lgan 515 e slaall 340 US J6Y) il dpily iny 0l Dlad 30 -V €
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P14 INT: really, it was useful for me. In the first term, we were learning the words and
translating them at the same time, but using Twitter saved our time.

Moreover, P1_FG discussed that using Twitter extends class time. That is, it enables the
students to approach their targeted vocabulary before, during and after their regular class. He
stated that:
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P1_FG: ...even when the class ends you can use Twitter to revise the (targeted) words...
I mean Twitter can be used any time and it has no time limit.

In addition, P10_INT indicated that using Twitter to approach vocabulary enabled the students
to spend their time as desired while learning. There was no time limitation to worry about as in
the case of the classroom.
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P10_INT: But with the hashtag, you can review the words once, twice, three, four or five
times. Moreover, in the class there is a limited time, maybe 15 minutes or half an hour.
However, with Twitter you have the whole day to review and learn the words.

5.2.5.8 Exposure to authentic usage of targeted lexical items

More than 75% of the participants indicated that the current mobile microblogging task
increased their exposure to authentic usage of targeted lexical items and consequently helped
them to develop their vocabulary knowledge. A lot of evidence indicating the participants’
positive perceptions related to this sub-theme were found in the interviews and focus groups and

will be illustrated with a few examples.

The need for exposure to authentic usage of lexical items was stressed by P35_INT. He
explained that he lives in a country where English is not used. Therefore, he used Twitter to

observe the usage of his targeted words in English speakers’ tweets.
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P35_INT: We live in a non-native speaking country where not everyone speaks English.
So, | use Twitter to observe how people use it (a targeted word), the native speakers and
So on.

Similarly, P8_INT indicated that using Twitter enabled him to be exposed to authentic language
produced by native speakers. He illustrated how observing authentic usages of recently learned
words in the Twittersphere developed his vocabulary knowledge.
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P8 INT: ...I reached to those abroad who speak English... their native language... When
you search in Twitter, you observe how the native speakers of English use the word (a
targeted word)... how they use English... this benefited me...

Appreciating the exposure to authentic language was also indicated by P9 _INT. He emphasised
the usefulness of learning targeted words by observing their usages in authentic language related
to everyday life.
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P9 _INT: You benefit from these sentences (from Twittersphere) which they (classmates)
share because they (the sentences) are related to things that occur in everyday life... Yes,
because these sentences were written by people... so you get benefited.

Moreover, P19 _INT argued that being limited to the context of the textbook would disconnect
you from the real world and consequently, you would not know how people use the language.
To support his argument, he explained that there are some words that are difficult to be learned
without being observed in authentic contexts. It seems that he was referring to issues that might
include cultural connotations or informal uses of a word.
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P19 INT: You will not be able to know the meaning of some words until you live with
them (native speakers)... they use it in a strange way... in Twitter, you feel as if you are
among them... you see how they live... why they write, comment or tweet in a certain
way... you see everything as it is used by them. To the contrary, imagine, we are only had
the textbook... you never know what is happening outside (real world) or what English
speakers write. .. in your textbook and that’s it.

Furthermore, P20_INT indicated that learners do not have to limit themselves to the course
hashtag and classmates’ tweets. He believed that exposure to authentic usages of a lexical item
can be attained by searching it in Twitter. Also, he argued that learners might find their targeted
words used in tweets related to their own interests, such as sports or music, which will make
learning more interesting.
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P20_INT: Not only in the course hashtag, just when you search for any word your search
will show so many examples. So, | look for the examples that contain information about
something | am interested in... I read about it more... I might search about it more.

In the same vein, P10_INT indicated that exposure to authentic usage of the targeted words in

tweeted Quotes helped him to have better learning. This is because he likes Quotes.
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P10_INT: ...What I like the most is what is called Quotes. I mean, what it can be said,
(learning) the words (targeted words) will be better.

The effect of the exposure to authentic usage of lexical items on vocabulary learning was
indicated by P28 INT. He clarified that observing the usage of a targeted word in authentic
contexts helps learners to learn different aspects of knowledge related to that word.
) Lo 5 Lalh Al aladiinl 8 leS ab S8 48 e (oo <) (Y Cagdiy aal ) () sla il 5 1Ba- YA S
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P28_INT: It is nice that one can observe... because you also observe their way of thinking
when they use the word. Thereby, when you see it (a targeted word), you acquire the word
and their way of thinking... Because, sometimes, you think of a word and its meaning in
a way but some people understand it in a different way... at the end, it is their own
language as you know.

In addition, P1_FG and P4_FG agreed to the idea that the most useful step in the mobile
microblogging task was searching for and reading the targeted words in real examples that were
posted by real people. Their agreed view indicated that the best way to learn the usage of a
second/foreign language is to learn it from the native speakers of that language.
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P1 FG: I think searching and reading the posts of English native speakers and those
interested in English language was the most useful step. This is because they have better
knowledge (related to language use)... so, they should be better than us in English. From
my point of view, the best way to learn English is to take it from native speakers...

5.2.5.9 Social learning facilitation and benefits

Facilitating social interaction was among the features that seemed to increase the participants’
engagement with their targeted vocabulary items. It made it possible for the participants to
interact in the Twittersphere with one another, with their teacher or with others in the
Twittersphere. Also, this feature enabled the participants to share their knowledge, and to
provide and receive scaffolded support. Some examples reflecting the participants’ views from

the interviews, focus groups and weekly reports will be displayed and explained.
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The three comments below illustrate that the adoption of the mobile microblogging encouraged
the participants to interact with one another, with the teacher/researcher and with English
language speakers in the Twittersphere. As indicated by one of the participants, the adopted tool
enabled the students to interact comfortably with one another. He commented:
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P11 FG: It (Twittersphere) offered us a place to comfortably talk as much as we want to.
You share what you have in mind and you say whatever you want.

Interacting with teacher, which is usually limited to regular class time and how it can motivate
the students to engage and learn, was referred to by another participant, who said:
GiLs ) siSall 5 Al pdly 8 sS0 1S G ) Alade Allae ] o e 5 il ) Sl 1Y) adls g8tz - Vs
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P7_FG: It could be motivating if the teacher sees your post, praises it, likes it or something
like this. This would be definitely motivating. So if this happens | would say the teacher
sees my tweets, keeps himself posted and thus he is taking it seriously.

Interestingly, some participants remarked that the adoption of the mobile microblogging tool
encouraged them to think of making relationships with English speakers with whom they could
interact in the Twittersphere or by other social networking tools. For example, one interviewee
stated:
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P20_INT: For example, John, whom | was in touch with, is an educated (cultured &
cultivated) person. | followed him and then he followed me as well, then | sent him a
message and asked him if we can chat.

Positive views related to utilising the mobile microblogging tool to approach targeted
vocabulary and share related knowledge with one another were expressed by more than two
thirds of the participants. For example, one participant reported that it was wonderful to be able
to observe his classmates’ posted examples. He reported:
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P24 WR: It was a nice experience this week especially when I saw my colleagues’
examples. It was an excellent experience — the student drew a smiley face.

Another example was provided by P30_INT who added that encountering a recently learned
word used in a sentence composed by another classmate could increase his understanding of that

word.
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P30_INT: Sometimes | see a sentence that explains the word way better than what |
already know about it.

In relation to these views, P10 _INT alluded to the benefit of group learning and how it helps to
increase a student’s vocabulary knowledge. He elaborated that reading some of the other
classmates’ posted examples was helpful not only to consolidate his knowledge of recently
learned words but to increase his knowledge of additional new vocabulary items. The comment
below illustrates his view.
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P10_INT: The benefit comes when you see another example, other than the one you have
posted. It might be the case that in this new example, there are words which I don’t know
but were used by my colleagues so | go and find their meanings in order to understand
their sentences and therefore the benefit will be doubled.

Moreover, P14 INT suggested that online group learning offered him a distinct opportunity to
compare his existing knowledge about recently learned items with that of other classmates, and
consequently add further to his own knowledge about the items in hand.
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P14 _INT: I mean... I compare what I have in mind with what my colleague has in mind,
and then decide which one is better. Doing this, we would be able to draw certain

conclusions.
Furthermore, P22_INT assumed that learning with other classmates in the Twittersphere is
similar to learning with them in the regular classroom. He exemplified that students can
exchange knowledge and correct one another in the Twittersphere as they would do when they
are in the classroom. Yet, he pointed out that the amount of interaction in the Twittersphere
could be higher than that in the regular classroom.
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P22 INT: It is useful, I mean... as if you are in the same class. | mean... you tweet and
others respond to your tweet... You will get corrected if you make mistakes... But in a
classroom, some students might not respond (take part in the discussion) while on Twitter
anyone responds anytime he wants.

In addition, P7_FG assumed that absence of the current adopted tool could impact the

participants’ learning outcomes negatively as it facilitates interaction with other students. He

argued:
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P7_INT: I guess we will be negatively affected if Twitter stopped because we benefited

from using it so much... you found people to participate with... this will be reduced and
thus affect our learning (negatively).

Comparing their experiences of group learning in a regular face-to-face classroom with learning
in the Twittersphere, the participants discussed how the adoption of the current tool increased
their interaction focused on the targeted vocabulary items. For example, P27 _INT discussed that
utilizing the adopted mobile microblogging tool will lead to a better group learning experience
if compared to a regular face-to-face classroom. He indicated that using Twitter as a mobile
microblogging tool provides students with more time to learn, understand, find relevant
information and read others’ posts before they write their own posts. On the other hand, in a
regular face-to-face classroom, students seem to be reluctant due to some issues, such as losing
face. He stated:
o (g yaall) AU & il (Y e leadl Jaall Aals (e Juail ¢ gumsall JJin ygii3e- YV o
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P27_INT: Twitter will enhance group work and make it better, because students prefer to
check the dictionary and other means of translation before they compose a tweet, they also
themselves try to use words in certain contexts. But if we were in a classroom, definitely
not all students will participate. Some students look down at their level if they compare
with others around them, and therefore become reluctant to participate even if they have
the right answer in mind. Some are afraid of making mistakes, which will cause them
problems, or embarrassment. Thus, | see that Twitter is better as you speak comfortably.
You read others’ tweets and know how to use words meaningfully.
This view was echoed by a number of other participants. For example, the discussion of five
participants in one of the focus groups shed light on different dimensions related to online and
face-to-face group learning. One of the students stated that face-to-face group learning is better
from his own perspective as this would offer the learners a chance to cover different aspects of
word knowledge while in the classroom. In effect, this participant compared this to online group
learning which, in his view, allows some learners to post about certain aspects of word

knowledge without the need to get involved in further discussions.
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P1 FG: I think it (face-to-face) is a better way, better than using a hashtag because we can
discuss a certain word and investigate it more deeply... It is more than just putting the
word in a hashtag and that is it. We would rather discuss the word further in a face-to-face
setting.

In response to P1_FG, three participants expressed complete disagreement and one expressed

partial disagreement. Each of the four participants provided at least one reason in support of his
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opinion. For example, one of the three participants raised the concern of feeling reluctant and
afraid of making mistakes in front of others, losing face, which was raised earlier by P27_INT.
He stated that:
ol s dazdl 5 8 (Jiy 22 (Uasd) (e qﬂ\,@g}\&ng}siuwiqgﬁiu ze-ta
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P4 FG: I don’t think that it (face-to-face) is better; I don’t think so because anxiety will
be back again. Being afraid of making mistakes while you speak is less on Twitter. Twitter
is better, more comfortable, and more beneficial. You take it easy, you don’t feel anxiety
which might appear as a result of the teacher’s presence; I believe it is more comfortable.

The other two participants suggested that students could be restricted to limited resources of
information when they learn together in classroom, while learning via the mobile microblogging
tool enables online searching and exposure to authentic language produced by English speakers.
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P7_FG: Inside a classroom, you will not find an opportunity to search for the word, or
read examples of it written by others. You do not reach out to people other than your
classmates.

The last participant who expressed his partial disagreement with P1_FG denoted that using the
current online tool to approach vocabulary items is better. However, it does not facilitate
learning the pronunciation of targeted words.
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P11 _FG: The most useful thing in the class is that you benefit from pronunciation but in
Twitter it (learning) is better but as | said regarding pronunciation, if I make a mistake, for
example, you (the teacher) correct me.

The last four extracts confirmed the potential benefit of using the focus group method.
Specifically, the complete and partial disagreement expressed by the participants in relation to
online and face-to-face group learning show how using this method can stimulate thinking, aid

in recalling more details and shed light on different dimensions related to the discussed issue.

A number of other positive issues surrounding social support which resulted from social
interaction and online group learning facilitation were also identified. These include providing
and receiving different kinds of social support, such as scaffolding, correction and
encouragement. In their accounts of these issues, the majority of participants showed that the
adoption of the mobile microblogging tool to approach targeted vocabulary materials helped
them to have a better learning experience as well as outcomes. For example, one interviewee
indicated that learning in a group is beneficial for students because when one makes a mistake,

others will correct him. He claimed that:
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P33_INT: It is definitely useful because you will learn... even if you have a mistake, they
will tell you what is correct.

This view was echoed by P4 _FG who stated that learning in a group gives students the
advantage of seeking help from other students in the group when they encounter something

difficult to understand or if they need any kind of support.
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P4 FG: you can ask your classmates when you do not understand... you can ask anyone...
the point is that you can find someone to help you.

Some participants offered evidence of direct scaffolded help they received from other more
knowledgeable classmates. In this case, the participants either asked others for help or received
direct help from another classmate. Also, the participants remarked on how quick and useful the

help they received was. For example, one participant explained:
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P36 _INT: ... they (classmates) helped me. Their level was higher than mine. They helped
me instantly and explained it (a word) to me in a simple way.

There was also evidence of indirect scaffolded help. In this case, the participants would
recognise that they made a mistake(s) through reading their classmates’ posts and consequently
they would go back and correct the mistake(s) in their posts. This was explicitly stated by
P26 _INT in his comment below.
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P26_INT: | read a Tweet composed by one of my colleagues and then | changed/corrected
my tweet... I deleted my tweet and then tweeted again after reading my colleagues’ tweets.

And, in one of his weekly reports, another participant reported:
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P14 _WR: | had a spelling mistake. | corrected it after the revision.

Additionally, a number of the participants were able to identify some advantages of providing
and receiving support when learning in a group. For example, it was pointed out by P14 _FG
that sometimes a student might not be aware of his mistake(s) until someone corrects it/them for

him. He said:
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P24 _FG: This is a plus. We correct one another, and when somebody corrects me | know
that | have a mistake.
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Another example was offered by P38_FG who argued that when one corrects another

classmate’s mistake(s), the corrected information will become firm and difficult to be forgotten.

P38_FG: And regarding further establishing words in your mind — when someone corrects
a sentence for someone else, the correct sentence will become firmly established.

However, a very small number of the participants expressed concerns about learning in a group
with others. Their expressed concerns can be attributed to two reasons. First, some were
particularly critical of learning in online environments due to different issues, such as learning
styles, learning preferences, etc. Second, some stated explicitly that they prefer to work
individually.

5.2.5.10 Fostering a more autonomous and student-centred vocabulary

learning environment

The participants’ responses in the interviews and focus groups illustrated that using the mobile
microblogging tool and task fostered a more autonomous and student-centred vocabulary-
learning environment. In further details, it was indicated that the adoption of mobile
microblogging helped the participants to be more active and responsible learners. Also, it gave
them the choice to decide when, what and how to learn. Moreover, it encouraged the use of
mobile microblogging to achieve personal learning goals, such as using mobile microblogging
in other courses and learning a third language. Some examples reflecting these elements will be

displayed and explained.

P14 _INT stated that the adoption of the mobile microblogging tool helped him to take more

responsibility for his vocabulary learning rather than relying on his teacher.
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P14 _INT: I mean, the words I translate and study by myself and then I study them again
with the teacher... I mean the knowledge I already have with the knowledge I obtain from
the teacher... this is one of the ways in which Twitter helped me.

In the same vein, using the mobile microblogging seemed to help the participants to be less
teacher-centred. For example, P26_INT pointed out that he did not need to ask his teacher for

words’ meanings because had already learned them via the mobile microblogging task.
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P26_INT: it (using Twitter) allowed the student to study and prepare the words before
attending the class, which is something students rarely do... that is a student prepares the
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words he need to learn. That was so useful for me. The other thing is that during the class,
I rely on my knowledge from reading and learning words’ meaning instead of asking the
teacher about one word or more.
Deciding to learn as well as how to learn were also reflected in the participants’ responses. For
example, P18 _INT explained that he decided to utilise other tools, such as Google and
specialised websites instead of Twitter to find the definitions of the targeted words and
examples. However, he used Twitter to search and observe the use of recently learned words,
including targeted words and words he decided to learn.
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P18 INT: ... But I used to find the definitions (of targeted words) using google... there
are specialised websites for definitions and synonyms. I did not use Twitter for that... I
did not use it to find examples. | only used Twitter to search words and observe how they
are used in authentic sentences, even for words you did not ask us to learn.
Moreover, using the adopted mobile microblogging tool to achieve personal learning goals was
reflected in the participants’ responses. P35 INT stated that he started to use Twitter daily to
learn words he decided to learn.
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P35_INT: Still until now I sometimes use Twitter when | encounter a word that | do not
know how to use. So, | search it in Twitter and see how people use it. I use this method
because I like it. I almost use it daily.

In addition, the adopted mobile microblogging tool was used for learning French, as a third
language. P20_INT explained that he decided to use Twitter to search and learn targeted French
words and their usages. He denoted that becoming aware of how to utilise the adopted mobile
microblogging for personal goals motivated him to enrol on elective French language course.
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P20_INT: I searched some (French) words such as book, student and the like. Basically, |
have started to deepen my knowledge (in French) since the beginning of the semester,
immediately after knowing about the way of using Twitter for learning. Also, | joined the
elective French course 11 because | felt that | went steps further with my French language.

Finally, P9_INT indicated that what he learned from his experience of using the mobile
microblogging to approach targeted vocabulary are skills that he acquired and would continue to

use in the future to deal with new words he might encounter.
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P9 _INT: But at the same time, even if we won’t use the hashtag idea again, at least I have
learned how to use and search for words and their meanings in Twitter.

5.2.6 Effect of using mobile microblogging on learners’ engagement with

vocabulary

This theme is a predetermined theme and includes four sub-themes as illustrated in Figure 4.
This theme is related to the impact of using the adopted mobile microblogging tool and task on
the participants’ engagement with their targeted vocabulary. The participants indicated that the
adoption of the mobile microblogging tool offered them a substantial opportunity to engage
with their targeted vocabulary. The participants’ views with a few examples will be presented

under each one of the sub-themes.

— Behavioural engagement

= Cognitive engagement

Theme 3: Effect of using

mobile microblogging on

learner's engagement with
vocabulary

Emotional engagement

— Social engagement

— Engagement with vocabulary

Figure 4: The theme and sub-themes are related to the effect of adopting the mobile
microblogging task on learner’s engagement with vocabulary

5.2.6.1 Behavioural engagement

Behavioural engagement refers to the participants’ effort and involvement in the mobile
microblogging task. It is reflected in the current task by participating in the mobile
microblogging activities. This incorporates accessing Twitter to read others’ posts, search for
and exchange targeted-vocabulary-related information. The participants’ views in the interviews
and focus groups have indicated that the current task had noticeably helped to promote their

behavioural engagement. These views are illustrated in the following examples.

Reading classmates’ tweets that contained the targeted words reflected the basic level of

participants’ behavioural engagement in the mobile microblogging task. P17_INT, who did not
make any posts during the research intervention, mentioned that he used to observe the targeted
words, their meaning(s) and examples in his classmates’ tweets. His comment indicated that he

used to check the course hashtag once to read his classmates’ tweets.
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P17 INT: ... I read until the last tweets before I stop.

Similarly, P19_INT explained that he used to check Twitter many times to observe the targeted
words in his as well as in his classmates’ posts.
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P19 INT: It is different in Twitter, many times... I check Twitter, I read, I check the
(targeted) words, I see my posts again... I still remember them.
A higher level of engagement was reflected by P18 _INT. He expressed his persistence to learn
and develop his vocabulary knowledge by posting and sharing his knowledge followed by
checking his classmates’ tweets. He explained that he used to keep checking in the same day or
the day after to read his classmates’ new posts.
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P18 INT: Of course, after | post the targeted words of the week, | check what my
classmates post. If they have not already, then | check again after a few hours or the
following day.

It was added by P33 INT that he used to intentionally check his classmates’ tweets two to three
times a week because he realised how reading his classmates’ tweets had a positive impact on

his vocabulary and language development.

alail ) cagia ol jaill (amy 48 ey o laaal e aladl Gjea ) 8 S0 S e 8Osl e - YY A
Al Blal Slie ) 85 alaee DA iny s sl 8 gaie Zalll 8 ) okt L) (S Jaad) ians
JAS 5 5 S i) bl Caglil ol Sl ol i e Jaal Al & L)) (e s g sl B
P33_INT: First of all, Twitter benefited me in that it enabled me to learn from my
classmates. I mean, I learn some sentences or words from their Twitter posts... my English
language improves... It made me... most of my time... for example... sometimes... I
check the course hashtag or check what my classmates have posted. | do this two to three
times during the week, and so on...

Also, P3_INT described his practices during the research intervention and linked them with the
increase in his vocabulary. His description indicates that he noticed that his vocabulary was
improved as a result of his behavioural engagement.
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P3_INT: ...After this experience, I acquired lots of vocabulary. Because | used to post the
words and memorise them, and I do the same every week... the same thing. As a result, I
acquired lots of words. | mean it (using mobile microblogging) benefited me a lot.
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Moreover, P28_INT elevated two interesting points that he believed to be associated with his
vocabulary development. First, he felt to be driven, out of curiosity, to check his classmates’
tweets every time he wanted to post. Consequently, P28 INT’ behavioural engagement with his
targeted vocabulary appeared to be promoted accidentally.
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P28 INT: ... When you go to post the words (in the course hashtag), even if you did not
intend to see your classmates’ posts, you must, while you are posting, see some words
(posted by classmates)... you read them... I mean... for curiosity.

The other point, P28 _INT mentioned, is related to the amount of involvement with the targeted
lexical items. He argued that putting more effort into learning a lexical item by using it in a
sentence example is more beneficial than just posting and sharing its definition. It can be
assumed that behavioural engagement is reflected in his point by fulfilling the mobile

microblogging task structures.
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P28 INT: ...Other than that, when you post a word’s definition then write an example.
You have done two things (related to learning a word).

In the same vein, P1_FG stated that being engaged with the targeted words by searching and
reading about them in Twitter was very useful. However, he argued that it will be more useful if
a learner reads, searches and posts about the targeted words.
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P1_FG: ... even if you do not post, it will be useful. This is because you search about the

word and its meaning in the course hashtag and classmates’ tweets. You discover more

than one meaning of some words. However, your benefit will be much more if you post

(anything related to a targeted word).
In addition, P6_INT and P21 _INT discussed how the adoption of the mobile microblogging task
to supplement the regular vocabulary learning practices has promoted learners’ behavioural
engagement with their targeted vocabulary. P6_INT compared relying on the textbook with
relying on the adopted mobile microblogging tool to learn targeted vocabulary. His comparison
indicates that using mobile microblogging increased his chance to engage with the targeted

words, compared to the textbook.
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A ) Al e ey @y 3ol 24 @l ) sadl 080 i e ) A GBS i Lo S QU (g
P6_INT: ...the mobile device is in his (a student’s) hand... he can benefit at any time. For
example, if the teacher asked you to learn some words... selected some words from the

textbook, you might not open the textbook at home... you will not benefit but because
your mobile device is 24 hours in your hand... I mean you will learn for sure.
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In the same way, P21_FG compared his experience of learning vocabulary in the current
research intervention with his vocabulary learning experience in the previous Reading course.
He explained that searching about a word, reading classmates’ tweets noticing how the words
were used and using the words in examples helped him to have better retention.
i Le 5 i Lo vy S U e 5 Reading | < d (Y st 4a3 (e ol ST ima - VY
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P21 FG: of course, I have benefited from Twitter’s experience. I mean when we studied
the reading book 1 and learned some new words we could not memorise them as we have
done this term. Because with learning the targeted words by using Twitter, you search
about them, give examples, and see how your classmates use them, so that way helps you
to memorise them easily.

5.2.6.2 Cognitive engagement

Cognitive engagement refers to the participants’ “psychological investment in and effort
directed towards learning, understanding, mastering the knowledge, skills or crafts that the
academic work is intended to promote” (Newmann et al., 1992). It is reflected in the current
task by the participants’ effort directed towards learning unknown words’ meanings and usages.
This involves “a comparison of a given word with other words, a specific meaning of a word
with its other meanings, or combining the word with other words in order to assess whether a
word (i.e. a form-meaning pair) does or does not fit its context” (Laufer & Hulstijn 2001, p. 14).

The participants’ views in the interviews, focus groups and weekly reports have indicated that
the current task had noticeably helped to promote their cognitive engagement. For example,
P24 FG detailed how he used to deal with new words and how the current mobile
microblogging tool helped him to achieve better learning and understanding. His comment
below shows that when learning a word, he used to spend effort to find more than one meaning,
encounter different word usages in different contexts, compare the meanings and choose the one
that fits its context and finally compose a sentence example.
Lol Cpaes e ina S ol AWK an i oo O S AUS & el phaa I Al Ul ime - Y
agdl OlaS 5 Alaall (i 8 Creadinf (oS 5 Al agdl s ¢yl 3 ) Leadin) (oS Gl e
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P24 FG: For me, there are certain steps for learning words. | firstly translate the word to
figure out how many meanings it has, and then I check how other people use it in Twitter. ..
So, I understand the word, how it can be used in a sentence, and | also understand the
sentences (provided by other students). After this, | will understand the word and will start
using it in the sense I have got in my mind, and finally | write my sentence.

Additionally, P26_INT showed that the effort he directed towards learning and understanding
unknown words by encountering different possible usages of them in others’ tweets helped him

to have firm vocabulary knowledge that is difficult to be forgotten. He emphasised that the
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tweets that contained an additional illustrative element, such as a photo, were more helpful than
the ones that did not. He stated:
By a3 |81 € sl il QW) il jas e 8 6 S0 ) il jai Bel B sa dda b ST 3e- YT
03gh £ o Lgma 5l By s Lgma Calian ()5S il yaill ale ] g daline il 8 4y 53S0 day,f 4300 (yiny ja3
il b S ) i ARSI e ala 85 5e ac i

P26 _INT: the most beneficial thing is reading my classmates’ and other people’s tweets.
Because 1 was reading a tweet, two, three... four tweets which were used in different
contexts and most of them were posted with a picture or something. This helps in learning
words’ meaning and in memorising it.

Also, P10_INT showed that he used to evaluate how a recently learned word is combined with
other words and fits in its context. He added that sometimes he checks the meanings of the other
combined words he does not know. He said:
1 JUl s () 5S3 (S (i ) Adas N (g5 e se (giny (AU Jlie sl i) Baildl) 130 - Y 0
Ja G dlaad) ina i) Cae liie Lgie Canl Ula 3031 (T 81 Y e pef S Le oS0 S &
il 50y L Alaal) b 028 A

P10_INT: The benefit comes when you see another example, other than the one you have
posted. It might be the case that in this new example, there are words which I don’t know
but were used by my colleagues so | go and find their meanings in order to understand
their sentences and therefore the benefit will be doubled.

Moreover, the participants seemed to associate the load of involvement in the weekly mobile
microblogging task with learning outcomes. That is, more involvement with targeted words
leads to better learning. For example, P27_INT, pinpointed that putting more effort into learning
a lexical item by using it in a sentence example is more beneficial than just posting and sharing
its definition. He also explained that encountering recently learned words in others’ tweets
enabled him to evaluate (1) how they are combined with other words, (2) how they fit their
contexts, and (3) compare each recently learned word’s different meanings.
5 JVsal) ()l 5 il it 2 el S Aol 8 grie ) saiy LAl 138 T dm dos (paad13e - YV o
Gl o Aagnia ClS ALK Ja i o D) il i Cagdl 5l a8 3 el G jea Y (e s (el
Caan 5 136 dlen 3 e a6 cilead Al (o Cilisg LS 45y PAleal) 8 laline iny (S $ilenl)
o by oal) aall | gy Al 8 LgiaS 13 il ek ¢ e ey o gl iaall

P27 _INT: And then step-by-step, this thing started to develop more. At the beginning, |
used to post my tweets then leave my mobile, and then | started to post mine and look at
my classmates’ tweets as well. I started to do this to check if I have used the word in the
right way (fitting the context). With certain words, it can be tricky; a student uses it in a
certain sense and it gives a certain meaning once translated into Arabic, while | use it in
another sentence and it gives another meaning one translated into Arabic.

In the same vein, another participant reported that using a recently learned word to form an
original sentence leads to making the word memorable. That is, a student will be more involved

when using a word to form a sentence than when he just searches and/or shares a word’s

meaning.
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P29 WR: from my experience, I think if a word’s meaning is unknown for you and you
just find the meaning then post it on the hashtag, most likely you will forget it. However,
if you find the meaning with posting an example, you often will not forget it because the
example helps a lot.

5.2.6.3 Emotional engagement

Emotional engagement refers to the participants’ positive or negative feelings, such as interest,
enjoyment, happiness, nervousness, convenience and anger. It is reflected in the current task by
the participants’ positive feelings of interest, enjoyment, comfort, convenience and negative
feelings of boredom or lack of interest. The gathered data have shown that the feelings of the
majority of the participants were positive which reflected that the current task helped to promote
their emotional engagement. Examples of these views were introduced and explained in the first

theme which is related to the participants’ attitudes (see 5.2.4).

5.2.6.4 Social engagement

Social engagement refers to learning that involves social practices, such as interactions and
group learning activities. It is reflected in the current task by the participants’ effort directed
towards learning unknown words’ meanings and usages by participating and interacting with
others during the research intervention. The participants’ views have indicated that the current
task had noticeably helped to promote their social engagement. For example, one participant
stated that he learned from his classmates as they all were part of the mobile microblogging
task. He stated:

s O plai lney VB ¢ S5 A iy Iy S g Ol e 4K s Ge - A

P8 INT: ... you can find the (targeted) word on Twitter... everyone (all classmates) is
participating. So, now, you can learn from Twitter

Talking about the same issue, social engagement was reflected by other participants who
referred to the fact that they used to post and share their knowledge, interact and exchange the

words they were learning. One participant said:

S 555 O ey S )5S iy U b s 8 Y e - n

P9 _INT: Because in Twitter there are students who participate and post about the words
(targeted words) and other students interact and so on.

Another one commented:
LOshsiy il ey g g Ll 53 5 Al i€ i) T S HLiall 48 HLiall 13 - ¥

P3_INT: Participation only... you write the (targeted) word, post it and then see what your
classmates will say (post).
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Also, it was alluded to the fact that the facilitation of social interaction the participants enjoyed
through using the mobile microblogging tool seemed to increase their social engagement not

only in Twitter but in the regular classroom too. For example, one interviewee commented:

UMC'AC)G"L‘A ‘L«“‘M\CAJ‘UA@M‘C‘C»\@\JM\QC:‘&)%}SCﬁ*“-Y' N

P20_INT: Twitter enabled me to interact with my friends... when we come to the
classroom, we interact with each other (regarding words posted on Twitter).

Moreover, it was assumed by another participant that lack of social interaction which was
facilitated by the adoption of the mobile microblogging tool could impact the participants’
learning outcomes negatively. He argued:
A5 5 i 13 Jin agaa @l i s il ¢ IS o o5 At Liadind Y (U Sisi el )13 4l i3e - Vs
AEBRNEE

P7_INT: I guess we will be negatively affected if Twitter stopped because we benefited
from using it so much... you find people to interact (participate or practice) with... this
interaction (participation or practice) would become less and thus affect our learning
(negatively).

5.2.6.5 Engagement with vocabulary as a critical factor

The participants’ views indicated that they had a variety of involvements with their targeted
vocabulary during the research intervention. Increased frequency of exposure with targeted
vocabulary was reflected by more than 75% of the participants. For example, one participant

indicated that the more he sees the targeted words the better learning he has. He said:

L) 5 Lgialad clgiagh (ada ) Geal TSN Gogil Ll 30 - A
P8 INT: When | repeatedly see the same word, | feel that | understand it, learn it and
acquire it.
Another participant assumed that his vocabulary knowledge was increased as he repeatedly
encountered the targeted words, during the weekly task and in the classroom. He said:
S (LS 6 L 50 g sall adaill 8 Lgd gy i Ly Ul Ll o 409 ) 5 AL Y 13- YV
Sie IS8 il i gy

P27_INT: No, it honestly increased because these words are literally the ones that | used
to see in textbook passages... So, I was exposed to these words frequently.

These views were elaborated by P26_INT who suggested that the adoption of the current mobile
microblogging tool and task enabled him to repeatedly encounter the targeted words in the
course hashtag. He detailed that he was able to be frequently exposed to the words in his
classmates’ posts, observe the usages of the words in different contexts, and sometimes find an
illustrative element, such as a photo. He claimed that these helped him a lot with learning the

words as well as establishing them in his brain.

119



zaﬂ)ﬂi);i‘;:ssdﬂ O i) g 25 6 8 ¢ i0he ) il 315 360 B 5 e e o8 ST e YT
b@;w@}\ﬁijuwuﬁﬂ\mﬂ‘dc\JM&S}AQG@@L)&K&)‘MMUM.MF
B EE LU g DAkt DU Y. PR DNN " SRR EX B BT N5 S PRC AW

P26 INT: the most beneficial thing is reading my classmates’ and other people’s tweets.
Because I was reading a tweet, two, three... four tweets which were used in different
contexts and most of them were posted with a picture or something. This helps in learning
words’ meaning and in memorising it.

Also, the participants showed that encountering the targeted words was not limited to their
classmates’ posts but it was extended to other Twitter users’ posts. That is, the participants used
to search the Twittersphere and observe as many authentic examples as they wish to learn their
targeted words. For example, P9_INT mentioned:
Ly ge lags aad) dic Alal 5 Jan (3 Radiiine LDl Lgie Cani s 4y gllaall ZalS) (iS5 4y 130 - 4 5
Ul

P9 _INT: Because you write the targeted word and then search for it; in this way, you will
find many example sentences posted by others, of course not necessarily your classmates.

Moreover, it was indicated that the participants could be spontaneously exposed to their targeted
vocabulary items. For example, P28 INT stated that he felt to be driven, out of curiosity, to

check his classmates’ tweets every time he wanted to post. He mentioned that:

5 ellaal iy s e el ol Sial il o s lal€l) daay as W s sidala Jslige- YA S
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P28 INT: ...when you are about to post the words (in the course hashtag), even if you do
not intend to see your classmates’ posts, you must, while you are posting, see some words
(posted by classmates)... you read them... I mean... for curiosity.

Another kind of involvement was reflected in the participants’ views. That is, the participants
reported that the adopted tool enabled them to practise and use recently learned words which
impacted their learning outcomes positively. For example, P11_FG claimed that practising
anything that was recently learned leads to better learning. He said:

Bel Al g daa) yall b 5 58l () 5Sy 5 e aaledll Juadl () 585 aalati ) kLl S Lails sz - VY

P11 FG: Also, it is always better when you put what you have learned in use, and it is
even better for revision and reading.

Turning now to another kind of involvement, increased amount of time spent engaging with the
targeted words was reflected by the participants. One participant reported that the adopted tool

enabled the participants to spend as much time as they desire beyond their regular class time.

G 6 aany Cpma (e 5l iy b Le g gl B st it ) Ayl W e 5 Jsl e - Y
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P20 _INT: Firstly, you are free to access Twitter whenever you want... there is no time
limit as in the case of a classroom environment... Information will be available all the
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time... We can even use it with our colleagues outside or anywhere... Even when we use
Twitter, there are many sources of information within Twitter. | mean in Twitter, we
might, for example, find so many examples on the word we’re looking for.

This view was echoed by another participant whose description showed that he spent time to
learn the targeted words in the Twittersphere. He stated:
JEal Jie Yo 131 Jlia Y0 (saie ¢ yiysi b iny Led g g L) b pele Apmn 3l (g2ie DWia 13- YT

Jlia s ST Gualaldl ) 1 JUiall Canaa () s ) Jliall dagdl L La SN JUiall dagdl 215 Lo Y
Ade agdl il 1, Ul

P26 _INT: For example, | had a difficult word that | knew nothing about, | just searched
for it on Twitter and it gave me 15 examples to read... So, if I couldn’t understand the first
example, the second or the third, even if the fourth is difficult or the even the fifth... at the
end of the day I will definitely find an example that | can understand.

In the same vein, P18 _INT pointed out that the current adopted tool increased the amount of
time he spent with the words and thus his retention improved. To support his view, he compared
his vocabulary retention in the current course with a previous one.
Oe Cangl S g el Cala 5 andl e (Oiial) Cala Ul leS 45y Juadl s ST Y Y 130 - VA
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P18 INT: No... no, I will remember it better because I have brought its definition myself
and | also got its meaning and was searching for its synonyms. So, all searches | do will
remind me of the word itself. So, it will become part of my vocabulary (I will memorise
it).

5.2.7 Approaching vocabulary and learning outcomes

The participants’ views in the previous theme showed how the mobile microblogging tool
helped to promote their engagement with their targeted vocabulary (see 5.2.6). In the current
theme, the participants’ views related to the impact of this engagement on learning and
retrieving new words, in-classroom participation, understanding teacher’s explanations and

comprehending reading passages will be illustrated with some examples.

Perceived impact on learning and remembering
vocabulary

Theme 4: Approaching
vocabulary and learning gl
outcomes

Participation

— Comprehension and understanding

Figure 5: The theme and sub-themes are related to the impact of engaging the participants with

targeted vocabulary via the mobile microblogging tool on learning outcomes
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5.2.7.1 Perceived impact on learning and remembering vocabulary

It was explained in 5.2.6.5 that the adoption of the mobile microblogging tool and task helped to
promote the participants’ engagement with their targeted vocabulary. The impact of this
engagement on the participants’ learning outcomes and remembrance appeared to be positive. It
was reported by more than two thirds of the participants that participating in the mobile
microblogging task led them to better learn and remember their targeted words. These views

will be illustrated with a few examples from the interviews and focus groups.

Most participants indicated that the adoption of the mobile microblogging tool and task
increased their engagement and thus impacted their learning outcomes. For example, one
participant said:

ele IS Lgalasin el Jaldl 5 s jiall 230 315 :3e - ¥

P3_INT: It (using Twitter) improved my vocabulary and helped me to learn how to use
them.

And another one mentioned:
&;uﬂjuﬂ¢3.\g.\;&\.«5uwé‘4_r~ e
P30 INT: You know new words... know how to compose sentences.
Also, the impact of repeated encounters on learning and remembering unknown words was
referred to by many participants. For example, P33 _INT claimed that utilizing the current
mobile microblogging task increased the amount of exposure to targeted words. As a result,
learning and remembering vocabulary has become better.
o ST e Guad ol 388 JalS i) 8 pe Guad ol sl (Gl e nad (a3 43) Slie s e - YY A
Al A g yin Al (e s 43 () e GG

P33_INT: For example, studying five times a day vs. five times in the entire semester or
five times vs. three times do make a difference because he (learner) will benefit from the
word... will firmly be established in his brain.

Moreover, P27 _INT showed that engagement with the targeted words helped to learn different
aspects of word knowledge, such as form-meaning relationship and the ability to combine

recently learned words with other words to form meaningful sentences. He said:

e g)sagj\j))Jaﬂ\_.\uniiaiqe},fjl@&Lj&hﬁﬁ"&;\j@jﬂﬁge\};ﬂw@;C,,q_\‘Vr,
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P27_INT: As a result of committing to access Twitter and reading my classmates’ tweets,
| started to feel improvement and increase (in vocabulary). So, once | see the words, |
recognise them. | know their meanings in Arabic and how to use them in sentences.

In addition, P4_FG presumed that the adoption of the mobile microblogging tool to approach
vocabulary could assist the participants to learn words other than the targeted ones and thus

increase the amount of their own vocabulary. He mentioned:
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P4 _FG: I believe that it (using mobile microblogging) is more beneficial because everyone
will use the (targeted) word with other words. .. while you intended to learn one word, you
learn approximately 10 words.

Furthermore, P26 _INT disclosed that engagement with targeted words in the mobile
microblogging task helped him to learn more than one meaning of a word as well as many
possible uses. As a result, he noticed that he did not need to ask his teacher for words’ meanings
or clarifications. He mentioned that:
ol 38 Sl ¢ ST S Y5 A e 4o i) Y15 i€l Jlaf caiSile Jay 4w (DISH a0 3e - YT 5
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P26 INT: ... when | go to class, instead of asking the teacher about a word or some words,
(through Twitter) | would be already familiar with the word(s) and its/their meaning(s). |
learn more than one meaning for a word as well as its many possible uses.

The participants’ views were supported by their regular class teacher. In his comment below, the
teacher explained how the adoption of the mobile microblogging tool and task impacted the
participants’ vocabulary gains and knowledge development.
) LV (e oan g iny RS agdy pad 3 aaailly s SV Capdy i Ul G ) )58 ) 53S0 Bl 23
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T: Although they (students) did not use to tell me, but I used to see the effect, especially
in their definitions of a word. | mean, one of the things I used to do when a student provides
a word’s meaning was to ask a second, third, fourth, and fifth student and subsequently |
used to hear different definitions related to the same meaning (of a word). This made it
clear that students were familiar with the words.

5.2.7.2 Participation

The amount of the participants’ in-classroom participation seemed to be positively impacted by
the adoption of the mobile microblogging tool and task. For example, one of the participants
commented that he noticed how his participation in the classroom increased after using Twitter
to approach targeted words. He stated:
e s8Il (80 gd el Lo ol ulef oY S & Ll L g egala Wails (L) iy 53 3 i3a- YA
il 58 ) ST 5 jualaall 8 cald ool L ciy ol

P18 INT: Actually, Twitter had a big influence. Before using it, | used to be quiet during
the class and rarely participated because | did not know the words. However, posting
words’ definitions enabled me to participate in the class.

Another interviewee, when asked why he thinks that his in-class participation increased, said:
LS L ) 5iSall aa la slaall a6 53 50 Sl ) 3 A slen dlvic B1Ga - VE

P14 INT: ... We can use the knowledge we obtained to participate in the classroom.
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A number of participants described how they noticed the increase in the amount of some of their
classmates’ in-class participation. For example, one of the interviewees, who refused to use
Twitter with his classmates during the first weeks, stated that:
Baaa LS Coyry el il Ul 30 ) (e JB1 OIS (DS 8 ldae Copnd o LT S Wb 30 - YV
Ay (RS (ol 5 (b ym

P27 INT: ... As a result, my participation in the classroom was very little in comparison
to my other classmates. I noticed that all of them had known about the new words’
meanings and how to use them.

Talking about this issue, five participants in one of the focus groups discussed how the adoption
of the mobile microblogging tool and task impacted on their in-class participation positively.
Each one tried to support his own view with an example, or a reference. The first one argued
that preparing the targeted words before attending the classroom made him feel confident and
thus his participation increased. He stated:
Lals o) Y 8 (ol it lal€ll o el () oS 8 pualaal) 8 el sl Ll Y (58 5 i adl oS ima - Y
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P1_FG: Of course, there is a big difference because when | attend the class | would be
already familiar with the (targeted) words and would participate confidently... my
participation would increase...

The second participant compared his own experiences of in-class participation before and after
the adoption of the mobile microblogging tool and task. He commented:
i s o Lad A LS G (e (A G LS (ams agdl Lo 4] dadadll 3 anl ol S tma - £
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P4_FG: previously, | had a problem with understanding the reading passages since | did
not know the meanings of most of the words. After using Twitter, it has become easier to
understand the words and thus | could participate more during the class.

The third participant, in order to support his view, indicated that their regular class teacher must
have noticed the increase in the amount of their in-class participation after the adoption of the
mobile microblogging tool and task. He said:
IO A ey Ta Uijas S 5§ 558 8 LS S ) ol agle gl (San 138 Jsedl B il 1 -V a
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P7_FG: I guess this question can be better answered by the teacher himself (how does the
adoption of the mobile microblogging tool and task impact on the learners’ in-class
participation?). | think there was a big difference since we were attending the class to learn
the words for the first time during the class. But, after using Twitter it became as if we
were just reviewing them.

Finally, the last two participants in the focus group agreed with what was said.
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These views were reinforced by that of the regular class teacher who used to observe the

participants’ practices and behaviours inside the classroom.
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T: In-class interaction. After approximately three-four weeks, in-class interaction became
clear in the classroom. While | had no idea about who participated and who did not, | was
able, 50% to 60%, to say that a particular student participated in Twitter.

5.2.7.3 Comprehension and understanding

The participants were asked to indicate whether the adoption of the mobile microblogging task
has an impact on their reading comprehension and understanding in the classroom or not.
Around 80% of the participants who responded to this question felt that the adoption of the
mobile microblogging task impacted their own reading comprehension and understanding in the
classroom positively. For example, the comment below shows that the adoption of the mobile
microblogging task helped the participants to have better reading comprehension.

TR o ol 58 e JAlS Jlaall pgdl (adA Cajus e Yoa

P20_INT: So, this (using Twitter) enabled me to comprehend the article when the teacher
reads it.

Another comment illustrating how the adoption of the mobile microblogging positively
impacted students’ comprehension and understanding in the classroom is displayed below. In
his comment, P8 _INT explained how he noticed a positive change in his reading
comprehension. He supported his view by comparing his own experiences before and after the

adoption of the mobile microblogging task.
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P8 INT: I could understand easily. During the first term, | could not understand the
reading passages, though the teacher used to explain them, so he (sometimes) had to use
Arabic language to explain. This semester with using Twitter | could understand the
lessons more easily.

Another interviewee declared that he would not be able to understand his teachers’ explanation
without learning the meanings of the targeted words. He elaborated that many words are
complex and the teacher might need to give many examples in order to help him to learn the
words, otherwise the student himself has to spend some time to learn. He said:
Al Ly L 838ne (5 50 i LY ¢ Jomsin 5l O @5l L Lganls Sl g sl Le (81230 - YA
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P29_INT: ...l think if I do not know the meanings of the words I encounter in the class, |
would not be able to understand. This is because the words are complex. (To learn them)
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you either need examples of their usages (to be given by the teacher) or you do check them
yourself.

More details about how the mobile microblogging task helped to enhance the participants’
comprehension and understanding was provided by some participants. For example, P27_INT
indicated that being engaged with the targeted vocabulary in Twitter enabled him to identify the

main idea of the reading passage. He said:

Lol A Hl1 8 KAl ) A IS el A) (L5 4kl el e - YV o
P27 INT... I noticed that it helped me a lot to identify the main idea (in a reading passage).
In the same vein, P36_INT alluded to the benefit of learning more than one meaning of a word.
He compared his previous experience of individually finding one meaning of a word with the
current experience during which he learned more than one meaning of a word. He specified that
his participation in the current task helped him to compare and choose the meaning that fits best
with the context of the reading passage he was studying. He stated:
Jaal W glsie 5 pualaall U8 (o all 3306 () ) 1 (5 siall & By ) L3 AlSa sxie culS 1 3a - T
(il b Ggllaal (e ¢ e chale Gl Cran i s Joaal dagi Ulae daed Lo Laily cilSs caald () SI
Leia 3 gaaia il Ul agil 5 4alSl) o gl iny st Juanl 5 53S0 e Ja Wl o i i) dmy oS0 el e
bl 138 3

P36_INT: | used to have a problem in the previous Reading course. | used to prepare in
order to understand when | attend the class. However, | used to find out that the meanings
of the words | learned did not fit within the context of the reading passages. After using
Twitter, however, | found out that | was able to understand what meanings fit best within
the context of the reading passages.

However, the disagreement between the participants in one of the focus groups around the
impact of the adopted mobile microblogging task on their in-classroom comprehension and
understanding provided a clearer image and helped to shed light on some interesting issues. The
first participant in the focus group stated that he noticed slight improvement in his
comprehension and understanding in the classroom. He justified that this little improvement
could be attributed to his little interest in participation in the mobile microblogging task.
Similarly, the second one, who scored very high in the pre-test, agreed with him without
providing any justification. They mentioned:

ua)AJt_\;\}‘Lﬂwgy\&ﬁud)w)dwhlﬂﬁugjuy sﬂo@&&;‘}]u;@_\'ie
i a8 ol
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P24 _FG: There was no noticeable improvement. Maybe, because I was not so interested...
I was not able to benefit.
P16_FG: It is the same for me. My understanding improved just a little.

The third participant seemed to be neutral in his view by indicating that it could take some time

before a student could notice any difference. He said:

126



By amy adaa Dl iy ) i 8 a0 B L Llle tme - YY

P21_FG: Often, you might not notice the difference in the same time. | mean, you could
notice it after a period of time.

However, the fourth participant expressed his disagreement with the previous responses and
indicated that the adoption of the mobile microblogging task helped him to have better

comprehension and understanding in the classroom. He stated:

5353 el LS mad jomaie i€ g aniing Slad i) G A3gal) (Ulaa 33 U1 Y 1zme - Vo 2

P15 FG: No, it does make a difference for me. | really felt that | benefited and was
prepared enough for some words (to be taught in class).

Another point of view was expressed by the fifth participant in the focus group. He signified
that the adoption of the mobile microblogging task impacted his comprehension and
understanding but neither slightly nor greatly. It can be guessed that he was referring to the idea
that some words had more than one meaning and he was not aware of the meaning that fits best
with the context of his reading passage. He commented:
u&t@ih@\g.amxwgij‘u@?@y}@bdejsiqi@uuw -
QLS b alaf o gl )Y Ales Gl ¢ Jine Cadas ) (g ae Il end Tl ol e i @)

P32_FG: it depends on the (targeted) words. So, | cannot generally say that my
understanding improved either greatly or slightly. On average, sometimes, | feel that | can
comprehend. Meanwhile, | sometimes feel that (the meaning(s) of) the words | encounter
in the textbook are slightly different (from what I learned in Twitter) although I had used
and posted the word.

Regarding why a student might feel his comprehension and understanding was impacted or not,
the sixth participant in the focus group, mentioned that when a student pays attention to some
words he feels his comprehension and understanding enhances. He found out that the adoption
of the mobile microblogging task was helpful for him. He said:
Lede S50 ) o) e clalual Lpany Joadl s Led et I Janll 3 cndias) caST cniiad) e rzma - V¥ 2
i )

P13_FG: I think I certainly benefited. | knew some sentences and forgot others. | believe
that I benefited more from the ones (targeted words) | paid more attention to.

Finally, the last participant in the focus group showed his partial agreement with P32_FG by
referring to the meanings of some words he learned in Twitter as not fitting within the context
of passages he was reading in the classroom. He commented:
O Sl e f agan Al (g Lin Gyl B o sl G Lela g Lo sy ) lalS) ma - YA S
S b e ed s La S a0 5 0y 0490-9 4 (unal) e K1) 3 Tan (AR Lgpilae

P38 FG: The (targeted) words I encounter in the classroom seem to be new... most of the
words because their meanings in the context of reading passages were different from their
meanings in the context of the message (Twitter post). 90-95%, | see something new as
if I did not do anything in Twitter.
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In support of these views, the regular class teacher stated that:
4 ilaa e Jilall 5 Jas AL de gana 85 Al il ) agii 5 e alady o Cinpal 5 508 e sama b :3LLY)
223l Lia) ) e g QM (e ST aae b

T: A big group (of students) were able to absorb and understand what you (teacher) are
saying and a very small group (were not) and a proof to this was my observation that a
larger number of the students were able to comprehend what we were learning.

5.2.8 Challenges of using mobile microblogging

This theme is a predetermined theme and it identifies the negative views of some participants
about the adoption of the mobile microblogging to approach vocabulary learning. As illustrated
in Figure 6, this theme includes three sub-themes that were inductively derived from the data.
The three sub-themes represent the concerns of the participants about the integration of a tool,
such as the current one, into regular language courses. Each of the emerging sub-themes will be

introduced with a few illustrative examples.

— Time
— Connection
Theme 5: Challenges of
using mobile microblogging
— Technical issues
Lack of familiarity with e-learning and Twitter

use knowledge

Figure 6: The theme and sub-themes are related to the challenges of using mobile microblogging

5.2.8.1 Time

A small number (less than 20%) of the participants indicated that time was a concern for them.
The comments they provided showed that taking part in the weekly group learning task required
time more than it would be if they were learning individually. The common view amongst those
participants was that their time was limited because they have other educational or personal
commitments. Talking about this issue, one of the participants mentioned that sometimes he did

not have time to check Twitter. He said:
IS (55 5 S b Sl aal )i an )l Ci 5 gxie ¢ sSle Ga¥l Gans Jsiile 55 4 (K1 i3a - VA B

P18 INT: It (using mobile microblogging) was so useful for me but sometimes, | had no
time to revise the words (targeted words) in Twitter.
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Another one explained that his time was limited. However, he tried his best to check his
classmates’ posts two to three times a day. He said:
C (5 3 Lgh gl ) g Untesall 8 J gl Balad ¢ Gauia Tan gie <2 o Ul 0¥ Bole da) oy (30 - Y'Y 5
e

P33_INT: To be honest, I usually have very limited time. So, usually I do my best to see
them (targeted words) two to three times.

Other participants provided justification why they had limited time. For example, P28 INT

explained that his time became limited during exam periods. He stated:

Anil )l ed V) 5 s sxie ¢S ol gl llal 13a - YA S

P28 INT: Sometimes students may have examinations. Otherwise, it (using mobile
microblogging) is a very wonderful idea.

Finally, one participant expressed that being required to take part in a weekly task that had a

time limit made him feel stressful. He commented:
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P35_INT: if I must learn the words before the end of the week and post and so on, this can
be a bit stressful.

5.2.8.2 Connection

There were some negative comments about the lack of an available internet connection. They
revealed their concerns about the need for an internet connection to take part in the mobile
microblogging task. Also, there were fears of using any kind of educational technology and e-
learning. For example, P27_INT stated that he was generally against the adoption of any type of
educational technology and e-learning because they require internet connection all the time. He
commented:

el G yile 53 ASY e i sein Lo Ul 35 I alaill 5 e lain) Jual sill b5 5 Sisis3a- YV o
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P27 INT: ... In general, I do not like Twitter, social networking and e-learning. As you
might be aware, these require internet connection all the time.

Turning to experimental evidence, two participants reported in their weekly reports during the
teaching intervention that they could not participate in the mobile microblogging task due to

lack of internet connectivity. For example, one of them reported:

s il gl jaill s B e oSl Al - 4 s
P9 WR: | could not read the tweets because my internet was down.

Another interviewee believed that availability of internet connection is essential if the

participants want to access and participate in Twitter. He stated:
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P22 INT: ... For example, you will not be restricted to one place such as your desk. You
can go anywhere but the most important thing is that you find internet connection.

This view was echoed by another participant who argued that if he could afford to have internet
connection he would check the course hashtag. Also, he raised another related issue by saying
that the university Wi-Fi connection was not working.
Laxd gaic S 51 ey (o AT die 53 g g Aeadl) Laiy ol sad) 3 < j3) gaie Lo add Ul ima - VT4
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P16_FG: | personally have no internet connection on my mobile phone. If | had this
service, I would check the (course) hashtag... Also, the university’s Wi-Fi connection is
not working.

Moreover, affording the cost of the internet connection was why some participants lacked
internet connection. For example, the comment below was provided in one of the weekly

reports.

LS U555 AL s J saie call) (S 135 Y4
P39_WR: The internet was disconnected because | received my monthly stipend late.

However, when commenting on his concern about the lack of internet connection, P16_FG

assumed that the lack of internet connection might not be everyone’s problem. He said:

P16_FG: However, my classmates might not have such a problem with internet connection
and | might be the only one having this problem.

5.2.8.3 Technical issues

Few participants have expressed their concerns about using a technological tool, such as
Twitter, in relation to account or information loss. For example, one of the participants
expressed his worries about losing posted information and these urged him to make a copy of
his posts in his own notebook. He said:
g e i Y g Lehiany La gl oy WAL Lad 3 i aa) o) (S uy Slal Ul Cajle Y 13a- 0
Malalf g gl gie Basm g0 5 5 0 d Wy iy L]
P5_INT: I know that (Tweets can be found in my account), but one might post a tweet and

then not find it. So, I used to write them in a notebook to make sure they are available
whenever | need them.

This view was echoed by one of the participants in the focus group who added that using a
notebook to write down what he is learning will protect his information from loss and thus he
can return to them after one or two years. On the other hand, the account or the tweets can

possibly be deleted. He stated:
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P32 _FG: ... Using the notebook will benefit me in terms of returning to it after one or two
years to check how | have been improved. However, in the case of keeping the tweets in
Twitter, you might lose your account information or the tweets might get deleted.

Turning to experimental evidence, in one of the weekly reports, one participant reported that he

had already lost his account and his posts were deleted. He reported:

PRIV 8 51 Sl (3% 85 (s (AT e e s S (o8 el BT AL S5 1TV
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P37_WR: | experienced a problem related to my Twitter account. My details and tweets
were erased. This might have been done by a hacker or someone who is using it now.
Thus, | created a new account to continue participating in the (course) hashtag.

Also, fears of relying on others’ posts were raised by one of the participants. He assumed that

revisiting his own or others’ posts is very useful as long as the posts will not be deleted. He

stated:

| s8aa La o(bte Jan (o8 Ll | se2ain) Clall iany aadiinf 13] 43) 5aa T 028 sEicld 1ma - 1Y
AT COU agie i S jLaAl  (3adall Jaall) agiia cilalasiny)

P13 _FG: I think it is very useful that you and/or other classmates can go back and read
the tweets which included the words used in composed sentences. As long as students do
not delete their tweets, other students can benefit from them.

5.2.8.4 Lack of familiarity with e-learning and Twitter use knowledge

As explained in 4.7.3.1, all participants received two hours of training on how to use Twitter.
However, two related issues emerged from the interviews and focus groups. First, lack of
familiarity with e-learning. Second, lack of knowledge of Twitter’s use. Talking about the first
issue, it was raised that some participants were not familiar or had no previous experience with

e-learning. This issue was first raised by P32_FG who stated:

G e b A b G oY) i e G clmall e e - TA S
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) (O i (pali ) gain 3o 028 cBaa IS | sunn 5 La ST Jeliia
P38_FG: One of the difficulties we encountered, | mean, it is not something related to
Twitter... no, it is related to that we... actually... our educational system... we have not
experienced using the internet to learn since childhood... from elementary... preschool
until now. This is the first time to experience using the internet for learning. So, it was not
easy for us, for most of us, to get used to it in the beginning. It took us some time to
familiarise ourselves. | think that next generations will be more active than us and they
might bring new ideas. It is an issue related to us.

In response to P38 FG’s comment, the other focus group’s participants agreed except two who

reported that they were already familiar with e-learning. For example, one of them clarified:

Al g B 4] g (sole 4 Capn Ul ima - YE &
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P24 FG: | felt I was normal. | did not feel it as something new and a problem.

This expressed disagreement encouraged another participant to put emphasis on what was
mentioned by P38_FG and to add that the current experience of using the adopted mobile
microblogging tool helped them to become familiarised and thus became ready to use Twitter or
other similar e-tools in future courses. He mentioned:
OIS (S ¢l 3 0 4 (583 (5 55 um o Amalad) () gl (e oliy ja Lo s e ¥ e - VT
i es o lua s (Ll all el Linlial US ny un ela o e (55380 ) Aas gially Laaals
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P16_FG: No, it is true. It is new. We did not experience it during our education from
preschool until university. But we necessarily have to try and that would be the first time
and it would be better if we had tried it during intermediate or secondary school. However,
we have just tried it and that is fine... but you trained us on how to use Twitter. I mean, if
we have not benefited from learning vocabulary, we, at least, have benefited from learning
how to use Twitter. So, if we need to use Twitter for any learning purposes, we will not
face any problem. We have learned how to use Twitter.
The researcher will now turn to what some other participants raised in relation to their
knowledge of using Twitter. For example, one of the interviewees mentioned that he was not
familiar with using Twitter and thus he experienced some difficulty at the beginning of the

current teaching intervention. He mentioned:
Lo crun e zali jll andiog 45 3 gate aalgll QIS Lo g daial y 2K Lo b ) gaall (g @S Lo (30 - TV
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P37 _INT: The image used to be unclear. | was not familiar with using the application as
you explained for us. However, one week, later, | became familiar with it and started to
touch its usefulness.

The same issue was reported by another participant. However, he added that he asked one of his

classmates for help. He commented:

ciae b Jae 31138 5 Jae ) s Cpamd el ) pald i€ Lo g i Jsf Ul i3a - Yo
P20 _INT: I was not familiar with using Twitter... so, | asked a classmate and he helped
me.
However, it was indicated by one of the participants that this issue seemed to be something that

affected some of the participants for a short period of time but was overcome shortly. He stated:

oLy g ) (BLLELED) 8 a2l mas s st LS el S Lo i (e AT W AGY (aST A0 ima - Vs
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P7_FG: This problem (lack of knowledge about using Twitter) was temporary, for sure. |

myself used to have limited knowledge about using Twitter. However, as a result of using

the (course) hashtag and the frequent use to learn the (targeted) words, using it became
much easier.
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5.2.9 Qualitative findings summary

It is clear from the qualitative findings that the use of Twitter for mobile microblogging was
positively perceived by the participants. The findings showed that their positive attitudes
affected their acceptance and willingness to use the adopted tool. The participants’ views
demonstrated how the tool and its features offered them opportunities to approach their
vocabulary learning. They also showed how the adoption of the current educational tool played
arole in (1) extending their classroom learning activities (see 5.2.5.7), (2) connecting them with
the broader world and consequently enabled them to enjoy learning from authentic/real
language (see 5.2.5.8) and (3) fostering a more autonomous and student-centred learning

environment in which they became more active and responsible learners (see 5.2.5.10).

Besides, the findings showed that the adoption of the mobile microblogging tool and task
boosted the participants’ behavioural (see 5.2.6.1), cognitive (see 5.2.6.2), emotional (see
5.2.6.3) and social (see 5.2.6.4) engagement with their targeted words and thus influenced their
learning experiences and outcomes positively (see 5.2.7). In the end, a number of challenges
related to lack of internet connection, issues related to accounts and learning information

protection and usability concerns and affording time were identified (see 5.2.8).

These findings will be further enriched and complemented by those of the quantitative findings,
which will be presented in the following section. Taken together, the findings from both
qualitative and quantitative data will be crosschecked and consequently a comprehensive

account of these findings will become possible.

5.3 Findings of quantitative analysis

53.1 Introduction

This part of the chapter is concerned with the quantitative data gathered from the questionnaires,
VKS and Twitter’s activity measurement. The findings obtained from these instruments will
complement and corroborate those presented earlier. They also contribute to the research
questions by providing further information regarding the participants’ attitudes, perceptions,
effect of the research intervention on engagement and consequently, vocabulary gains and
knowledge development. This part begins by presenting the findings of the questionnaires
followed by the findings of the pre-post VKS. It then moves on to describe and measure the
extent of the participants’ activity on Twitter and its relationship with the participants’

vocabulary gains and knowledge development.
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5.3.2 Results of the questionnaires
5.3.2.1 Attitudes towards vocabulary learning

A paired-samples T-Test was conducted to compare the total score of learners’ attitudes towards
vocabulary learning before and after the research intervention. Table 9 shows that there was no
significant difference in the scores of learners’ attitudes in the pre-questionnaire (m = 3.95, sd =
453) and the postquestionnaire (m = 4.00, sd = .400) conditions; t (31) = -66, p> .509). So, there
was no significant difference between learners’ attitudes before and after the research
intervention. However, the results indicate that most of the learners appear to have positive
attitudes towards vocabulary learning before the research intervention and that their attitudes

have slightly improved after the research intervention.

Table 9: Pre-post attitudes towards vocabulary learning

Measure Pre-questionnaire Post-questionnaire
Max score 5 5
- 88
[<F ir—r
= 2% Mean 3.95 4.00
o © =
n »
SD 453 400
Mean difference .046
w0
- | sD 386
5 E | t -668
5 | df 31
| Sig. (2-tailed) 509

5.3.2.2 Attitudes towards mobile learning

A paired-samples T-Test was conducted to compare the total score of learners’ attitudes towards
mobile learning before and after the research intervention. Table 10 shows that there was a
significant difference between the scores of learners’ attitudes in the pre-questionnaire (m =
4.04, sd = .618) and the post-questionnaire (m = 4.29, sd = .602) conditions; t (31) = -2.520, p<
.05). Although most learners appear to have positive attitudes towards mobile learning before

the intervention, their attitudes have significantly increased after it.
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Table 10: Pre-post attitudes towards mobile learning

Measure Pre-questionnaire Post-questionnaire
Max score 5 5
<88
D H
==k Mean 4.04 4.29
o © 3
N H
SD .618 .602
Mean difference .246
(72]
58 | SD 552
£ | t -2.520
o &
5 | df 31
| Sig. (2-tailed) 017

5.3.2.3 Attitudes towards using Twitter to approach vocabulary learning

A paired-samples T-Test was conducted to compare the total score of learners’ attitudes towards
using Twitter for learning before and after the research intervention. Table 11 shows that there
was a significant difference between the scores of learners’ attitudes in the pre-questionnaire (m
= 3.41, sd = .659) and the post-questionnaire (m = 3.96, sd = .492) conditions; t (31) = -4.823,
p< .05). The results of the pre-questionnaire indicate that most learners’ attitudes tended to be
neutral. However, the results of the post-questionnaire indicate that learners’ attitudes have
increased and changed significantly, indicating that learners’ attitudes have changed to be

positive after the research intervention.

Table 11: Pre-post attitudes towards Twitter for learning

Measure Pre-questionnaire Post-questionnaire
Max score 5 5
- 88
D B
= gé Mean 3.41 3.96
o ©
N hn
SD .659 492
Mean difference .545
w
5 8 | SD 639
=2 t -4.823
o &
5 | df 31
| Sig. (2-tailed) 000
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5.3.24 The post- treatment perceptions questionnaire

Learners’ perceptions were measured after the research intervention. A one-sample t-test was
conducted to examine their perceptions about learning vocabulary via the use of Twitter as a
microblogging tool. Table 12 indicates that most learners found learning vocabulary through
microblogging is effective (m = 3.98, sd = .549, t (31) = 41.001, p< .05).

Table 12: Learners’ perceptions about the research intervention

Measure Post-questionnaire
Max score 5
@ Mean 3.98
o n
=2
S5 SD .549
e
§ & t 41.001
df 31
Sig. (2-tailed) 0.000

5.3.3 Results of the VKS

As explained in 4.7.2, the VKS-Twitter (75 words) and the VKS-traditional (75 words) were
mixed and grouped to form the VKS-combined (150 words) that was administered before and
after the research treatment to track learners’ vocabulary development. Because the same test
was used in the pre-test and post-test, comparison between participants’ scores could be made.
The findings of such comparisons would reveal valuable information and can tell if using
Twitter as a microblogging tool to engage learners with their targeted vocabulary is effective or
not. A number of steps were followed in order to compare learners’ scores in the pre-test and

post-test. These steps will be introduced and discussed in the following two sections.
5.3.3.1 VKS scoring scale and procedures

As discussed earlier in 4.6.5, Wesche and Paribakht (1996) have proposed a Scoring Scale for
the VKS. The possible score for each item ranges from 1 to 5. Score 1 is given when the word is
not familiar at all and then the score ranges from 2 to 5 depending on the quality of the provided
translation, synonym or sentence example (Table 13). However, to ensure that the VKS is
appropriately scored in the current research, three important modifications to the Wesche and

Paribakht’s scoring scale were made.
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Table 13: VKS scoring categories

Self-rep_ort Possible Meaning of Scores

categories Scores

. — 5 1 The word is not familiar at all.

Il. % 2 The word is familiar but its meaning is not known.

1 — —E 3 A correct synonym or translation is given

IV, = - < 4 The word is used with semantic appropriateness in a sentence.

v — . The word is used with semantic appropriateness and grammatical
' > accuracy in a sentence.

(Wesche and Paribakht, 1996, p.30).

First, the “basic idea of the scale is to measure progressive degrees of word knowledge. Level 1
is not really a level at all, but reflects what the subject does not know” (Waring, 2002b).
Consequently, the possible score for the self-report category | will be changed to 0 instead of 1
(Table 15). This should lead to making a clear distinction between the self-report category |
which reflects learners’ unfamiliarity with given words and the remaining categories (II, III, IV

and V) that reflect levels of learners’ word knowledge.

Second, regardless of the words themselves, some of the VKS respondents appeared to confuse
some distinct words which happened to have similar forms. In more details, the fact that the
form of a word, such as fees, could have other similar forms (i.e. feed, feet) can lead to potential
confusion. Therefore, if a learner provides the meaning of the word feed when responding to the
given word fees, it can be assumed that he possibly confused between the two words. In other
words, the learner is familiar with the word feed but not with the given word fees, though he
declared so. In view of that, in self-report categories IlI, IV and V, if a learner provides a
meaning of another word that happened to have a similar form, the response has to be
considered as wrong and scored 1 not 2 as it would be according to Wesche and Paribakht’s
(1996) scoring scale. This is because the given word is not familiar at all, as indicated by the
provided response. Thus, in relation to the modification pointed out earlier, the meaning of the

possible score 0 was modified to consider words confusion, as illustrated in Table 15.

The third modification that was made was concerned with L1 translation of some given L2
words. More specifically, the self-report categories 111 and IV allow respondents to provide L1
translation which in a few cases might be not possible because the respondents’ L1 has no
equivalent word(s) or translation (e.g. the English word lexigram). Also, it was noticed that
some of the respondents provided L1 words that they seem to think of as L1 equivalents because

they carry related meanings or refer to the concepts of the given words. Table 14 illustrates with
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examples three different possible answers for the given word fees. According to Wesche and
Paribakht’s (1996) scoring scale, if a correct response for the given word is provided, score 3
will be given, if a wrong response was provided, score 2 will be given. However, the scale
failed to address the provided L1 translations that appear to carry related meanings to given
words that cannot be considered as correct or wrong. Accordingly, as illustrated in Table 15,
score 2 was added between the scores 1 and 3 to consider such issue.

Table 14: Examples of possible related translations for the word fees.

Word Possible Responses (Arabic) ng;'rile comments
1 “rosoom” (fees) 3 Correct translation is given.
2 “khadamat” (Services) 1 Wrong translation is given.

fees “akssat” (instalments)

3 “floose” (Money) ? Related translation is given.
“dafaa” (payment)

In view of all that has been mentioned so far, Table 15 presents the adapted version of Wesche
and Paribakht’s (1996) scoring scale which was used in this research to score the pre- and post-
VKS. These amendments made to the original scale, result in a 5-level scale. Score 0 was given
if the provided response indicated confusion or unfamiliarity with a given word. Score 1 was
given if the provided response was clearly wrong. Score 2 was given if the provided synonym or
translation was related to the correct meaning(s) of a given word. Score 3 was given if the
provided response was correct. Score 4 was given if a recently learned word was used with
semantic appropriateness in a sentence. Score 5 was given if a recently learned word was used
with semantic appropriateness and grammatical accuracy in a sentence. However, according to
the criteria of the last two categories, if the word appeared to be misused with no evidence of
confusion, score 1 is given, while score 0 is given if the word appeared to be misused with

evidence of confusion.

Table 15: Adapted version of Wesche and Paribakht’s (1996) scoring scale.

Self-report categories .
Meaning of Scores

| 1| m v v
0 The word/phrase is not familiar at all/confused with another
word.
1 1 1 1 | The word/phrase is familiar but its meaning is not known.
Possible A related synonym or translation is given.
scores 3 3 3 | A correct synonym or translation is given.
4 4 The word/phrase is used with semantic appropriateness in a
sentence.
5 The word/phrase is used with semantic appropriateness and

grammatical accuracy in a sentence.
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Finally, to check the reliability of the adapted scale and scoring procedures, a sample (10%) was
scored by another marker whose L1 is Arabic. Then, the results of his scoring were compared
with the results of the researcher’s scoring. The result of the comparison showed that the

difference between the scores was found to be not significant (less than 1%).

5.3.3.2 Pre-post VKS results

Similar to Paribakht and Wesche (1993), the VKS was statistically analysed. Calculation of
frequency data for the VKS variables as well as descriptive statistics on all variables is included.
Learners’ responses to all targeted words were calculated in order to determine the levels of
their vocabulary knowledge before and after the research intervention. In addition, all targeted
words were scored dichotomously to allow multivariate repeated measures analysis of
vocabulary development. To do this, the six VKS possible scores (0 to 5) were merged and
grouped into two major categories, “not known” and “known” (Table 16). The “not known”
category included the VKS self-report categories | and Il (levels of relative familiarity with
words for which the correct meaning is not known) while the “known” category included the
VKS self-report categories 11, IV and V (levels of knowledge of word meaning and correct

use).

Table 16: Not known and known categories illustrated in the adapted scoring scale.

Self-report categories

I m u v v Meaning of Scores
Not known Known
0 [ The word/phrase is not familiar at all/confused with another
word.
1 1 1 1 | The word/phrase is familiar but its meaning is not known.

Possible 2 2 2 | Arelated synonym or translation is given.

scores 3 3 3 | A correct synonym or translation is given.
4 4 The word/phrase is used with semantic appropriateness in a

sentence.

The word/phrase is used with semantic appropriateness and
grammatical accuracy in a sentence.

The percentage of learners’ responses to each of the VKS-Twitter and VKS-traditional
categories in the pre- and post- tests were calculated and compared in order to demonstrate the
effect of the research intervention as well as to find out if there were any difference between
learners’ vocabulary development when learning in Twitter (VKS-Twitter) and when learning
traditionally (VKS-traditional). Also, a paired sample T-Test was done to identify learners’

gains in the pre- and post- tests on these “known” and “not known” categories.
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The results of the VKS-Twitter illustrated graphically on Figure 7 show differences between
learners’ responses to the VKS categories in the pre-test and post-test. While the responses to all
categories have positively changed in the post-test, the changes in category 0 and 3 appear to be
more noticeable than in the other categories. The percentage of the responses to category 0 has
noticeably decreased by 30.39% and increased in category 3 by 22.22% in the post-test,

reflecting development in learners’ vocabulary knowledge.

To measure the development in learners’ vocabulary knowledge, the two dichotomous
categories “not known” and “known” illustrated on Figure 7 show that the percentage of the
unknown words in the pre-test (80.10%) has decreased in the post-test (52.72%) and the
percentage of the known words in the pre-test (19.90%) has increased in the post-test (47.28%).
These results of the VKS-Twitter indicate that the learners’ vocabulary knowledge has
improved (27.38%) after the research intervention.

100.00 100.00

Not known Known Not known Known
75.00 75.00

44.85
50.00 3525 50.00 38.26 36.92
25.00 14.70 25.00 |14.46
2.22 1.33 1.64 2.12 438 3.86
0.00 0.00
0 1 2 3 4 5 0 1 2 3 4 5

m Pre VKS (Twitter) mPost VKS (Twitter)

100.00 100.00
80.10
75.00 75.00
52.72
47.28
50.00 50.00
25.00 19.90 25.00
0.00 0.00
Not Known Known Not Known Known
m Pre VKS (Twitter) mPost VKS (Twitter)

Figure 7: Pre-Post VKS-Twitter Changes

After presenting the results of the VKS-Twitter, the results of the VKS-traditional will be
presented and illustrated. Figure 8 illustrates the differences between learners’ responses to the
VKS categories in the pre-test and post-test. It can be noticed that all categories except category
5 have positively changed in the post-test. In more detail, the percentage of the responses to

category 0 has decreased by 10.32%. Also, it increased by less than 5% in categories 1 and 3,
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and by 1% or less in categories 2 and 4. These positive changes reflect the development in the
learners’ vocabulary knowledge. In contrast, category 5 has decreased by less than 1%,

indicating a negative change in the learners’ vocabulary knowledge.

To measure the development in learners’ vocabulary knowledge, the two dichotomous
categories “not known” and “known” illustrated on Figure 8 show that the percentage of the
unknown words in the pre-test (58.43%) has decreased in the post-test (53.03%) and the
percentage of the known words in the pre-test (41.57%) has increased in the post-test (46.97%).
These changes indicate that learners’ vocabulary knowledge has changed positively by 5.4%.

100.00 - 100.00
75.00 1 Not known Known 75.00 Not known Known
50.00 50.00
29.47 28.96 32.14 33.88 3655
25.00 - 25.00 | 19-15
2.29 2.84 431 2.53 3.86 4.03
0.00 0.00
0 1 2 3 4 5 0 1 2 3 4 5
Pre VKS (traditional) Post VKS (traditional)
100.00 100.00
75.00 75.00
58.43 53.03
46.97
50.00 41.57 50.00
25.00 25.00
0.00 0.00
Not Known Known Not Known Known
Pre VKS (traditional) Post VKS (traditional)

Figure 8: Pre-post VKS-traditional changes

Moreover, a paired-samples T-Test was made to compare the two dichotomous categories “not
known” and “known” categories of the two VKS measures. The results of the T-Test, as
illustrated in Table 17, showed that the VKS gains were significant for all the two measures, the
VKS-Twitter (mean difference = 10.68, t (38) = 16.69, p< 0.05) and the VKS-traditional (mean
difference = 2.10, t (38) = 6.67, p< 0.05). However, the VKS-Twitter showed noticeably higher
gains than the VKS-traditional.
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Table 17: Pre-post VKS “Not Known” and “Known” categories changes

Measure The VKS-Twitter The VKS-traditional
Category Not Known Known Not Known Known
2 | Subjects 39 39 39 39
E’- 8 ‘ Pre-test Mean 31.24 7.76 22.79 16.21
SZ SD 6.79 6.79 11.45 11.45
£® | Posttest Mean 20.56 18.44 20.68 18.32
o

SD 7.26 7.26 11.33 11.33

Mean difference 10.68 -10.68 2.10 -2.10

o g SD 5.54 5.54 2.73 2.73
= 5 | t 16.69 -16.69 6.67 6.67

5 | df 74 74 74 74

[ Sig. (2-tailed) .000 .000 .000 .000

Additionally, a paired-samples T-Test was made to compare the learners’ VKS total scores in
the pre- and post- VKS-Twitter and VKS-traditional measures. The results of the T-Test, as
illustrated in Table 18, showed that there were significant differences between the learners’ total
scores in the pre- and post-tests of the VKS-Twitter (mean difference = 69.56, t (38) = 12,90, p<
0.05) and the VKS-traditional (mean difference = 16.02, t (38) = 7, p< 0.05). However, the
VKS-Twitter showed noticeably higher gains than the VKS-traditional.

Table 18: Pre-post learners’ VKS total scores changes

Measure The VKS-Twitter | The VKS-traditional
N 39 39
2 ‘ Max score 375 375
g4 ‘ Pre-test Mean 73.00 122.13
3Z SD 41.28 44.42
£® | posttest Mean 142.56 138.15
- sD 52.18 41.95
Mean difference 69.56 16.02
<8 | SD 33.67 14.29
S5 ‘
=R t 12.90 7
g £
8 | df 38 38
| Sig. (2-tailed) 000 000

534

The current section statistically determines the participants’ levels of engagement with their

targeted words. Specifically, it provides informative data that reflect how each of the

Twitter activity measurement
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participants dealt with his targeted words and consequently identifies his level of engagement.
The following paragraphs detail how the participants’ online practices during the research

intervention were traced and calculated.

The number of learners’ posts were counted and their contents were analysed. These showed
that the learners who posted during the intervention produced 1,749 tweets containing
information related to the learners’ targeted vocabulary, such as words’ meanings and original
examples. So, as illustrated in Figure 9, the posts were classified into three categories. These
three categories reflect the learners’ practices to approach their targeted vocabulary. The first
category includes the learners’ tweets concerned with targeted words’ meanings (45%). That is,
any post that contains a word’s meaning(s), translation or definition. The second one includes
the learners’ tweets concerned with the use of recently learned words in original sentences
(33%). That is, any post that contains example(s) written by a learner. However, three steps
were taken to discover whether the given example was original (i.e. written by the learner) or
not. These were judged by the researcher himself and a colleague in the same department, and
making online checks using different search engines, such as the Twittersphere and Google. The
last category includes the learners’ tweets concerned with sharing authentic examples from the

Twittersphere that they observed and liked (22%).

100%

75%

45%
50% 33%

22%
- -
0%

m\Words' meaning  ® Original examples Liked examples

Figure 9: Distribution of the learners’ tweets over categories

Moreover, Figure 10 illustrates the percentage of learners who posted and contributed to each of
the three categories. It can be noticed that 79% of the learners tried to microblog about words’

meanings; 77% of the learners microblogged their composed sentences in which they used their
recently learned words, and 67% shared authentic examples from the Twittersphere that contain

recently learned words they observed and liked.
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Figure 10: The percentage of learners who contributed to each of the three categories

In addition, the learners were asked to declare whether they spent some time to read other
classmates’ posts or not. This revealed that only two of the learners did not read their
classmates’ posts in the weekly hashtag. However, they used the mobile microblogging to make
posts. In contrast, 80% of the learners who read the hashtag declared that they read more than

50% of their classmates’ posts during the research intervention.

The learners were also asked to declare in their weekly report whether they did/did not post.
This was confirmed by checking the frequency of each learner’s posts as observed in the mobile
microblogging tool. As illustrated in Figure 10, 36% of the participants posted reasonably
regularly over a period of seven to eight weeks, 26% posted over a period of five to six weeks,
15% posted over a period of three to four weeks and 13% posted over at least one of the eight
weeks’ intervention. However, 10% of the learners did not make any post during the
intervention. However, they declared that they used the mobile microblogging to read their
classmates’ posts. Accordingly, it can be summarised that 90% of the participants experienced
posting and 95% experienced reading other’s’ posts during the use of the mobile microblogging

tool and task.
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= non-posters = posted 1-2 Weeks = posted 3-4 Weeks = posted 5-6 Weeks = posted 7-8 Weeks

Figure 11: Percentage of the learners and the number of weeks during which they posted

Following these descriptive statistics, a number of correlational analyses were made to measure
the direction and strength of the relationship between the participants’ levels of involvement and
engagement as reflected by their postings and their vocabulary knowledge development as
reflected by the VKS results. In more detail, Twitter activity measurement which indicates the
number of posts made by each learner was the first variable. The other three variables were
concerned with words’ meanings, original examples and liked examples. These variables were
correlated with the participants’ vocabulary knowledge development variable which reflects the

learners’ development after the research intervention.

It is worth mentioning that all the participants (those who posted and those who did not) were
included in these correlations to ensure more valid results. In other words, excluding or
separately correlating the non-posters could affect the validity of the results for two reasons.
First, the minimum score in Twitter activity measurement variable is supposed to be 0 and thus
excluding those who were scored 0 (the non-posters) would change the minimum score to a
higher value (i.e. 1 or higher). Second, the 0-score given to the non-posters reflect their level of
involvement and engagement with the targeted words which is supposed to be correlated with
their score in vocabulary knowledge development. Accordingly, it is believed that including the
non-posters ensures that the correlation between the lowest level of engagement and the

development in vocabulary is not overlooked.

The relationship between the participants’ vocabulary knowledge development and Twitter
activity measurement variables was assessed (Table 19). A positive correlation was found
between the two variables (r = .667, n = 39, p <.05). Overall, there was a strong positive
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relationship between vocabulary knowledge development and Twitter activity measurement.
Increase in the Twitter activity measurement was correlated with an increase in vocabulary

knowledge development.

Table 19: The relationship between vocabulary knowledge development and Twitter activity

measurement
Vocabulary knowledge
development

> Pearson Correlation 667"
2 E
2 . .
<5 Sig. (2-tailed) .000
o=
E s N 39

**_Correlation is significant at the 0.01 level (2-tailed).

Multiple correlation was computed to assess the relationship between the learners’ vocabulary
knowledge development variable and the variables, words’ meanings, original examples and
liked examples. Table 20 shows a positive correlation between the learners’ vocabulary
knowledge development variable and each of the other three variables, words’ meanings (r =
569, n =39, p <.05), original examples (r = .613, n = 39, p <.05) and liked examples (r = .368,
n =39, p <.05). A strong positive relationship was found between the learners’ vocabulary
knowledge development and two of the three other variables, namely, words’ meanings, and
original examples. A moderate positive relationship was found between the learners’ vocabulary
knowledge development and liked examples variables. Increase in the words’ meanings,
original examples and liked examples were correlated with increase in the learners’ vocabulary

knowledge development.
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Table 20: the relationship between vocabulary knowledge development and words’ meanings,

original examples and liked examples

Vocabulary knowledge development
_ Pearson Correlation .569™
B £
§ § Sig. (2-tailed) .000
& N 39
= 8 Pearson Correlation 613"
c o
E’ = Sig. (2-tailed) .000
o &
N 39
@ Pearson Correlation .368"
T = _ )
= E Sig. (2-tailed) 021
S
N 39

**, Correlation is significant at the 0.01 level (2-tailed).
*, Correlation is significant at the 0.05 level (2-tailed).

5.3.5 Quantitative findings summary

The questionnaires’ responses revealed that the participants’ attitudes towards using the adopted
mobile microblogging tool and task were generally positive (see 0). It has also been found that
engaging the participants with their targeted vocabulary played a role in enhancing their
vocabulary learning. The findings from the VKS (see 5.3.3) and Twitter activity measurement
(see 5.3.4) demonstrated that the adopted tool helped in engaging the participants with their
vocabulary and consequently, developed their knowledge of the targeted words. The following
section will bring together, as well as crosschecking, these quantitative findings and the

gualitative findings presented earlier.

5.4  Triangulation between the qualitative and quantitative

findings

This section reviews and crosschecks the findings presented earlier in this chapter. In essence, it
illustrates how the various findings complemented and reinforced each other. Specifically, the
participants’ positive attitudes and perceptions about the adoption of the mobile microblogging
tool and task were possible to be elicited from the questionnaires, interviews and focus groups.
Likewise, the participants’ responses in these instruments assisted in understanding how the
integration of Twitter as a mobile microblogging lessened the participants’ struggle with
vocabulary learning and increased their vocabulary gains. In the same vein, the obtained
responses show how this new way of learning is beneficial, proper, flexible and comfortable.
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The conclusions from the Twitter activity measurement and the weekly reports corroborated
those of the interviews and focus groups in that the implementation of the mobile microblogging
increased the participants’ engagement with their targeted vocabulary. While the quantitative
data obtained from the weekly reports and Twitter activity measurement showed that the
adopted tool increased the participants’ engagement with vocabulary, the perceptions expressed
in the interviews and focus groups reaffirmed them. The perceived positive impact of the
participants’ increased engagement on their vocabulary gains and knowledge development was
reinforced by the results of the VKS. In other words, the results of the VKS were in line with
the participants’ perceptions conveyed in the interviews and focus groups. Explicitly, engaging
the participants with their targeted words via the mobile microblogging tool and task enhanced

their vocabulary gains and knowledge.

55 Summary

The results of this chapter indicated that the new way of learning applied to vocabulary learning
in this study was positively perceived. This influenced their willingness and acceptance of using
the adopted mobile microblogging tool to engage and involve with their targeted vocabulary.
Qualitatively, the findings reflected how the adopted tool helped the participants to approach
their vocabulary learning and thus impacted on their engagement. Quantitatively, meanwhile,
data has statistically showcased that the participants’ increased engagement with vocabulary had
an effect upon their vocabulary gains and knowledge development. The next chapter, moves on

to interpret and discuss these findings.
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Chapter 6: Discussion

6.1 Introduction

The current chapter presents a discussion of the findings displayed earlier in chapter 5. These
findings showed that the participants’ attitudes towards vocabulary learning and the adoption of
the mobile microblogging to approach vocabulary learning had been positively improved after
the research intervention. Also, they demonstrated that the adoption of the mobile
microblogging helped to promote the learner’s engagement with vocabulary learning and thus
impacted on their vocabulary gains and knowledge development. Moreover, it identified a
number of challenges that were encountered during the research intervention. These findings
will be revisited, further discussed and related to previous research for the sake of answering the

research questions.

The chapter is structured in accordance with the three research questions. Specifically, it
discusses the findings related to each research question and then, explicitly, provides their
answers. Accordingly, the chapter begins by discussing how the learners perceive the adoption
of Twitter as a mobile microblogging tool to approach their vocabulary learning. It then moves
on to discuss how the adoption of the mobile microblogging tool helped in promoting the
learners’ engagement with their targeted vocabulary. Next, it discusses the impact of engaging
the learners with vocabulary on their vocabulary gains and development of knowledge. Then, it
introduces the pedagogical framework that guided the use of the adopted tool and task to
facilitate and promote learners’ engagement with their targeted vocabulary. Finally, in the

following section, it explicitly presents the research questions and their answers.

6.2 Learners’ perceptions about the adoption of mobile

microblogging to approach vocabulary learning

This section discusses the findings related to the first research question and its sub-questions.
The questions are concerned with investigating the learners’ attitudes and perceptions about the

adoption of Twitter as a mobile microblogging tool to approach vocabulary learning.

1) How do EFL learners perceive the adoption of mobile microblogging to approach vocabulary
learning?
a. What are EFL learners’ attitudes towards vocabulary learning before and after the

research intervention?
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b. What are EFL learners’ attitudes towards utilising a mobile microblogging tool to
approach vocabulary learning before and after the research intervention?

c. How does mobile microblogging help EFL learners to approach vocabulary learning?

d. What challenges might be encountered?

The discussion of the findings related to these questions will be divided into three sub-sections.
The first sub-section discusses the findings related to the learners’ attitudes towards vocabulary
learning and mobile microblogging. The second sub-section focuses on how the learners utilised
the adopted tool to approach vocabulary learning as well as how it complemented their existing
practices to approach vocabulary learning. Finally, the last sub-section discusses the challenges
encountered by the learners during their use of the adopted mobile microblogging tool and task.

6.2.1 Participants’ attitudes

This section is concerned with the sub-research questions 1.a. and 1.b. These questions
investigate the attitudes of the learners towards vocabulary learning and the adoption of the
mobile microblogging to approach vocabulary learning. This research used qualitative and
guantitative data from pre- and post-questionnaires and post semi-structured interviews to
explore the learners’ attitudes. As anticipated, the findings from this research show that the
learners’ attitudes have positively changed after experiencing the mobile microblogging to

approach vocabulary learning during the eight weeks’ intervention.

With respect to the learners’ attitudes towards vocabulary learning, the results demonstrated that
the learners generally have positive attitudes towards vocabulary learning. In addition, it showed
that their attitudes were slightly improved after the research intervention. Most of the learners
think that vocabulary is an important part of language learning. However, what is surprising is
that almost half of the respondents (44%) considered vocabulary learning difficult. This
observation is noticeably different from that observed by Altiner (2011) who investigated the
use of Anki as a technological tool to improve vocabulary learning and found that most of his

participants considered learning vocabulary difficult.

Turning now to the learners’ attitudes towards the use of mobile devices and Twitter (the mobile
microblogging tool) to approach vocabulary learning, the findings demonstrated that the
learners’ attitudes have positively changed after the research intervention. These are
unsurprising but encouraging findings as they broadly support the work of previous studies
concerned with learners’ attitudes towards the adoption of a technology to facilitate learning
(Alzahrani, 2013; Basoglu & Akdemir, 2010; Hsu, 2013; Yu et al., 2010). To be precise, it is
evident from both quantitative and qualitative data that more than two-thirds of the learners

enjoyed learning via the adopted tool. They also perceived the adopted tool as useful and easy to
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use as well as this way of learning as convenient, flexible, and comfortable. Moreover, they
emphasised its effectiveness in relation to their knowledge development. More specifically, it
facilitated learning words’ meanings as well as enabled encountering recently learned words in
authentic examples. For instance, one of the learners pointed out that “in Twitter, we can feel

convenient to learn. It is more effective to learn in mobile”.

In line with previous research, five factors could explain how the adoption of the mobile
microblogging tool affected the attitudes of the current research participants. Firstly, the
perceived ease of use, i.e. the simplicity of using the tool and its technical features to engage
with targeted vocabulary by exchanging vocabulary knowledge as well as reading classmates’
and others’ posts (Davis, 1989). Secondly, the perceived usefulness (Davis, 1989), i.e. the
facilitation of learning targeted vocabulary in a better way. Thirdly, the perceived convenience
and flexibility of learning (Martin & Ertzberger, 2013), i.e. the learner’s ability to learn at his
convenience, anytime, anywhere and as desired. Fourthly, the perceived stress and anxiety relief
which is referred to as providing learners with a learning environment that is more comfortable,
calm, stress and anxiety free. Fifth, the perceived effectiveness (Azar & Nasiri, 2014), i.e. the
positive effect of using the adopted tool on learners’ vocabulary knowledge development
resulted from engaging them with targeted vocabulary materials, exchanging relevant
information and authentic examples, providing and obtaining support while outside the language

classrooms.

However, a note of caution is due here since the responses of a few participants show
contradictory attitudes. A number of factors that could lead to internal contradictions with
regard to learners’ attitudes towards the adopted mobile microblogging tool and task have been
uncovered by the findings of the current research. First, the effect of prejudgment practice. This
means to say, the prejudgment practised by some learners seemed to influence their acceptance
and willingness to use the adopted tool and task and thus their attitudes. To illustrate, one of the
respondents, who decided not to use the adopted tool and task during the first weeks, explained
why he changed his view and started to feel positive about the adopted tool and task. In
particular, he said: “My participation in the classroom was very little in comparison to my other
classmates. | noticed that all of them had known about the new words’ meanings and how to use

them”.

Second, issues associated with the nature of the learning task. That is, some of the participants,
who expressed positive attitudes towards the adopted tool and task in general, appeared to have
negative attitude towards a specific activity in the learning task (e.g. writing, sharing). For
example, one of the participants stated that he started to feel bored of writing after some time. It

seems possible that the learner’s boredom was due to his lack of interest in using his phone to
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type his example sentences or words’ meanings. However, there is another possible alternative
explanation which is related to the difficulty and complexity associated with using recently
learned words to write sentence examples. More specifically, this seems to refer to the difficulty
associated with ‘evaluation” which is the cognitive component of the Involvement Load
Hypothesis (Laufer & Hulstijn, 2001). This cognitive component is concerned with evaluating a
recently learned word through (1) comparing the learned meaning(s) of it with its other
meanings, (2) comparing it with other words to check its suitability and/or (3) usability in a

given context.

It can therefore be assumed that learners’ contradictory attitudes reflected how they responded
to the emergent factors they realised. Comparison of the findings with those of other studies
confirms that learners’ attitudes are sophisticated and could be affected over time by the
possible interference of various emergent factors (Adolphs, 2005; Subtirelu, 2013).
Accordingly, further longitudinal investigations are needed to elicit additional factors not

discussed here or previously in the literature.

6.2.2 Approaching vocabulary learning

This section is concerned with the sub-research questions 1.c. which investigate how the
adoption of mobile microblogging help the learners to approach vocabulary learning and
complement their existing practices to approach vocabulary learning. In order to investigate
these issues, this research used qualitative and quantitative data from post semi-structured
interviews, focus groups, weekly reports, responses to open-ended questionnaire’s items, the
post-questionnaire, and the learners’ posts. The findings related to these two research sub-
questions showed that the adoption of the mobile microblogging helped the majority of the
learners to approach their vocabulary learning as well as complementing their existing learning
practices. These were particularly significant because they reflect the participants’ satisfaction
with the mobile microblogging features and how they facilitate learning. Each of these features

will be discussed in relation to the sub-question 1.c.

The perceived easiness was referred to earlier with respect to the learners’ attitudes, in 6.2.1.
However, in the current section, it is discussed with respect to how it helped the learners to
approach their vocabulary learning. The perceived easiness incorporates three types, namely,
ease of use, ease of access and ease of learning. Ease of use refers to the ease of using and
dealing with the tool, while ease of access refers to the ease of accessing relevant vocabulary
learning information to learn based on their own as well as the collective knowledge of other
classmates outside the language classroom. Finally, ease of learning refers to the simplicity and

usefulness of using the adopted tool to approach vocabulary learning. These were referred to by
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a number of learners who illustrated how they utilised the tool to approach their vocabulary
learning. For instance, one of the interviewees pointed out how the easiness of using the tool as
well as accessing information relevant to targeted vocabulary made learning easier and better.

XS 55 G a s JA a5 all g dme aal g JS GEAS a8 Jeuy S gls o8 1YY 0 Ba

P22 INT: It (mobile microblogging) is nice and easy. You can access... everyone has a
mobile device and can access, tweet, search and so on.

This finding is in agreement with previous research (Hsu, 2013) which suggest that participants
who perceive the tool as easy to use will be motivated to devote more of their time to
vocabulary learning. For example, a number of the learners alluded to the fact that learning via
their mobile devices that they carry and use all the time is easier than carrying and learning from
their textbooks and thus more motivating. It also corroborates the findings of previous work
(e.g. Davis, 1989 and Yates et al., 2015) in that the easiness of the e-tool minimises the learners’
distraction and thus increases their attention to their targeted vocabulary learning. In other
words, if learners experience difficulty using an educational technology tool they might be

distracted from learning and thus have poor vocabulary gains.

Learning anywhere, anytime was perceived by the learners as a useful feature that helped them
to approach vocabulary learning. A possible explanation for this might be attributed to Schmitt’s
(2010a) notion of engagement with vocabulary which incorporates that extending the learners’
time spent on their targeted vocabulary is presumed to aid learning and retention. That is to say,
the adoption of the mobile microblogging tool and task allowed the learners who often used to
deal with their unknown words during their regular class time and/or before an exam to invest
their previously unproductive time in learning. This includes searching words’ meanings,
posting meanings and original examples, reading classmates’ posts and exposure to authentic
usage of recently learned words in the Twittersphere as desired, anytime or anywhere. The
learners also referred to the fact that the adoption of the tool and task extended their usual face-
to-face class activities by providing such an e-learning platform through which they were

enabled to share, communicate, support and learn together as well as from each other.

These findings are broadly similar to the findings of other studies. This includes the studies
which suggested that the adoption of educational mobile technologies allows learners to invest
their previously unproductive time to learn at locations and times of their choice (Cui & Bull,
2005; Hlodan, 2010; Llic, 2013; Lu, 2008; Palalas, 2012; Sharples, 2000; Sharples et al., 2007,
Stockwell, 2007). Also, the studies which suggested that the integration of web 2.0 technology
extends the learners’ face-to-face class activities and enables them to take place while outside
the classroom (Al-Shehri, 2011; Carter, 2011; Junco et al., 2013; Junco et al., 2011; Kassens-
Noor, 2012; O’Reilly, 2005; Schroeder et al., 2010).
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Searching information related to the learners’ targeted words was also perceived positively by
the learners. The learners who commented on their experience of searching information related
to their targeted words in the microblogging tool felt that this feature was helpful. They also
alluded to the usefulness of the results (tweets) that were returned by their search and their
effect on their learning outcomes. While the learners were required to only enter one of the
targeted words in the search bar in Twitter, the results that returned were many and varied in
terms of type and content. These included tweets that could be produced by individuals
including classmates or other users of Twitter. Moreover, if the searched word is, or is part of, a
topic keywords or hashtag that already exists, the learners could observe it and thus possibly try
to guess its meaning and/or notice how it is used in ongoing conversations. In addition, the
learners commented on the types of information they encountered in the resulted tweets from
their search. These include information related to their targeted words” meanings, explanations

posted by classmates, photos and authentic examples produced by authentic people.

In agreement with the findings of previous research, the current research suggests three reasons
that could explain why the learners perceived the searching feature offered by the adopted tool
as well as returned searching results as useful (i.e. aided their vocabulary learning). First, the
benefit of the searching features offered by the adopted tool as well as other online and/or
offline e-tools, and how they could ease finding relevant materials and thus facilitate learning
(Abdous et al., 2009; Alzahrani, 2013; Cox, 2012; Oblinger et al., 2005; Rahamat et al., 2011;
Salvia, 2000; Song & Fox, 2008). Second, the emphasis previous research has put on the
significance of using an online concordancing tool to find authentic examples of language use to
aid learning (Flowerdew, 1993; Lee et al., 2015; Sun & Wang, 2003). In line with such previous
studies, Twitter as a microblogging tool functioned as an online concordancing tool that enabled
the learners to find authentic examples of language use and thus aided their vocabulary learning.
Third, the inclusion of the component ‘search’ as a main part of the designed vocabulary
learning task which, in line with Hill and Laufer (2003), is presumed to increase the

effectiveness of the task as well as to aid vocabulary learning

However, it is important to bear in mind a number of potential problems in the results that are
returned from searching in Twitter. This means that the contents of some of the resultant tweets
could frustrate the learners and thus distract rather than facilitate learning. Specifically, the
learners could be distracted when the contents of some of the resultant tweets they encounter
could: (a) contain abbreviations that they cannot figure out or understand, (b) contain difficult or
low-frequency words, (¢) contain texts or display photos that might be considered inappropriate
in some contexts and (d) be meaningless or not useful for the learners. Yet, as discussed earlier
in 0, these issues were predicted and considered in the design of the current task and thus the

learners were instructed in advance on how to deal with their search returned results.
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Consequently, only two inappropriate tweets were observed during the research intervention.
That is to say, the instructions provided to the learners before the intervention seemed to assist
in raising their awareness and thus they found the searching feature useful.

Another related feature that was positively perceived and appeared to ease and facilitate
learning was the use of one hashtag (#coursename). This is due to the fact that the hashtag
feature helped in grouping all the learners’ posts as well as displaying them in a chronological
order. Consequently, searching other classmates’ posts was made possible and easier. To
illustrate, the learners were instructed to include the hashtag name in their posts and thus all the
posts were automatically grouped under one hashtag. This helped the learners who wanted to
read their classmates’ posts to achieve this by entering the course hashtag in the search bar in
Twitter. The results that are returned would include only the learners’ posts that contain the
course hashtag and exclude all other tweets. Hence, this gave the learners the choice to observe
the tweets written by their classmates only, extend their search to observe tweets written by
others, or both. The perceived benefit of using the hashtag feature might be explained by
claiming that it enabled the learners to access each other’s posts and thus learn together as well
as from each other. This finding corroborates the ideas of Lin et al. (2013) and Ross (2013),
who alluded to the benefits of utilising the hashtag feature to group course-related posts into one

timeline and how this could facilitate group learning.

Connecting with other classmates or authentic people through posting and/or reading 140-
character posts in the Twittersphere was referred to by some participants as talking. This means
to say that some learners seemed to think of the posts they sent or read as written spoken
messages. This is likely to be related to the 140-character restriction that distinguishes Twitter
as a microblogging tool from other social tools. This is unsurprising as it broadly supports
previous studies that regarded the interaction in Twitter to be like usual spoken language
(Gimenes & New, 2016). Also, the studies that put emphasis on how Twitter has glorified the
concept of reciprocity in a way that is impossible in other social networks (Carter, 2011; Ebner
etal., 2010).

A variety of perspectives and conflicting discourses were found in relation to how the learners
perceived reading and writing 140-chacter posts to approach their vocabulary learning (see
5.2.5.4). To illustrate, some of the learners’ responses regarding the allowed length of the posts
manifested a contradiction if one compares their views on reading a post versus writing one. In
other words, some indicated their wish to write with no character count restriction while
simultaneously expressing satisfaction to read shorter sentences when it comes to reading posts

crafted by others. For instance, it was stated by one of the interviewees that:
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P29 INT: if the posts are long, I think no... no, I will not read for everyone... I might not
even read a single one. But when | write, | do not like to be restricted.

However, these perspectives may best be discussed in terms of two main aspects, hamely

perceived learning benefit and learning challenges.

With respect to the perceived learning benefits, the learners found it beneficial to read/write
140-character posts that contained targeted-vocabulary-related information and example
sentences. The shortness of the posts appeared to support the process of vocabulary learning in a
number of ways. These ways explain how short posts can facilitate vocabulary learning. First, it
enabled the learners to focus on learning their targeted items. In other words, the learners
suggested that long texts are expected to contain unknown words and thus these unknown words
are more likely to distract rather than facilitate learning a targeted word (Altiner, 2011). Second,
it enabled the learners to have a better vocabulary learning. That is, the shortness of the posts
that contained targeted-vocabulary-related-information allowed the learners to read more
meanings of targeted words, cover more information in a short time and absorb the posts’
contents better (Altiner, 2011). Third, instead of exposing a targeted word once or twice in the
language classroom, it allowed the learners to expose their recently learned words frequently in
many meaningful example sentences as well as contexts (Joe, 2010; Schmitt, 2010a). These
include those produced by other classmates and authentic examples available in the
Twittersphere. Fourth, short posts encouraged the learners to engage with the targeted words,
especially those whose language level and/or vocabulary size was low as well as those who lack

interest in learning and/or reading long texts for either formal learning or any other reason.

With respect to the perceived learning challenges, a number of learners raised an issue related to
the shortness of posts that deserves to be considered. That was reading or posting about some
difficult words might require more information and/or longer example sentences and thus 140-
chacters might be restrictive. At the same time, however, a number of attempts to overcome
such restriction were reported. While most of these attempts were initially made to overcome
the challenge of the 140-character restriction, they appeared to contribute to the learning
process. To illustrate, the comment below displays how one of the learners used to deal with the

140-character restriction and how that made learning better.
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P26_INT: When | write of course | face a problem... when I write to convey something
... and everything but of course when I am done with my 140 characters, I try to change
my post in an attempt to condense my ideas in order not to lose any point | want to convey.

156



Writing 140 characters that convey what I have in mind is better for me... it is better and
more useful.

Accordingly, the 140-character limit appeared to inspire the learners to keep messages short and
concise and thus focus on learning. This finding is in agreement with that of Ebner et al. (2010)
who suggested that the shortness of the posts forces the students to concentrate on learning.

It was perceived by the learners that the adoption of mobile microblogging helped to reduce
their anxiety and stress and thus established a relaxed learning atmosphere that increased their
engagement as well as encouraging them to be active learners. To illustrate, the learners’
responses alluded to two main sources that appeared to cause their negative feelings of anxiety
and/or stress. First, personal factors, including feelings of discomfort when required to engage
in learning at undesirable times and/or places, such as in the classroom. Second, group learning
activities which incorporates (a) fear of losing one’s face by making mistakes, (b) causing
another classmate to lose his face by correcting his mistakes, (c) feeling of shyness to talk in a
face-to-face classroom and (d) fear of receiving negative comments from other classmates. On
the contrary, the use of the mobile microblogging to approach VL helped the learners to learn
comfortably, at their own convenience and pace. It also freed them from being required to learn,
participate, comprehend and take part in activities during the limited time of the usual
classroom. In other words, it allowed them to enjoy learning in a relaxed learning environment
which is presumed to enhance the learning process as well as acquisition. These findings are in
agreement with previous research in that EFL learners’ physiological factors, such as anxiety
and stress, are presumed to hinder learning development and acquisition (Andrade & Williams,
2009; Kitano, 2001; Li, 2011; Littlewood, 1984).

In addition to establishing a relaxed learning atmosphere, the adoption of the mobile
microblogging task helped to facilitate social interaction and thus established a supportive social
learning environment. The establishment of the supportive learning environment increased the
learners’ engagement in social learning activities as well as the amount of interaction focused on
their targeted items, which affected the learning process and acquisition of the targeted words
positively. This indicates that the learners seemed to have benefited from taking part in different
social activities. These include collaboration, sharing existing knowledge, and providing and
receiving scaffolded support through social interaction (see 5.2.5.9). Engagement in such social
activities that require social interaction is presumed to direct the less capable learners to notice
important aspects or dimensions of knowledge which were highlighted through social
interaction with other more capable learners and thus impact cognitive development of
knowledge (Lantolf & Thorne, 2007; Mitchell et al., 2013). Consequently, the interference of
social interaction with cognitive processing of vocabulary as well as acquisition cannot be ruled
out (Li, 2011; Mills, 2011; Schmitt, 2010a).
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These findings broadly support the work of previous research in that the adoption of web 2.0
technology enables learners to interact with one another, their teacher and/or authentic language
users and thus can facilitate social support (Carter, 2011; Dhir et al., 2013; Ebner et al., 2007;
Ghirardini, 2011; O’Reilly, 2005; Parameswaran & Whinston, 2007). Also, they coincide with
previous research which asserted that social interaction, which incorporates different social
activities, such as knowledge sharing, discussion, and collaboration, is central to cognitive
development (Lantolf & Aljaafreh, 1995; Lantolf & Appel, 1994; Lantolf & Thorne, 2007; Li,
2011; Mills, 2011; Mitchell et al., 2013; Schmitt, 2010a).

Another important finding that was positively perceived by the learners was exposure to
authentic usage of targeted lexical items in interactional conversations. To illustrate, the learners
described how the exposure to authentic usage of targeted words in real meaningful contexts
motivated them to learn as well as supported their learning of words’ meanings and usages. For
instance, one of the interviewees explained how connection with the real world via Twitter, as
well as exposure to authentic interactional conversations could facilitate learning words’
meanings and usages. He said: “You see everything (language aspects) as it is used by them. To
the contrary, imagine, we only had the textbook... you never know what is happening outside

(real world) or what English speakers write... in your textbook and that’s it”.

Moreover, learning from authentic language in the Twittersphere inspired a number of
participants to go beyond learning the strict meanings of words and dragged their attention to
the connotational or cultural meaning(s) some words might have. This was referred to by some
respondents in different ways. For example, one of the participants supposed that as a learner
“You will not be able to know the meaning of some words until you live with them (native
speakers)”. Another one labelled this issue as ‘their way of thinking’. He explained that as a
learner “you acquire the word and their (native or English speakers’) way of thinking....
Because, sometimes, you think of a word and its meaning in a way, but some people understand

it in a different way”.

This can be explained by the fact that enabling the participants to have exposure to authentic
usage of their targeted words seemed to contribute to learning both (1) denotative or literal and
(2) connotative or cultural meaning(s) of some L2 words. That is, some words can carry
connotative meanings when used in phrases and/or when used to form compound words, let
alone their denotative or literal meanings. While learning a word’s denotative meaning(s) can be
attained by consulting dictionaries or seeking help from other sources or more knowledgeable
others, learning its connotative or cultural meaning(s) that is (are) common among L2 speakers
requires learners to be in touch with L2 speakers and/or have enough access to relevant

authentic materials.
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Consistent with previous literature, four factors could explain how the adopted tool facilitated as
well as complemented the participants’ existing learning practices and consequently aided their
learning. First, the adoption of the tool enabled the learners to connect with the real world where
English is being used authentically (Levy & Stockwell, 2006). This means to say it allowed
them to observe how their targeted words are/can be used in authentic conversations. Second,
instead of being limited to the context of the language class and/or the textbook, it offered the
learners opportunities to expose their targeted words in different as well as real contexts
(Flowerdew, 1993; Lee et al., 2015; Roberts & Cooke, 2009; Sun & Wang, 2003). Third, it
bridged the gap between EFL learners who live in non-English speaking contexts and real
English speakers from whom they can learn (Schwienhorst, 2012). Fourth, the contact with
English speakers appeared to motivate the learners to be more active and engaged with their

learning (Guariento & Morley, 2001).

In addition, the responses reflected the subjective views of some learners who presumed that all
use of English on Twittersphere is equivalent to native English. The reason for this is not clear
but it may have something to do with the nature of Twitter as a social networking tool or
learners’ subjective views about the use of English in the posts. With respect to the nature of
Twitter, readers can check posters’ profiles and find personal information about them, including
their names, photos, short descriptions of themselves or professions and locations. Accordingly,
it is possible that these participants were aware that the language they encountered was
produced by native speakers of English. On the other hand, it is speculated that these
participants tended to look at the quality of the used English language first and then consider
benefiting from them to aid learning. This could be associated with the fact that participants
were guided on how to deal with useless posts before they start using Twitter (see 0).
Consequently, these participants viewed the used English language in the Twittersphere as

equivalent to native English.

Furthermore, the findings have indicated that the adoption of the mobile microblogging tool
supports different concepts of learning. These include autonomous learning, learner-centred
learning, and unintentional learning. With respect to the concepts of autonomous and learner-
centred learning, the adoption of the mobile microblogging tool appeared to foster a more
autonomous and learner-centred learning environment. This was alluded to by a number of
students who viewed that the adoption of the microblogging tool encouraged them to take the
initiative to deal with targeted words that are needed in their course instead of totally relying on

the teacher, as they used to do. For instance, one of the interviewees pointed out that:
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P26_INT: It (using Twitter) allowed the student to study and prepare the words before
attending the class, which is something students rarely do... that is a student prepares the
words he need to learn. That was so useful for me. The other thing is that during the class,
I rely on my knowledge from reading and learning words’ meaning instead of asking the
teacher about one word or more.

The learners’ independent efforts and attempts directed towards vocabulary learning were
exhibited in their posts and interactions as much as it was reflected in their participation in the

language classroom.

In agreement with the findings of previous literature, several factors could illustrate how the
adoption of the mobile microblogging tool assisted fostering a more autonomous and learner-
centred learning and thus have positively impacted their vocabulary learning. First, it armed the
learners with a powerful e-tool that can be used to approach vocabulary learning. This
comprises searching and sharing words’ meanings and definitions, observing and practising
recently learned words, obtaining and providing support as well as exchanging information
related to targeted lexical items. Second, it enabled the learners to be free learners in a number
of ways (Little, 2007; Stockwell, 2013), including freedom of location and time (Llic, 2013),
freedom to decide their own vocabulary learning resources (Brandl, 2002), and freedom to
decide on who to interact with (Belz, 2002). Third, it transferred the responsibility to the
learners to be involved in creating accessible vocabulary learning content in the course hashtag
(Nikolova, 2002). That is, the learners were supposed to share information, such as the words’
meanings and/or definitions after looking up their meanings in either English-English or

English-Arabic dictionaries.

Additionally, consistent with the results of Moir and Nation’s (2008) study, the responses of the
research participants indicated that using the adopted mobile microblogging tool and task helped
them to feel that they were learning on their own and consequently, enhanced their vocabulary
learning. Also, the previous research that stressed on promoting effective learning by
transferring the responsibility to the learners as well as the criticality of engaging EFL learners
with vocabulary to enhance learning (e.g. Little, 2007; Schmitt, 2010b; Hulstijn & Laufer, 2001;
Joe, 2010; Rott, 1999).

The response of the learners indicated that the adoption of the tool offered them opportunities to
learn new words and/or aspects of words’ knowledge unintentionally. In other words, the use of
the microblogging tool enabled some participants to go beyond their primary learning goals and
learn new words and/or aspects of language they did not intend to. As stated by one respondent,

while you intended to learn one word, you learn approximately ten words”*. This finding may

reflect the fact that rather than being limited to what textbooks and what teachers teach, learning
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in a connected and authentic environment can offer the learners many opportunities to learn
unintentionally. It is also consistent with Anderson and Dron (2014) who suggest that social

networks can facilitate intentional and unintentional learning.

6.2.3 Challenges

The discussion in 6.2.2 has described some of the perceived benefits of mobile microblogging
and how it can be used by EFL students to approach vocabulary learning. However, it would be
incomplete if the discussion disregards potential challenges or obstacles related to the adoption
of the mobile microblogging tool and task to approach vocabulary learning. Though the
adoption of the mobile microblogging tool and its various features offered a great deal to EFL
students, it was not without problems. Hence, this section discusses the findings related to the
last sub-research question 1.d. which is concerned with the challenges and obstacles that have

been experienced by the learners.

Lack of sufficient access to the internet is still a challenge or an obstacle for a number of
learners. The use of mobile microblogging, as a web 2.0 technology, for learning required the
learners to have internet connection. Consequently, a number of learners were not able to use
the tool to approach their vocabulary learning because of the lack of sufficient connection in

their devices. The comment below illustrates this observation.

i ) Aedd (gie le,&‘;'u,,‘wﬁimsaﬁyhm\wﬁ‘d\g\&uﬁjgmu@ui;\'Le
ol Lo (85 3 g g Analall (8 (58 (g1 51 IS BUAL e bl (Raa Lay

P16 FG: I personally have no internet connection on my mobile phone. If | had this
service, I would check the (course) hashtag... Also, the university’s Wi-Fi connection is
not working.

This finding can be traced back to the inability of some learners to afford to pay for an internet
connection as well as the lack of a reliable Wi-Fi connection on campus. It is consistent with
that of Alebaikan (2010), who found that lack of sufficient access to the internet is still an

obstacle for some learners.

Issues related to account and learning information protections were expressed by a few
participants. In other words, those learners were concerned about losing their Twitter accounts
and/or posts containing targeted-vocabulary-related information. However, their responses
indicate that their concerns were mainly associated with learning issues, not with online safety
issues. To illustrate, the learners spent time and effort to search, learn, produce original
sentences and share existing knowledge with other classmates in Twitter. If they lose their

accounts or if their posts were removed, all of these will be lost. For instance, one of the focus
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groups’ participants compared the use of traditional notebook and Twitter in relation to
approaching vocabulary learning. He said:
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P32 FG: ... Using the notebook will benefit me in terms of returning to it after one or two
years to check how | have improved. However, in the case of keeping the tweets in Twitter,
you might lose your account information or the tweets might get deleted.

Accordingly, they appeared to be worried about the consequences of a probable loss of their
learning efforts and outcomes and not from issues related to accounts or personal information

hacking.

However, these findings differ from those suggested in the previous research. While the
findings in the current study were mainly concerned with protecting learning efforts and
outputs, other studies were concerned with other issues. These include the presumption that e-
safety is associated with teachers’ lack of authority as well as lack of a controlled learning
environment (Traxler, 2010), issues concerned with exposure to inappropriate materials
(Sharples et al., 2009) and violation of privacy (Katz, 2012).

Usability concerns was an issue that seemed to lead a few of the learners to become frustrated.
In other words, the learners who have no prior experience of using educational technology for
learning as well as those who had a hard time using the adopted tool appeared to feel somewhat
frustrated. However, the learners’ familiarity grew as they used the adopted tool as well as
consulting other more experienced classmates (see 5.2.8.4). These findings match those
observed in earlier studies. They put emphasis on the importance of providing sufficient training
for the learners in how to use the adopted tool so that they can take full advantage of the
affordances of it (Hubbard, 2004). Backing up the provided training with support is crucially
fundamental to ensure the adopted tool is utilised as effectively as possible (Hubbard, 2013; Lin
etal., 2013).

Affording time to participate in the mobile microblogging task was another challenge that a few
of the learners experienced. A number of informed reasons might explain why learners could
sometimes have trouble to afford time. First, personal/family commitments that sometimes
require time. Second, work commitments, as some students might work while studying. Third,

academic learning commitments, such as preparing for exams and assignments.

6.3 Promoting engagement with vocabulary learning

This section discusses the findings related to the second research question which is concerned

with the impact of adopting the mobile microblogging to involve and engage EFL learners with
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their targeted vocabulary. Many researchers presume that the adoption of educational
technology could afford ways to engage learners with their targeted learning (Franklin & Peng,
2008; Martin & Ertzberger, 2013). Promoting engagement with vocabulary, in particular, is
presumed to be a critical factor that affects the learning process as well as retention (Schmitt,
2010b).

The current research intends to stimulate EFL learners’ engagement with their targeted
vocabulary via the use of Twitter as a mobile microblogging tool and task. The research
intervention was developed based on the Involvement Load Hypothesis (Laufer & Hulstijn
2001) as well as the notion of engagement with vocabulary (Schmitt, 2010a). It adopted Twitter
as a mobile microblogging tool to prompt the learners to involve and engage spontaneously with
their targeted words. The learners who went throughout all the steps of the intervention were

involved and engaged with the targeted words in the following ways.

1. Involvement in learning words required in their course.

2. Involvement in searching word’s meanings which might incorporate:
a. consulting a dictionary
b. consulting classmates shared posts through checking the course hashtag
c. searching in both, any preferred resources and in the course hashtag.

3. Involvement in evaluating recently learned words by observing them in the posts of other
classmates and/or authentic people in the Twittersphere as well as using them to compose
example sentences. These incorporate:

a. comparing the learned meaning(s) of a word with its other meanings

b. comparing a recently learned word with other words to check its suitability in a given
context

c. comparing a recently learned word with other words to check its usability in a given
context.

4. The shortness of the posts can increase learners’ attention focused on targeted lexical items.
The adoption of the tool helps to increase the amount of time learners can spend on lexical
items in the following ways:

a. stimulating the learners to devote previously unproductive time in vocabulary
learning any time anywhere

b. extending usual face-to-face class activities to take place beyond the language
classroom by enabling the learners to exchange vocabulary-related information,
communicate, support and learn together as well as from each other.

6. The adoption of the tool helps to increase the amount of interaction spent on the targeted

lexical items in the following ways:
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a. sharing words’ meanings, composed (written by the students) and liked (written by
authentic people) examples
b. providing and seeking support to learn a word
c. re-tweeting, liking or commenting on other classmates’ tweets.
7. All that has been mentioned earlier led to an increase in the frequency of encounters to the
targeted words.

Engaging EFL learners with their targeted materials is among the difficulties language teachers
often confront in traditional learning environments (Dhir et al., 2013). In agreement with this, a
number of the research participants pointed out that their involvement and engagement with
vocabulary were noticeably lower prior to the current course. They listed three reasons
explaining that: (1) lack of enough exposure to vocabulary beyond the classroom, (2) lack of
recently learned words use and practice, and (3) lack of social support (e.g. scaffolding by more
knowledgeable others) while outside the classroom. Accordingly, it can be claimed that lack of
sufficient involvement and/or engagement with targeted words could lessen the effectiveness of
learning. This is supported by the assumption of the Involvement Load Hypothesis in that less
effective vocabulary learning tasks are associated with a lower involvement load (Laufer &
Hulstijn, 2001). It also agrees as well with a number of empirical studies (e.g. Hill & Laufer,
2003; Hulstijn & Laufer, 2001; Beal, 2007; Ghorbani & Rahmandoost, 2012).

In opposition to this, other findings obtained from the qualitative and quantitative data indicate
that the adoption of the mobile microblogging task offered the learners opportunities to
approach their vocabulary learning (see 6.2 for more details) and thus increase their
involvement and engagement. These include emaotional, behavioural, social and cognitive

engagement and involvement with their targeted words.

The learners’ attitudes towards the use of mobile microblogging to approach their targeted
vocabulary demonstrate that they were emotionally engaged. The students perceived learning
through the mobile microblogging tool as enjoyable, convenient, flexible and comfortable.
Moreover, they expressed their satisfaction about its effectiveness on their vocabulary
knowledge development. This can be explained by claiming that if the learners’ feelings about
the adopted tool, vocabulary learning, and/or learning task were negative, they might rule out
and refuse to engage with any learning activities. Consequently, it is significant to consider and
promote the learners’ emotional engagement as it is associated with their willingness to engage

behaviourally and cognitively in learning (Fredricks et al., 2004).

Based on that, the learners’ emotional engagement appeared to influence the learners’
behaviours and willingness to participate in the given weekly task. To illustrate, many of the

learners stated that their engagement with vocabulary was limited to class time and they used to
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rely on their teacher and his explanations to learn. However, the presence of the mobile
microblogging tool inspired them to take the initiative and thus change their learning
behaviours. These incorporated taking more responsibility for one’s learning and spending
efforts to access the adopted tool, search, read others’ posts, and/or exchange targeted-
vocabulary-related knowledge. In other words, the use of the mobile microblogging affected the
students’ learning practices positively and increased the amount of exerted efforts towards the
targeted vocabulary learning and acquisition. This finding agrees with the claims of Fredricks et
al. (2004) in that behavioural engagement is central to enhancing the learning outcomes. It also
coincides with previous studies which suppose that the adoption of a social networking tool can

afford ways to increase learners’ engagement (Junco et al., 2013; Martin & Ertzberger, 2013).

A higher level of engagement was also reflected in the learners’ responses and online learning
practices, namely cognitive engagement. To clarify, the learners’ posts demonstrated that they
had engaged mentally with their targeted vocabulary through searching their meanings,
comparing the learned meaning(s) of a word with its other meanings and a recently learned
word with other words to check its usability and suitability in a given context as well as use of a
recently learned word in composing sentence examples. These cognitive involvements with
vocabulary were promoted through the mobile microblogging learning which was designed
based on the Involvement Load Hypothesis (Laufer & Hulstijn, 2001). As discussed earlier in
4.7.3.2, the proposed motivational-cognitive components of the Involvement Load Hypothesis,
‘need’ , ‘search’ and ‘evaluation’, (Laufer & Hulstijn, 2001) were present in the current mobile
microblogging task. They were reflected in the learners’ perceptions (see 5.2.6) as well as in

their online mobile microblogging learning practices (see 5.3.4).

All the targeted words were needed by the learners to complete the mobile microblogging task
and to comprehend the reading passages as well as to pass their Reading Il course. Though they
were not questioned about it, the ‘need’, which is the motivational dimension of the
Involvement Load Hypothesis, was implied in the responses of some learners. For instance, one
of the interviewees seemed to believe that the usefulness of the mobile microblogging task was
attributed to the fact that the targeted words used during the intervention were in the course

textbook. He mentioned:
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P18 INT: It (approaching vocabulary via Twitter) is better in that it benefited me in the
course... most of the words we are required to learn were there (in the mobile
microblogging task).

Accordingly, it can be presumed that he was motivated because of learning words he was

required to learn by the textbook.
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With respect to the component of ‘search’, which is one of the two cognitive dimensions of the
Involvement Load Hypothesis, it is significant that the search performed by the students was not
limited to learning the meanings of targeted words but it was extended to expose the usages of
the words in composed and authentic examples in the Twittersphere. This is presumed to engage
the learners cognitively in two ways. First, making efforts to learn the meaning(s) of a given L2
word or its L1 equivalent (Laufer & Hulstijn, 2001). Second, engaging in semantic elaboration
(Barcroft, 2002). In other words, directing the learners’ efforts towards evaluating as well as
increasing their knowledge with regard to the meaning(s) of a given word. For instance, one of
the learners’ responses illustrated his searching efforts directed towards learning an unknown

word. He explained:
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P22 INT: ... If the meaning (of a given word) was unknown, I would consult the
dictionary or its translation... if I could not learn its meaning properly then I would check
in Twitter and see its usages.

This finding is consistent with previous research and can be explained by the evidence that
including the component of ‘search’ in the current mobile microblogging task increased the
learners’ involvement and engagement with their targeted words, which are presumed to aid

learning (Hill & Laufer, 2003; Hulstijn & Laufer, 2001).

‘Evaluation’, which is the second cognitive dimension as well as the third component of the
Involvement Load Hypothesis (Laufer & Hulstijn, 2001), was also present in the current mobile
microblogging task. The learners’ responses demonstrated that they spent some time observing
their recently learned words in the posts of other classmates and/or authentic people in the
Twittersphere and thus they were cognitively engaged in a number of ways. First, comparing the
learned meaning(s) of a word with its other meanings. Second, comparing a recently learned
word with other words to check its suitability in a given context. Third, comparing a recently
learned word with other words to check its usability in a given context. These were alluded to
by some learners. For instance, in his comment below, one of the learners explained that when
learning a new word, he used to go through three stages. First, attempting to learn and
understand the meaning(s) of a given word as well as its different usages in classmates’ and/or
authentic people’s posts in the Twittersphere. Second, compares the learned meanings and then
chooses the one that fits its context. Third, composing an example sentence.
Lol (e Lgd (Sina oS o sl A an i oo O el AU 8 el sha I Al Ul iga - YE S
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P24 _FG: For me, there are certain steps for learning words. | firstly translate the word to
figure out how many meanings it has, and then I check how other people use it in Twitter...
So | understand the word, how it can be used in a sentence, and | also understand the
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sentences (provided by other students). After this, | will understand the word and will start
using it in the sense I have got in my mind, and finally | write my sentence.

Learning activities, such as these in the mobile microblogging task reflect the learners’
cognitive involvement with their targeted words. It also illustrates how the adoption of the
mobile microblogging increased the learners’ involvement with vocabulary and thus aided
learning. In accordance with current findings, previous studies have demonstrated that the
higher the involvement load is, the more effective the learning task will be (Ghorbani &
Rahmandoost, 2012; Hill & Laufer, 2003; Hulstijn & Laufer, 2001).

The two cognitive dimensions of the Involvement Load Hypothesis ‘search’ and ‘evaluation’
(Laufer & Hulstijn, 2001) were also reflected in the learners’ posts in Twitter (see 5.3.4 for
more details). The ‘search’ component was reflected in approximately half of the learners’ posts
that were concerned with words’ meanings including definitions and/or translations. The
‘evaluation’ component was reflected in approximately a third of the learners’ posts that
contained their composed example sentences. The remaining posts were concerned with the
authentic examples the learners liked and shared with other classmates. These are presumed to
reflect both the ‘search’ and ‘evaluation’ components concurrently. To be specific, the learners
were involved in searching activities directed towards understanding the meaning of given
words as well as in comparing the learned meaning(s) of a word with its other meanings and/or

a recently learned word with other words to check its suitability and usability in a given context.

Regardless of the type and involvement load of the task, additional factors that appeared to be
equally important in promoting the learners’ engagement with their vocabulary were identified.
First, increased frequency of encounters or exposure to targeted words. Second, increased
amount of social interaction. Third, increased attention focused on lexical targeted items. Each

of these factors will be elaborated on and discussed further.

The frequency of encounters or exposure to the targeted words which can be as important as the
type of the learning task was another factor that increased the learners’ engagement (Folse,
2006). A number of the learners pointed out that lack of enough exposure to targeted vocabulary
they experienced in their previous course had a negative influence on their vocabulary learning
and retention. However, the adoption of Twitter to approach targeted vocabulary increased their
frequency of encounters with their targeted words. They also associated the increased frequency
of encounters with their vocabulary knowledge development as well as retention. For example,
one of the learners stated that he benefited from encountering the targeted vocabulary used in
others’ posts in terms of learning the meanings as well as remembering them (see 5.2.6.5). This
finding coincides with previous research in that repeated encounters with vocabulary are

necessary for better vocabulary learning and retention, (Alhumood, 2007; Hulstijn & Laufer,
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2001; Nation, 2001; Schmitt, 2010b; Webb, 2008). It confirms as well that lack of sufficient
exposure to targeted words is among the difficulties that could hinder vocabulary knowledge
development (Brent & Siskind, 2001; Groot, 2000; Lu, 2008; Schmitt, 2008).

While engaging EFL learners socially through interaction is possible during a regular language
class, it might not be possible while outside the class without implementing a web 2.0
technology (O’Reilly, 2005). The findings of the current research confirmed that the adoption of
the mobile microblogging helped to promote the learners’ social engagement as well as
increasing the amount of social interaction focused on targeted words. This was accomplished
by enabling social interaction to take place outside the classroom instead of it being limited to
the class time when the students and their teacher are present. The facilitation of social
interaction encouraged the learners to learn collectively through exchanging vocabulary
knowledge, seeking and providing scaffolded support aiming to facilitate acquisition. These
findings are in agreement with previous research, in that increasing the amount of interaction
focused on lexical items increases the learners’ engagement and thus leads to better vocabulary
learning and retention (Schmitt, 2010a). They also support the assertions of the sociocultural
theory in that social interaction plays a major role in cognitive development (Lantolf &
Aljaafreh, 1995; Lantolf & Appel, 1994; Lantolf & Thorne, 2007; Mitchell et al., 2013).

In addition to promoting social engagement, Twitter’s distinctive feature of exchanging bite-
sized posts of 140-chacters each appeared to increase the learners’ attention and focus on their
targeted lexical items. It is almost certain that the learners’ focused attention was increased due
to two main factors, the shortness of the posts and the need to learn the given lexical items. With
regard to the shortness of the posts, it can be presumed, as informed by the learners, that
meeting a targeted word in a short post helped to increase the learner’s attention. In other words,
it was stated that meeting a targeted word in a long text that contains unknown words is more
likely to distract rather than facilitate learning that targeted word. This finding is in agreement
with previous research which suggested that the shortness of the posts are presumed to force the
students to concentrate on their targeted learning materials (Altiner, 2011; Ebner et al., 2010).
With respect to the other factor, the need to learn a targeted word that is necessary for the
completion of the mobile microblogging task helped to increase the learners’ attention. Here,
this moderate need reflects the motivational dimension of the Involvement Load Hypothesis
(Hulstijn & Laufer, 2001; Laufer & Girsai, 2008; Laufer & Hulstijn, 2001).

Consistent with the literature, these findings demonstrate that the adoption of the mobile
microblogging helped to boost the learners’ cognitive, behavioural, emotional and social
engagement with their targeted words (Chen & Chen, 2012; Franklin & Peng, 2008; Grosseck
& Holotescu, 2008; Junco et al., 2013; Junco et al., 2011; Martin & Ertzberger, 2013; Mollett et
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al., 2011; Schroeder et al., 2010; Teevan et al., 2011; Veletsianos, 2012; Veletsianos &
Navarrete, 2012). It inspired the learners to take more responsibility for their learning as well as
to cognitively and socially involve them in creating accessible vocabulary learning content
(Nikolova, 2002). It also helped to bridge the gap by enabling the learners, whose exposure to
English was limited to the classroom (Alhumood, 2007), to connect to the world and get more
authentic exposure to their targeted vocabulary (Al-Shehri, 2011; Levy & Stockwell, 2006).
Additionally, they show evidence supporting the assertions of the Involvement Load Hypothesis
(Ghorbani & Rahmandoost, 2012; Hill & Laufer, 2003; Hulstijn & Laufer, 2001; Laufer &
Hulstijn, 2001) as well as the criticality of engagement for vocabulary acquisition (Folse, 2006;
Joe, 2010; Laufer & Girsai, 2008; Rott, 1999; Schmitt, 2010a).

6.4 The impact of the adoption of the mobile microblogging

on EFL learners’ learning development

The discussion in 6.2 demonstrated how the adoption of the mobile microblogging and its
various features enhanced the learning process. This was followed by a discussion of how the
adopted mobile microblogging helped to increase the learners’ involvement and engagement
with their targeted vocabulary (see 6.3). This section discusses the impact of adopting the
mobile microblogging to facilitate, involve and engage the learners with vocabulary on their
learning outcomes. It looks at the findings related to the third research question, which is
concerned with the impact of the mobile microblogging adoption on the learners’ outcomes.
While the impact on the learners’ outcomes, such as increasing vocabulary knowledge, has been
referred to in the previous sections of this chapter, this section will provide a discussion that is

more detailed and will also shed light on additional new aspects.

The effect of engagement on the learning development and outcomes was positively perceived
by the learners. In particular, it was reported that learning via the mobile microblogging task
enhanced vocabulary gains and knowledge (see 5.2.7). This enhancement could mainly be
attributed to the promoted engagement discussed earlier in 6.3, which includes the involvement
load of the mobile microblogging task, increased frequency of encounters, increased amount of
interaction and attention to lexical items. However, a number of other factors appeared to reflect
the positive impact of the promoted engagement on the learning development and outcomes,
namely increased in-class participation and perceived better comprehension as well as the

results of the VKS measurements and correlations.

With respect to in-class participation, the participants and their teacher reported that the amount

of participation increased markedly (see 5.2.7.2). There are two possible explanations for this
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result. First, it is conceivable that the increased amount of participation reflected the
participants’ gained knowledge. In other words, the participants used their gained knowledge to
participate in the class. Second, the gained knowledge appeared to affect the learners’ self-
confidence positively and thus encouraged them to participate more in the class. To elaborate,
self-confidence is presumed to eliminate a number of negative factors that could increase
anxiety and thus hinder active participation in class, such as, fears of losing face, and negative
feedback and/or judgments (Pichette, 2009). Consequently, the increased amount of
participation is viewed as an indicator that reflects the learners’ knowledge gains, which are
believed to result from participating in the mobile microblogging task. These are informed by
the responses of a number of the learners. For instance, FG1 stated:

OsST Ll al Y 8 (el it lalSl Ca el () oS8 pualaal) 8 el sl Wl 3 (558 5 i asfasi
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P1 _FG: Of course, there is a big difference because when | attend the class | would be
already familiar with the (targeted) words and would participate confidently... my
participation would increase...

Accordingly, engaging the participants with their targeted words via the mobile microblogging
tool and task aided acquisition, would lead to increased in-class participation. This finding
confirms those of previous research findings in that boosting engagement and involvement
affect the depth of learning which afterwards increase the amount of participation (Ebner et al.,
2010; Kop, 2011).

Likewise, the participants claimed that the vocabulary knowledge they gained during the mobile
microblogging intervention improved their comprehension of the reading passages in their
course book (see 5.2.7.3). This can possibly be explained by the fact that, the adoption of the
mobile microblogging tool and task increased the participants’ engagement and consequently
affected their vocabulary gains and knowledge development. Consistent with previous research,
this finding endorses the view that vocabulary knowledge plays a key role in comprehension
and that knowing the words included in a reading passage contributes to comprehending the
passage (Nagy, 1988; Perfetti & Stafura, 2014).

Additionally, the findings of the pre-post VKS statistical comparisons showed that the VKS-
Twitter gains were noticeably higher than the gains of the VKS-traditional by 22% (see 5.3.3.2).
This result demonstrates the positive impact of engagement with vocabulary on the learners’
gains and knowledge development. It also shows a difference in the development of the words
that were engaged with and the ones that were not. In other words, the words that were engaged
with were learned better than the ones that were not. This result was supported by the strong
positive relationship that was found between the learners’ engagement reflected by their posts

during the research intervention (Twitter activity measurement variable) and their vocabulary
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gains in the VKS-Twitter (vocabulary knowledge development variable). These findings,
therefore, show that increased engagement, reflected by the Twitter activity measurement
variable, was associated with increased gains, reflected by the vocabulary knowledge

development variable.

Moreover, in accordance with the Involvement Load Hypothesis (Laufer & Hulstijn, 2001), the
findings showed a strong positive relationship between the vocabulary knowledge development
variable and each of the variables — posted meanings and composed example sentences — which
reflect the two cognitive dimensions of the hypothesis, ‘search’ and ‘evaluation’ (see 5.3.4 and
6.3 for more details). In addition, a moderate positive relationship was found between the
learners’ vocabulary knowledge development and liked examples variables. These relationships
may possibly be explained by the claim that observing the targeted words in others’ posts
seemed to affect vocabulary gains and knowledge positively. However, posting the learned
meanings and/or composed example sentences appeared to increase the learners’ involvement
and thus the outcomes. In other words, the words that were engaged with through reading,
posting their meanings and/or composed example sentences appeared to be better learned than

those that were not.

These findings are in line with previous studies endorsing the view that more and better
engagement affects the learning process and acquisition (Craik & Lockhart, 1972; Hill &
Laufer, 2003; Hulstijn & Laufer, 2001; Jing & Jianbin, 2009; Laufer & Hulstijn, 2001; Schmitt,
2008; Schmitt, 2010b). They are also in agreement with previous research in that the adoption
of the mobile microblogging impacts on the learners’ engagement and thus their learning
development (Chen & Chen, 2012; Junco et al., 2013; Junco et al., 2011). Additionally, they
complement the other qualitative findings of this research. To elaborate, the results of the
vocabulary measurements, correlations and the learners’ perceptions about the impact of the
adopted mobile microblogging tool and task on their vocabulary gains and development showed
that the words that were engaged with via the use of the mobile microblogging reflected higher

gains in comparison to those that were not.

6.5 A pedagogical framework to facilitate and promote

engagement with vocabulary learning

This section brings together a number of stages that were discussed separately in the
methodology and current chapters and presents them organised and structured in a framework
(Figure 12). The frameworKk is structured in four stages. The first two stages are concerned with

preparing and establishing the implementation and use of the maobile microblogging tool as well
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as the design of the online vocabulary learning task (see 4.7.3). The last two stages are
concerned with the pedagogical affordances offered by the adopted tool and task (see 6.2.2) and
the impact on learners’ engagement (see, 6.3) and knowledge development and gains (see 6.4).
The development of the framework, its objectives and stages will next be discussed in more
detail.

The development of this framework is based on the broader principle that “anything that leads
to more and better engagement should improve vocabulary learning” (Schmitt, 2008). It also
assumes that social interaction, which incorporates different social learning activities, is central
to L2 cognitive development (Li, 2011; Mills, 2011) and that integrating technology tools in
educationally relevant ways can offer means to facilitate social interaction and learning (Junco
et al., 2013). Moreover, it supports the premise that “tasks with a higher involvement load will
be more effective for vocabulary retention than tasks with a lower involvement load” (Hulstijn

& Laufer, 2001).

The objective of the pedagogical framework is to facilitate learning targeted vocabulary and
promote learners’ engagement and involvement with their targeted vocabulary through the
integration of a social networking tool that has the advantages of facilitating social interaction
and inspiring active participation in online authentic contexts. Facilitating vocabulary learning
and promoting learners’ engagement and involvement with their targeted vocabulary is
presumed to aid acquisition and retention (Hulstijn & Laufer, 2001; Schmitt, 2010b). It is worth
mentioning that the focus of the framework is not on the integrated technology but on how it

could facilitate the social aspects of learning.

The first stage, preparation, is concerned with two issues: (1) selecting an appropriate tool and
(2) designing a learning task. Regarding tool selection, Twitter as a mobile microblogging tool
was selected and implemented in this research. As indicated by the findings of the current and
previous research (Junco et al., 2013; Veletsianos & Navarrete, 2012; Welch & Bonnan-White,
2012), using a social networking tool can offer a shared learning space to EFL learners in which
they could approach their vocabulary learning, involve and engage with their targeted words and
work collectively to achieve their learning goals. Also, it helps in pushing the learners to
become more active and responsible for their learning (see 0 and 5.2.6 for more details about the
pedagogical affordances of the selected tool). Moreover, to ensure effective implementation, the
chosen tool was evaluated in terms of its fitness with learners’ digital use or behaviours and
vocabulary learning as the aspect of L2 language to be focused on. In other words, the
acceptance of the tool, its wide spread and frequency of use by the learners as well as the
appropriateness of using the chosen tool for vocabulary learning and related activities were

considered.
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Figure 12: A pedagogical framework for using mobile microblogging to facilitate & promote engagement

with vocabulary learning

Following the selection of the tool, a learning task was developed and combined with the chosen
tool (see 4.7.3.2 for more details). Two main factors informed the development of the task.
First, the fact that integrating the chosen tool into learners’ course in educationally relevant
ways will make the implementation more effective, as suggested by Junco et al. (2013). Second,
as proposed in previous theoretical (Laufer & Hulstijn, 2001) and empirical research (Hill &
Laufer, 2003; Hulstijn & Laufer, 2001), including the motivational-cognitive components of the
Involvement Load Hypothesis, ‘need’, ‘search’ and ‘evaluation’ in a task make it more effective

for vocabulary retention.

Then begins the second stage during which the learners were trained on how to use the adopted
tool efficiently (see 4.7.3.1 for more details). They also practised using the tool freely for one
week. This helped in familiarising them with the tool prior to using it for learning purposes. It
allowed them as well to seek help and support related to any issue or problem they encountered.
As indicated in the current and previous research (Alebaikan, 2010; Liu, 2010), providing the
training and the scaffolded support prior to the actual use of the adopted tool and task helped the
participants to focus on their learning.
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After that, in the third stage, the learners began using the adopted tool and task to approach their
vocabulary learning. In more details, the pedagogical features of the adopted tool and task
encouraged the learners to practise their recently learned words and engage in social learning
activities, such as providing and receiving scaffolded help. It also provided indications of the
learning progress, extended the learners’ classroom time, enabled authentic usage of English,
and introduced new concepts of learning (see 6.2 for more details about the pedagogical

affordances of the adopted tool).

As a result, the adoption of the mobile microblogging tool and task helped in promoting
learners’ engagement and involvement with their targeted vocabulary (see 6.3 for more details)
and consequently impacted on their gains and knowledge development (see 6.4 for more
details). More specifically, the use of the adopted tool and task engaged the learners with their
targeted words in ways impossible in a traditional classroom. These include an increase in the
amount of interaction focused on targeted words, the frequency of encounters and the amount of
time spent on the targeted vocabulary. Also, it involved the learners in searching and evaluation
activities related to their targeted vocabulary. Finally, it helped the learners to learn how to use

and employ social tools for their learning in general.

6.6 Research questions

6.6.1 RQ1: How do the learners perceive the adoption of mobile

microblogging to approach vocabulary learning?
6.6.1.1 What are the learners’ attitudes towards vocabulary learning?

The research participants appeared to have positive attitudes towards vocabulary learning that
slightly improved after the use of the mobile microblogging tool and task. More specifically,
most of the participants reflected that vocabulary is an important part of language learning.
However, what is surprising is that almost half of the respondents (44%) considered learning
vocabulary a bit challenging. This disagrees with Altiner (2011) who found that most of the

participants viewed learning vocabulary as difficult.

6.6.1.2 What are the learners’ attitudes towards utilising Twitter as a mobile

microblogging tool to approach vocabulary learning?

The learners’ attitudes have positively changed after the use of the mobile microblogging tool
and task. As expected, these findings broadly support the work of previous studies concerned
with learners’ attitudes towards technology-enhanced learning (Alzahrani, 2013; Basoglu &
Akdemir, 2010; Hsu, 2013; Yu et al., 2010). Particularly, quantitative and qualitative data
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showed that more than two-thirds of the participants found learning via the adopted tool more
appealing. They also perceived the adopted tool as useful and easy to use as well as this way of
learning as convenient, flexible and comfortable. Moreover, they highlighted the effect it had
on their knowledge development resulting from facilitating learning words’ meanings, as well

as enabling them to encounter their recently learned words in authentic examples.

6.6.1.3 How does the mobile microblogging help the learners to approach

vocabulary learning?

In view of all that has been mentioned in 6.2.2, the adoption of the mobile microblogging tool
helped the learners to approach vocabulary learning in a number of ways. First, it can inspire
EFL learners to dedicate more of their time to vocabulary learning (Hsu, 2013). Second, it can
enthuse EFL learners to invest previously unproductive time in vocabulary learning at locations
and times of their choice (Cui & Bull, 2005; Hlodan, 2010; Llic, 2013; Lu, 2008; Palalas, 2012;
Sharples, 2000; Sharples et al., 2007; Stockwell, 2007). Third, it can extend the time spent on
targeted lexical items and thus aid learning and retention (Schmitt, 2010a). Fourth, it can extend
face-to-face class activities and enable them to take place while outside the classroom (Al-
Shehri, 2011; Carter, 2011; Junco et al., 2013; Junco et al., 2011; Kassens-Noor, 2012;
O’Reilly, 2005; Schroeder et al., 2010). Fifth, it facilitates searching targeted-vocabulary-related
information which is one of the three components of the Involvement Load Hypothesis that are
presumed to aid learning (Hill & Laufer, 2003; Laufer & Hulstijn, 2001). Sixth, it can ease
finding targeted-vocabulary-related information posted by other classmates (Abdous et al.,
2009; Alzahrani, 2013; Cox, 2012; Oblinger et al., 2005; Rahamat et al., 2011; Salvia, 2000;
Song & Fox, 2008). Seventh, it can increase exposure to targeted words as well as to authentic
usage of recently learned words and thus aid the learning process and retention (Joe, 2010;
Schmitt, 2010a). Eighth, it can group learners’ posts under one hashtag name as well as display
them in a chronological order. Ninth, it allows EFL learners to access each other’s posts and
thus learn together as well as from each other. Tenth, the 140-character posts can increase the
attention of EFL learners as well as their involvement with targeted lexical items and thus
support the process of vocabulary learning and retention (Hill & Laufer, 2003; Hulstijn &
Laufer, 2001; Laufer & Hulstijn, 2001; Schmitt, 2010b). Eleventh, it can increase the
involvement of EFL learners with their targeted vocabulary by producing and sharing example
sentences (Hill & Laufer, 2003; Hulstijn & Laufer, 2001; Laufer & Hulstijn, 2001). Twelfth, it
can establish a relaxed learning atmosphere with less anxiety and stress. Thirteenth, it can foster
a more autonomous and learner-centred learning environment. Fourteenth, it can facilitate social
interaction and thus establish a supportive learning environment in which EFL learners can
provide and obtain social support (Carter, 2011; Dhir et al., 2013; O’Reilly, 2005;

Parameswaran & Whinston, 2007).
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6.6.1.4 What challenges learners encountered?

Although the adoption of the mobile microblogging tool and its several features offered a great
deal to EFL students (see 6.2.2), it presented a number of challenges (see 6.2.3). A few learners
reported concerns and challenges they confronted during their participation in the research
intervention. Lack of internet connection in the participants’ mobile devices hindered using the
tool and task to approach their vocabulary learning. This can be attributed to some of those
participants being unable to afford paying for an internet connection. Additionally, they also
lacked a reliable Wi-Fi connection on campus. Issues related to account and learning
information protection were also concerned. In other words, there was some fear of losing
Twitter accounts and/or posts that contained targeted-vocabulary-related information. However,
as informed by the learners, these concerns were mainly associated with learning issues, not
with online safety issues. More precisely, the learners spent time and effort to search, learn,
produce original sentences and share existing knowledge with other classmates on Twitter and
thus they seemed to be worried about the consequences of a probable loss of their learning
efforts and outcomes and not from their accounts and/or personal information being hacked.
Usability concerns was another issue that seemed to disturb few of the participants. In detail,
those who have never been involved in technology-enhanced learning as well as those who
experienced a hard time using the current adopted tool appeared to feel somewhat frustrated.
However, their familiarity with using the adopted tool seemed to have grown as a result of
receiving social support from other more experienced classmates. Finally, finding time during
which the participants can use the mobile microblogging tool and task represented another layer
of challenge that faced a few participants. From the participants’ perspective, three reasons
could explain why affording time was difficult. First, personal/family commitments that
sometimes require time. Second, work commitments as some students might work while

studying. Third, academic learning commitments, such as preparing for exams and assignments.

6.6.2 RQ2: How does the adoption of the mobile microblogging increase EFL

learners’ engagement with vocabulary?

The findings related to the learners’ prior experience of approaching vocabulary learning
revealed that lack of sufficient involvement and engagement with targeted words hindered
vocabulary knowledge development. On the contrary, the findings related to the learners’
current experience indicate that the adoption of the mobile microblogging tool and task offered
them with opportunities to approach their vocabulary learning (see 6.2 for more details) and
thus boosted the learners’ emotional, behavioural, social and cognitive engagement with their
targeted words. To elaborate, the presence of the proposed motivational-cognitive components

of the Involvement Load Hypothesis, ‘need’ , ‘search’ and ‘evaluation’ in the current mobile
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microblogging task increased the involvement load of the task which are presumed to aid
learning (Ghorbani & Rahmandoost, 2012; Hill & Laufer, 2003; Hulstijn & Laufer, 2001). This
coincides with the assertions of the Involvement Load Hypothesis (Laufer & Hulstijn, 2001) as
well as with previous studies which found that the higher the involvement load is the more
effective the learning task will be (Ghorbani & Rahmandoost, 2012; Hill & Laufer, 2003;
Hulstijn & Laufer, 2001). However, the Involvement Load Hypothesis does not consider a range

of additional factors that can influence vocabulary learning (Schmitt, 2010b).

The findings of the current research are in line with a number of previous studies in that
implementing educational technology can afford ways to engage EFL learners with their
targeted materials (Chen & Chen, 2012; Franklin & Peng, 2008; Greenhow et al., 2009;
Grosseck & Holotescu, 2008; Honeycutt & Herring, 2009; Junco et al., 2013; Junco et al., 2011;
Martin & Ertzberger, 2013; Mollett et al., 2011; Schroeder et al., 2010; Teevan et al., 2011,
Veletsianos, 2012). As discussed earlier in 6.2.2, the adoption of a powerful educational
technology inspired the learners to take more responsibility for their learning as well as to be
involved in creating accessible vocabulary learning content (Nikolova, 2002). It also helped to
bridge the gap by allowing the learners, whose exposure to English was limited to the
classroom, to connect to the world and get more authentic exposure to their targeted vocabulary
(Al-Shehri, 2011; Levy & Stockwell, 2006). The frequency of encounters or exposure to the
targeted words, which can be as important as the type of the learning task, were another factor
that increased the learners’ engagement (Folse, 2006). The facilitation of social interaction
increased the amount of interaction focused on lexical items (O’Reilly, 2005) and thus the
learners’ engagement (Carter, 2011; Dhir et al., 2013). Finally, The shortness of the posts
assisted in increasing the learners’ attention and concentration on the targeted lexical items
which as a result boosted their engagement (Altiner, 2011; Ebner et al., 2010). Promoting
learners’ engagement with vocabulary is a critical factor for vocabulary learning and acquisition
(Schmitt, 2010a; Schmitt, 2010b).

6.6.3 RQ3: How does the adoption of mobile microblogging impact the

learners’ knowledge gains and development?

6.6.3.1 How do the learners perceive the impact of the adopted tool on their

vocabulary gains and knowledge development?

The effect of engagement on the learning development and outcomes was positively perceived
by the learners. In particular, it was reported that learning via the mobile microblogging task
enhanced vocabulary gains and knowledge (see 5.2.7). This enhancement could mainly be

attributed to the promoted engagement discussed earlier in 6.3. A number of other factors
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appeared to reflect the positive impact of the promoted engagement on the learning
development and outcomes, namely increased in-class participation and perceived improved

comprehension.

With respect to the increased in-class participation, the learners and their teacher reported that
the amount of their as well as other classmates’ in-class participation increased markedly. This
increased amount of participation is viewed as an indicator that reflects the learners’ knowledge
gains that are believed to have resulted from participating in the mobile microblogging task.
Not only their in-class participation, but their comprehension for the reading passages they
needed to learn was also improved. This improved comprehension was another factor that
reflected the impact of engagement on vocabulary knowledge gains and development.

6.6.3.2 Are the words that are engaged with learned better?

The findings of the pre-post VKS statistical comparisons showed that the VKS-Twitter gains
were noticeably higher than the gains of the VKS-traditional by 22% (see 5.3.3.2). This result
demonstrates the positive impact of engagement with vocabulary on the learners’ gains and
knowledge development. It also shows the difference in the development of the words that were
engaged with and the ones that were not. In other words, the words that were engaged with were
learned better than the ones that were not. This result was supported by the strong positive
relationship that was found between the learners’ engagement reflected by their posts during the
research intervention (Twitter activity measurement variable) and their vocabulary gains in the
VKS-Twitter (vocabulary knowledge development variable) (see 5.3.4). These findings show
that increased engagement, reflected by the Twitter activity index variable, was associated with

increased gains, reflected by the vocabulary knowledge development variable.

6.6.3.3 How does the involvement load of the task affect vocabulary

development?

In accordance with the Involvement Load Hypothesis (Laufer & Hulstijn, 2001), the findings
showed a strong positive relationship between the vocabulary knowledge development variable
and each of the variables posted meanings and composed example sentences which reflect the
two cognitive dimensions of the hypothesis, ‘search’ and ‘evaluation’ (see 6.3 for more details).
In addition, a moderate positive relationship was found between the learners’ vocabulary
knowledge development and liked examples variables. These relationships may possibly be
explained by claiming that observing the targeted words in others’ posts seemed to affect
vocabulary gains and knowledge positively. However, posting the learned meanings and/or
composed example sentences appeared to increase the learners’ involvement and thus the

outcomes. To put this differently, the words that were engaged with through reading, posting
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their meanings and/or composed example sentences appeared to be better learned than those that

were not.

6.7 Summary

This chapter discussed the possible interpretations of the findings presented in Chapter 5. It also
linked them with previous research as well as explicitly answered the research questions. The
discussion covered three sequenced parts, starting with investigating the participants’
perceptions regarding the adopted tool and its usefulness as the basic part. It then looked at the
impact of this adoption on the learners’ involvement and engagement and ended with discussing
the effect of the promoted engagement on the vocabulary gains and knowledge development.
The findings of the research were in line with those of previous research, apart from a few
findings. Overall, the findings confirmed that the adoption of the mobile microblogging tool and
task boosted the participants’ engagement and consequently impacted their gains and learning

experience.
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Chapter 7. Conclusion

7.1 Introduction

This chapter begins by providing a brief overview of the current research and its main findings.
Then, it moves on to present the implications of (a) integrating Twitter as a mobile
microblogging tool into language classrooms to engage EFL learners with their targeted
vocabulary and (b) the impact of such integration on knowledge gains and development. These
will be followed by discussing the limitations and challenges of the current research as well as

some suggestions for future research.

7.2  Summary of the findings

This study set out to assess the practicability of promoting EFL learners’ engagement with their
L2 targeted vocabulary via the use of Twitter as a mobile microblogging tool combined with a
designed vocabulary learning task and the impact of such engagement on targeted vocabulary
gains and knowledge development. A combined qualitative and quantitative methodological
approach was used to answer the following research questions.

1. How do EFL learners perceive the adoption of mobile microblogging to approach vocabulary
learning?
a. What are their attitudes towards vocabulary learning before and after the research
intervention?
b. What are their attitudes towards utilising a mobile microblogging tool to approach
vocabulary learning before and after the research intervention?
c. How does mobile microblogging help EFL learners to approach vocabulary learning?
d. What challenges might be encountered?
2. How does the adoption of mobile microblogging increase EFL learners’ engagement with
vocabulary?
3. How does the adoption of mobile microblogging impact EFL learners’ knowledge gains and
development?
a. How do they perceive the impact of the adopted tool on their vocabulary gain and
learning development?
b.  Are the words that are engaged with learned better?

c. How does the involvement load of the task affect vocabulary development?
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Overall, the results showed that the adoption of the mobile microblogging tool and task offered
a great deal to the students, facilitated approaching vocabulary learning, and impacted on their
engagement and their vocabulary gains and knowledge development. The attitudes of the
learners towards vocabulary learning and the adopted mobile microblogging tool were generally
positive. Vocabulary is viewed by the participants of the present research as an essential
component of their L2 that they need to develop. Many of them expressed their concern about
the difficulty of dealing with new words. However, the integration of the mobile microblogging
tool into their language classroom appeared to lessen their struggle and enhance their
vocabulary learning. Generally, the learners perceived the new integrated tool as easy to use and

access as well as this way of learning as beneficial, convenient, flexible and comfortable.

The research confirmed that the implementation of Twitter as a mobile microblogging tool to
deal with L2 targeted lexical items is valuable in a number of ways. First, it established and
prompted connectedness between the learners, their teacher and the wider world. Second, it
enabled the learners to approach their targeted words anytime, anywhere through their handheld
mobile devices and Twitter. Third, it increased the amount of time spent on targeted lexical
items by dedicating part of previously wasted time for learning. Fourth, it made it possible for
usual face-to-face class activities to take place outside the classroom. Fifth, it allowed the
learner to instantly search targeted-vocabulary-related information as well as have multiple
exposures to authentic usage of recently learned words. Sixth, it facilitated social interaction,
group learning and thus encouraged more participation and established a supportive learning
environment. Seventh, it increased attention to, involvement and engagement with vocabulary.
Eighth, it enabled vocabulary use and practice. Ninth, it allowed the learners to enjoy learning in

a relaxed learning atmosphere with less anxiety and stress.

The current research has also shown that the presence of the motivational-cognitive components
of the Involvement Load Hypothesis, ‘need’, ‘search’ and ‘evaluation’ in the designed mobile
microblogging task increased the involvement load of the task. It confirms that greater
involvement and engagement with vocabulary are linked with greater vocabulary gains and
development. In other words, the words that were involved with cognitively appeared to affect
the vocabulary gains and development more than the words that were not. Equally, the adoption
of the mobile microblogging tool boosted the learners’ emotional, behavioural, social and
cognitive engagement with their targeted words. A number of other obvious factors that helped
to engage the learners emerged from this study. These include increasing the frequency of
encounters or exposures to the targeted items and attention paid to them. Accordingly, the
impact of engaging the learners with their targeted words via the mobile microblogging tool and
task was reflected in their outcomes. These include the learners’ in-class increased participation,

perceived improved comprehensions, vocabulary gains, and knowledge development. However,
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the research has also identified a number of challenges. These include lack of internet
connection, issues related to account and learning information protection, usability concerns and

affording time (see 6.2.3 for more details).

The integration of the mobile microblogging tool and task aimed to improve the existing
vocabulary learning practices in EFL contexts in which learners have limited (a) class time, (b)
exposure to the language and/or (c) chance to practice what they learn beyond the walls of their
class. Accordingly, the research has gone some way towards enhancing our understanding of
how the adoption of the mobile microblogging tool and task can boost EFL learners’
engagement and thus impact on their vocabulary gains and knowledge development. The
present research provides useful insights informed by the learners describing how the adopted
tool enhanced their existing vocabulary learning practices in addition to reporting their attitudes
and perceptions regarding the adopted new way of learning. The present research confirms
previous findings and contributes additional evidence that demonstrates how learners’

connectedness is a critical factor in facilitating learning and supporting cognitive development.

7.3 Implications and recommendations

It can be argued that the learners of the current era are characterised as the Net Generation
(Jones et al., 2010). Most of them own computers and/or connected smart/mobile devices. Their
use and dependence on technology cannot be disregarded and such widespread availability of

these connected devices should be invested in to facilitate learning.

The findings of the current research have significant implications for the understanding of how
the adoption of the mobile microblogging tool and task can help in boosting EFL learners’
engagement with targeted vocabulary and thus impacts on their knowledge gains and
development. As presented and discussed in chapters 5 and 6, the effectiveness of adopting the
mobile microblogging tool, which is an example of web 2.0 technology, and task, which is a
designed learning task, on the learners’ engagement as well as their knowledge gains and
development, cannot be ignored. Taken together, the findings of this as well as previous
research could optimistically encourage more use of web 2.0 technology tools to consolidate
language learning in general and/or a specific language aspect, such as vocabulary in particular,

in higher education EFL programmes and courses.

It can be implicated that the adoption of Twitter as a mobile microblogging tool enables EFL
learners to engage with their targeted aspects of their L2 language in a number of ways. First, it
allows them to interact with one another, with their teacher/s and/or with English speakers they

might meet on the social networking platform. While most of the web 2.0 technology tools can
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facilitate interaction, Twitter has glorified the concept of reciprocity and encouraged more
interaction between its users (Carter, 2011; Ebner et al., 2010). Accordingly, the presence of
such a distinctive feature in the tool can help to increase the amount of interaction as well as
ease the flow of conversations. These contribute to the learners’ learning development by
involving them in producing and encountering knowledge related to their targeted items in
ways that cannot be afforded by their usual or traditional classroom learning practices.

Second, the facilitation of social interaction between the learners, including providing and
receiving scaffolded support, incorporates cognitive processing that leads to knowledge gains
and development (Li, 2011; Mills, 2011; Schmitt, 2010a). Third, the formation of new concepts
for learning. That is, EFL learners can go beyond their usual circle of formal learning to learn
from the outside world. While learning with other classmates is useful, the adoption of the tool
can help in learning the language through observing English speakers’ authentic conversations
in the Twittersphere. This was distinctively referred to by many learners in the current research
(see 5.2.5.8 and 6.2.2). In other words, the learners can use Twitter as a mobile microblogging
tool to learn authentically from language naturally produced by real people. Fourth, it offers
EFL learners a flexible way of learning. The ability to use a connected device to learn at their
own convenience, anytime, anywhere and as desired that can increase EFL learners’
engagement and thus impact their knowledge gains and development. Fifth, it affords ways to
engage learners with their targeted vocabulary that might not be feasible to attain in traditional
face-to-face classes (see 5.2.6 and 6.3), such as exposure to authentic usage of lexical items
(see 5.2.5.8) and extending the amount of time spent on targeted lexical items individually and
with other classmates beyond the walls of the classroom (see 5.2.5.7). Sixth, it can effectively
encourage the learners to be active during their online participation as well as when they attend
their traditional face-to-face classes (see 5.2.7.2). Seventh, it can improve the learners’

understanding of the teachers’ explanations and reading comprehension tasks (see 5.2.7.3).

However, it is necessary for language teachers to understand how the integration of educational
technology will impact their students’ learning practices, promote their engagement and
increase their knowledge gains. That is, successful implementation of any educational
technology requires teachers not only to accept it but to show their online presence as
facilitators rather than being sources of knowledge (Junco et al., 2013). Careful selection of the
educational tool to adopt in terms of its fitness with the targeted language aspects focused on is
also necessary. While Twitter is found to be useful for vocabulary learning, it might not be as
useful for learning writing. Equally, the learning tasks to be completed online have to be
sensibly designed, so what learners learn online complement what they learn in face-to-face

classes. Without well-designed learning tasks, the adopted tool can be useless.
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Institutions and tertiary and higher education decision-makers play a key role in successful
implementation of educational technology. Without their agreement, encouragement and
support, the integration of useful technology may not be effective. It is, furthermore, suggested
that they fund projects that facilitate the integration of useful technology into language
education. This includes providing required equipment to implement and manage online
teaching and learning, such as reliable Wi-Fi networks. Providing sufficient training is equally

essential for technology implementation to be successful.

7.4  Limitations and challenges

The areas of mobile learning and integrating web 2.0 technology tools are quite broad areas that
can cover a number of issues, including different applications, tools, contexts and concepts.
Accordingly, it was necessary to narrow down the scope of the current research in order to carry
it out effectively. This caused a number of limitations that need to be acknowledged. These
limitations are associated with the focus of the research on one tool, one aspect of language
learning, the number of participants and issues with the generalisability of the findings.

The present research focused on Twitter, which was chosen as an example of mobile
microblogging tools, rather than focusing on web 2.0 technology broadly. While web 2.0
technology tools generally have similar features, it is necessary to acknowledge that Twitter has
a distinctive feature of restricting its users’ posts to 140-characters (Carter, 2011).
Consequently, caution has to be applied as focusing on one tool might provide limited data as
web 2.0 technology should be seen as a more general resource rather than a specific set of things
to do. Relatedly, the presence of Twitter’s distinctive feature may lead to particular findings that

might not be reached when implementing other tools.

Additionally, the research focused on approaching vocabulary learning, which is an important
aspect of language acquisition. Having said so, it is also significant to point out that blindly
adopting the current tool might not be appropriate in the context of teaching and/or learning
other aspects of the language. For instance, teaching and learning writing requires more space
for learners to write freely, and thus the 140-character restriction featured on Twitter might
make it inappropriate. Further, the current research examined the effect of promoting the
learners’ engagement on their vocabulary knowledge gains and development. This means to say
that it does not look at the direct effect of adopting Twitter on the learners’ vocabulary

knowledge gains and development.

Moreover, the current research suffered from limited sample size as it used a convenient sample

of 39 first year English language students. Although these students are presumed to represent a
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wider population, it is wise for such an issue to be considered as the current findings may be
less extensive. Finally, issues related to the generalisability of the findings need to be
deliberated. While it is assumed that EFL learners and contexts are relatively similar, the
adoption of Twitter as a learning tool might/might not be generalisable to a broader range of
contexts and language learners. This means to say, the large uptake of mobile technology and
relatively the popularity of Twitter in the context of the current research may not be as such in
all other EFL contexts. More specifically, mobile technology and Twitter might/might not be
widespread, accessible or preferred in all EFL contexts and thus its acceptance and willingness
by the involved participants may vary. However, the aspects and concepts of applying mobile
microblogging, such as connectedness and social learning are presumed to be much more
broadly applicable and generalisable to EFL contexts and learners. More explicitly, they may

guide the application of web 2.0 technology tools in different EFL contexts.

Furthermore, it was challenging to translate the instruments from English to Arabic and then the
obtained responses from Arabic to English. The instruments were translated to ensure that the
learners can understand the meanings of the given questions. The obtained responses were then
translated to be included in the current research. The translation required effort, time and
multiple revisions to ensure that the translated texts convey the same message in both
languages. The translated versions of the instruments were given to four people, including two
language learners and two Ph.D. students majoring in applied linguistics, to review and
highlight any problematic issues, such as typos and grammatical mistakes, clarity of the items
and clear presentation. Similarly, the translated responses were provided to two Ph.D. students
to review and confirm the adequacy of the translation in terms of conveying the same message

in both languages.

7.5 Suggestions for future research

It would be useful to gain a broader idea if future research considers implementing other social
networking tools. This can help in exploring how connectedness among EFL learners and their
teachers, as well as with the broader world, can be facilitated through different social
networking tools. In future investigations, it might be possible to measure the direct effect of
implementing a mobile microblogging tool on EFL learners’ vocabulary learning and
acquisition. It is also suggested that future research considers including bigger numbers of
learners. This might provide additional findings that may shed light on further advantages and
benefits. Similarly, targeting EFL learners in different levels of study as well as different
language abilities might add to the existing knowledge. While Twitter was optional in the

current study, future studies might consider including Twitter as a compulsory part of the
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course. Considering additional measurements that can record or track the online usage and
practices of the learners during their online participation may provide enriched data that might
contribute to the understanding of how social tools can help learners to engage and learn. For
example, measuring the amount of time learners spend on doing the online task may provide
information on the relationship between the use of the tool, engagement, and learning gains.
Finally, it might be useful to explore the views of different kinds of participants, such as
teachers and policy-makers. This can add further understanding to the potential and benefits of

implementing educational social technology into language classrooms.
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Appendix A Pre-treatment Questionnaire

Q1 Browser Meta Info

Browser

Version
Operating System
Screen Resolution
Flash Version
Java Support
User Agent

Q2 Please provide the following information

Name

University number
Section/Group
Year of study
Mobile number
Email

Nationality

Q3 Please choose your age group

00000

18-20
21-23
24-26
27-29
30 or more

Q4 | have studied English before joining the university for

00000

6 years - 1st level of intermediate school

7 years - 6th level of primary school
8 years - 5th level of primary school
9 years - 4th level of primary school
more than 9 years, please specify,

years.

Q5 Please answer the following questions by choosing 'Yes' or 'No'

Do you own a smart phone (iPhone, android devices, blackberry or windows phone)?
Do you own a tablet (iPad, Nexus 7, Galaxy note, other tablets)?

Is the mobile device you own connected to the internet?

Do you have Twitter account?

0000X%
cooo0z

Answer If Please answer the following questions by choosing "Yes' or ‘No' Do you have Twitter account?
- Yes (2) Is Selected

Q6 Have you used twitter for learning in a previous course?

o
o

Yes
No
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Answer If (A) Please read the following questions and then choose the best answer for you 1- Do you
own a smart phone (iPhone, android devices, blackberry or windows phone)? - Yes (2) Is Selected

Q7 Please choose the type(s) of your smart phone/s from the list below. You can choose more than one if

you need.

iPhone

Galaxy

Nexus

Blackberry

Windows phone

Other types. Please write down the type of your smart phone in the provided space

oo0o0Do

Q8 For how long have you been using smartphones?

Less than 1 year, please specify in the provided space
1 year

2 years

3 years

more than 3 years, please specify in the provided space

00000

Answer If (A) Please read the following questions and then choose the best answer for you 2- Do you
own a tablet (iPad, Nexus 7, Galaxy note, other tablets)? - Yes (2) Is Selected

Q9 Please choose the type(s) of your tablet/s from the list below. You can choose more than one if you

iPad

Galaxy Tab or Galaxy Note

Nexus 7 or Nexus 10

Surface

U Other types. Please write down the type of your tablet in the provided space

Answer If (A) Please answer the following questions by choosing 'yes' or 'no' Do you own a tablet (iPad,
Nexus 7, Galaxy note, other tablets)? - Yes (2) Is Selected

Q10 for how long have you been using tablets?

less than 1 year, please specify in the provided space
1 year

2 years

3 years

more than 3 years, please specify in the provided space

00000

Q11 for how many hours a day do you use your mobile device?

Less than one hour, please specify in the provided space
1 -2 hours

3 -4 hours

5 hours

more than 5 hours, please specify in the provided space

00000

Q12 | consider my knowledge about using mobile devices in general to be
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Very low

Low

Average
Advanced
Very advanced

0000

Answer If (A) Please read the following questions and then choose the best answer for you 6- Do you
have Twitter account? - Yes (2) Is Selected

Q13 Please write down your hame and twitter username in the provided spaces.

Name
Twitter username

Answer If (A) Please read the following questions and then choose the best answer for you 6- Do you
have Twitter account? - No (1) Is Selected

Q14 Would you be happy to create a twitter account to participate in this study?

O Yes
O No - (End of the questionnaire)

If No (1) Is Selected, Then Skip To End of Survey

Q15 Please read the following statements carefully and then choose the one of the given options

Never Rarely Sometimes = Often = Always
I make sure to have internet connection in my

mobile device most of the time. © © © 9 9
! use the university WI-FI to get connected to the o o o o o
internet when | am on campus.

I use my cellular data to get connected to the

internet when there is no available WI-FI @) @) @) @) @)

connection.

I use my mobile device for social networking
(Facebook, Twitter, What's App).

I use my computer to log on to my Twitter
account.

Q16 Please read the following statement carefully and then complete it by choosing from the given

options (you can choose more than one option) I have used my mobile device ........

for informal learning.
for learning in a previous course (in school or at the university).

to take class notes.

to take photos of learning materials such as the whiteboard in the class.
to search course-related information.

to do my assignments.

to engage in course-related tasks.

other, please specify in the provided space

ooooo0ooo
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Q17 Please read the following statement carefully and then complete it by choosing from the given

options (you can choose more than one option) | rely on my mobile device

to check my emails
to get organised (calendar, reminders, assignments due dates, etc.)
to search for information.

to play games

to search the meaning/s of any new word | come across.

to search course-related information

to socialize with my classmates (Twitter, Facebook, Whats app, etc.)
Other, please specify in the provided space

00000000

Q18 Please read the following statements carefully and then choose the option which best describes your

feeling.

Strongly = Disagree | Neutral Agree Strongly

disagree agree
I think vocabulary is an important o o o o o
part of language learning.
I enjoy learning vocabulary. @) o o @) @)
Learning vocabulary is easy. @) o O @) @)
I think It is my responsibility to
deal with the new words | o o o o O]
encounter while studying.
I expect my teacher to explain any
new word | encounter in the o o o o O]
textbook.
I think it is important to try to
improve my vocabulary
knowledge independently (i.e. Q Q Q Q Q
outside of class).
| prefgr to ask my teacher to o o o o o
explain any new word | encounter.
I think it is important to use my
new English vocabulary (i.e. with Q o ©) @) @)
classmates and/or online).
| pref_er to ask my classmate(s) to o o o o o
explain any new word | encounter.
| feel happy when | figure out a o o o o o
new word.
I love telling others about new
words that | have learned. 9 < © 9 9
I prefer to use the dictionary to o o o o o

learn any new word | encounter.

Q19 Do you want to add any comment? Please use the provided space.
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Q20 Please read the following statements carefully and then choose the option which best describes your

feeling.

Strongly = Disagree  Neutral = Agree Strongly

disagree agree
| feel comfortable using my mobile device
in general. & & & <) <)
Learning through my mobile device does o o o o o

not make me feel nervous.

Itis convenient to use my mobile device o o o o o
for learning while on the go.

Using mobile devices to learn is more

flexible way of learning because it can be o o o o o
done anywhere, anytime.

Using mobile devices to learn improves

communication between students and o o o o o
teachers.

Using mobile devices to learn can be an
effective way of learning because it gives
immediate support.

It is interesting to engage in course-related
activities on my mobile device.

What | learn through my mobile device
helps me in the regular classroom.

It is easy to do course-related tasks on my
mobile device.

In learning, | rely on my mobile device
more than | do on my computer.

Mobile devices can be used in many ways
to learn English vocabulary (the internet,
mobile apps, dictionaries, etc.).

| feel at ease when | learn English
vocabulary through my mobile device.

I think using mobile devices helps to
improve my English vocabulary.

Mobile devices make English vocabulary
learning much easier.

I need more use of mobile devices to
support vocabulary learning in my English o o o @) @)
COUrses.

Learning English through mobile devices

is more interesting than the traditional way o ©) ©) @) @)
of learning.

| feel excited to learn English vocabulary

by using mobile devices.

I am interested in learning English

vocabulary through mobile devices.

I prefer NOT to use my mobile device for

any course-related issues.

o
o
o
O
O

©c o0 O0 O
©c o0 ©o0 O
©c o0 ©o0 O
©c O O ©O
©c O O O

O
O
O
O
O

Q21 Do you want to add any comment? Please use the provided space.
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Q22 Please read the following statements carefully and then choose the option which best describes your

feeling.
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I know how to use Twitter.

I usually use my mobile device
to log on to my Twitter account.
| follow some people to learn
from what they tweet.

| feel comfortable using Twitter
in general.

Using Twitter is enjoyable to me.
I use Twitter because I can find
information quickly.

I find using Twitter easy.
Twitter can be accessed any time,
anywhere.

When | interact in Twitter, | feel
that there is a sense of human
interaction.

I use Twitter because it allows
me to exchange information.

To find information or solution
to any problem I have, | tend to
search in Twitter first.

Using Twitter is something | do
as part of my daily routine.

| feel that there is a social sense
with those | interact with in
Twitter.

Learning through Twitter does
NOT make me feel nervous.

I think Twitter can be used for
learning.

It is interesting to use Twitter to
share information I learnt in my
classes.

I have used Twitter to discuss
course-related issues with my
classmates.

Using Twitter improves
communication between students
and teachers.

It is easy to do course-related
tasks on Twitter.

| have tried using Twitter to learn
vocabulary.

I think Twitter can help me to
learn English vocabulary.

Using Twitter to learn English
vocabulary does NOT scare me
at all.

Twitter makes English
vocabulary learning much easier.
I think Twitter can help me to
practice English vocabulary.

I want more use of Twitter to
support vocabulary learning in
my English courses.

Strongly
disagree

)

o0 000 O O

@)

Disagree
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Neutral

0000 0 00

Agree

o000 0O 0O

@)

Strongly
agree

O

©c 0000 0 O

(@)



Learning English vocabulary
through Twitter bothers me.
Twitter is a useful tool for
learning English vocabulary.

| feel excited to learn English
vocabulary by using Twitter.

| feel at ease using Twitter to
learn English vocabulary.

| am interested in using Twitter
for vocabulary learning.

| prefer Not to use Twitter for
any course-related issues.

©c 0 0 O O ©0
©c 0 0 O O ©0
©c 0 0 O O ©0
©c 0 0 O O 0
©c 0 0 O O ©0

Q23 If you have different reasons for using Twitter other than the ones mentioned above, please feel free

to write them down in the provided space.

Q24 Do you want to add any comment? Please use the provided space.

Q25 Please complete the following statement by choosing one of the given options
I log on to my Twitter account

once a day

2 - 3times a day

once a week

2 - 3 times a week

other, please specify in the provided space

00000

Q26 Please complete the following statement by choosing one of the given options
Each time | check my Twitter account, | usually spend

less than 1 hour, please specify the number of minutes in the provided space
1 -2 hours

3 -4 hours

5 hours

more than 5 hours, please specify the number of hours in the provided space

00000

Q27 Please complete the following statement by choosing one of the given options
in Twitter, | post

no tweets at all

once a day

2 - 5 tweets a day

6 - 9 tweets a day

10 tweets a day

once a week

once a month

other, please specify in the provided space

0000000
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Q28 Would you like to add any comments and/or suggestions? Please feel free to write in the provided
space.
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Appendix B Post-treatment Questionnaire

Q1 Please provide the following information

Name
University number
GPA

Q2 Please read the following statements carefully and then choose the option which best describes your

feeling.

I think vocabulary is an important part of
language learning.

| enjoy learning vocabulary.

Learning vocabulary is easy.

I think It is my responsibility to deal with
the new words | encounter while studying.
| expect my teacher to explain any new
word | encounter in the textbook.

I think it is important to try to improve my
vocabulary knowledge independently (i.e.
outside of class).

| prefer to ask my teacher to explain any
new word | encounter.

I think it is important to use my new
English vocabulary (i.e. with classmates
and/or online).

| prefer to ask my classmate(s) to explain
any new word | encounter.

| feel happy when | figure out a new word.
I love telling others about new words that |
have learned.

I prefer to use the dictionary to learn any
new word | encounter.

Strongly = Disagree = Neutral Agree

disagree
(@] O O O
O @] @] @]
O @) @) @)
@) O O O
O @) @) @)
O O O O
O @) @) @)
(@] o] o] o]
(@] O O O
(@] O O o]
O O O O
O O O o]
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Q3 Based on your experience about using Twitter for vocabulary learning and practice, please read the

following statements carefully and then choose the option which best describes your feeling.

Strongly = Disagree Neutral Agree Strongly

disagree agree
| know how to use Twitter. o o o o o
I usually use my mobile device to o o o o o
log on to my Twitter account.
| feel comfortable using Twitter o o o o o
in general.
Using Twitter is enjoyable to me. o o o o o
| use Twitter because | can find o o o o o
information quickly.
| find using Twitter easy. o o o o o
Twitter can be accessed any time, o o o o o
anywhere.
When | interact in Twitter, | feel o o o o o
that there is a sense of human
interaction.
| feel that there is a social sense o o o o o
with those | interact with in
Twitter.
Learning through Twitter does o o o) o) o
NOT make me feel nervous.
I think Twitter can be used for o o o o o
learning.
I have used Twitter to discuss o o o o o
course-related issues with my
classmates.
Using Twitter improves o o o o o
communication between students
and teachers.
It is easy to do course-related o o o o o
tasks on Twitter.
I think Twitter helped me to learn o o o o o
English vocabulary.
Using Twitter to learn English o o o o o
vocabulary does NOT scare me at
all.
Twitter makes English vocabulary o o o o) o
learning much easier.
I think Twitter helped me to o o o) o) o
practice English vocabulary.
I want more use of Twitter to o o o o o
support vocabulary learning in my
English courses.
Learning English vocabulary o o o o o
through Twitter bothers me.
Twitter is a useful tool for o o o o o
learning English vocabulary.
| feel at ease using Twitter to o o o o o
learn English vocabulary.
| prefer Not to use Twitter for any o o o o o

course-related issues.
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Q4 Based on your experience about using Twitter for vocabulary learning and practice, please read the

following statements carefully and then choose the option which best describes your feeling.

Strongly  Disagree | Neutral Agree Strongly
disagree agree
I think that using Twitter to learn
and practice vocabulary is effective.
I think that using Twitter for
vocabulary learning and practice
makes me meet the words | am
learning more times than usual.
Reading the words, meanings and
examples my classmates had shared
in twitter helped me to correct my
understanding for some words.
I think that using Twitter to learn
and practice English vocabulary
outside the classroom helps me
remember the words better.
| feel relaxed to learn and practice
vocabulary in Twitter more than in o o o o o
the classroom.
| feel that using Twitter to learn and
practice vocabulary help me to have

O O (@) @) @)

better understanding in the © © © © ©
classroom.

| feel that using Twitter to learn and

practice vocabulary encouraged me o o o o o

to participate in the classroom.

I think that using twitter helps me to
use the words | am learning more o o o o o
than in the classroom.

Using Twitter to learn and practice
vocabulary with my classmates
helps me to learn better than
learning individually.

I prefer to learn and practice
vocabulary with my classmates in o o o o o
the classroom than in Twitter.

| feel comfortable learning with
other classmates in Twitter.
Searching the words | am learning in
Twitter and reading people's tweets o o o o o
was useful for me.

Twitter helped me to reach many
English tweets and learn from them.
| feel encouraged when somebody
favorite and/or re-tweet my tweet/s.
| favorite and/or re-tweet others'
tweets when they help me to learn or o o o o o
correct my understanding.

The hash-tag feature in Twitter

makes tracking my classmates and o o o o o
teacher's tweets easier.

Using one hash-tag to post and read
my classmates was useful.

I will continue using Twitter to learn
and practice vocabulary

O
O
O
O
O
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Q5 Do you want to add any comment? Please use the provided space.

Q6 Please read the following statements carefully and then choose the option which best describes your

feeling.

Strongly Disagree = Neutral = Agree = Strongly

disagree agree
Learning through my mobile device o) o o o o
does not make me feel nervous.
It is convenient to use my mobile device o o o o o
for learning while on the go.
Using mobile devices to learn is more o) o o o o
flexible way of learning because it can
be done anywhere, anytime.
Using mobile devices to learn improves o o o o o
communication between students and
teachers.
Using mobile devices to learn can be an o o o o o
effective way of learning because it
gives immediate support.
It is interesting to engage in course- o o o o o
related activities on my mobile device.
What | learn through my mobile device o o o o o
helps me in the regular classroom.
It is easy to do course-related tasks on o o o o o
my mobile device.
Mobile devices can be used in many o o o o o
ways to learn English vocabulary (the
internet, mobile apps, dictionaries, etc.
| feel at ease when | learn English o o o o o
vocabulary through my mobile device.
I think using mobile devices helps to o o o) o) o)
improve my English vocabulary.
Mobile devices make English o o o o o
vocabulary learning much easier.
I need more use of mobile devices to o o o o o

support vocabulary learning in my

English courses.

Learning English through mobile o o o o o
devices is more interesting than the

traditional way of learning.

| feel excited to learn English o o o o o
vocabulary by using mobile devices.

| am interested in learning English o o o o o
vocabulary through mobile devices.

| prefer NOT to use my mobile device o o o o) o)

for any course-related issues.

Q7 Would you like to add any comments and/or suggestions? Please feel free to write in the provided

space.
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Appendix C The Vocabulary Knowledge Scale

5 M1 Ol udd) aai a0 &8 olial Jeaadl B cilalsl) Be) jiy b Suiad
OB e Al s ST o
Malime Capel ¥ (ST J8 (e AlS) il - 1
(sl S Lealal Lol ya ol Lgtian 5 ui€l) i gl sie] 5 8 (e S ol -2
(52l 8 Lealal gl o o Lgtian jiisl) — Jiad (b 58N Capel -3
(les go Jsaall 8 Lgalal Ledal po i Lgian 53 (Sl Alaa 3 2l 038 aladind adaid -4
-dala daada
(saad) 3 AS S pll duacadiall A0A) 3 Lehol ya ol Al dan S ALS i € 5 VB, ALY & il e o

Jsaal) 3 A S ol il DAY L Alen o Lghd) s of Sl don 5 ALS 2 © a8, AlaY) O sl vie 60

3 4 5
Words Scale No.
Meaning/synonym/sentence

areas 1 2 3 4 5
culture 1 2 3 4 5
designers 1 2 3 4 5
economy 1 2 3 4 5
expert 1 2 3 4 5
irrational 1 2 3 4 5
frequently 1 2 3 4 5
survive 1 2 3 4 5
transit 1 2 3 4 5
replace 1 2 3 4 5
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Appendix D Interview

«» Effectiveness of and attitudes towards using Twitter for L2 vocabulary

learning:

1.

10.

11.

Have you tried using Twitter for vocabulary leaning in this course (Reading
1?
Would you please talk about you experience with using Twitter for
vocabulary learning and use?
What did you like or dislike about using Twitter for vocabulary learning?
How effective or not effective is using Twitter for L2 vocabulary learning
and use?
After using Twitter for vocabulary learning, what did you find most
useful/not useful?
How do you feel about working with your classmates to learn and use
vocabulary in Twitter?
Did you try to search any word you are learning in Twitter to see how others
have used it in their tweets?

a. Was it useful or not useful?
When you searched for the words you were learning, how easy or difficult
did you find reading/understanding people's tweets in Twitter?
Did people's tweets help or not help you to learn the meanings of the words?
Can you say some words you feel that Twitter helped you to learn and
remember them?
Have using Twitter for vocabulary learning and practice affect your

understanding and/or participation in the classroom or not?
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L)

12. What about your exam? Did it affect your performance in the exam or not?

13. Do you think you will or will not use Twitter to get engaged with any new
word you want to learn in the future?

14. Can you think of any better technology that can be used for vocabulary
learning?

15. Did using the words you are learning in Twitter help you to learn vocabulary
better?

16. Did using the words you are learning in Twitter help to remember the words
better?

Mobile Learning:

17. How useful or not useful have you found using your mobile device for
vocabulary learning?

Concluding question:

18. Have we missed anything? Please feel free to add anything you want to say?
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Appendix E  Weekly Report

Week #

N oo

Please tick in front of each statement to indicate your type of participation in the course hashtag
during the week.

I Tweeted in the course hashtag.
I read my classmates Tweets.
I did not Tweets in the course hashtag.

I did not read my classmates in the course hashtag.

Would you like to write or add anything? Please use the provided space below.
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Appendix F Arabic excerpts in a more formal

form of Arabic language

5.2.4 Participants’ Attitudes
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5.2.5 Key features of the adopted mobile microblogging tool in relation to learning

5.2.5.1 Ease of use and access
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5.2.5.3 Finding information instantly
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5.2.5.5 Use of the hashtag feature to group and organise posts
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5.2.5.6 Learner psychological factors and convenience
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5.2.5.7 Extending classroom time
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5.2.5.8 Exposure to authentic usage of targeted lexical items
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5.2.5.9 Social learning facilitation and benefits
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5.2.5.10 Fostering a more autonomous and student-centred vocabulary learning

environment
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5.2.6 Effect of using mobile microblogging on learner's engagement with vocabulary

5.2.6.1 Behavioural engagement
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5.2.6.2 Cognitive engagement
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5.2.6.4 Social engagement
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5.2.6.5 Engagement with vocabulary as a critical factor
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5.2.7 Approaching vocabulary and learning outcomes

5.2.7.1 Perceived impact on learning and remembering vocabulary
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5.2.7.2 Participation
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5.2.7.3 Comprehension and understanding
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5.2.8 Challenges of using mobile microblogging

5.2.8.1 Time
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5.2.8.2 Connection
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5.2.8.3 Technical issues
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5.2.8.4 Lack of familiarity with e-learning and Twitter use knowledge
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