
  
    Contents
  


  
    Supplemental Issue: Language Teaching Worldwide
  


  
    Issues from Teacher Researchers
  


  
    The Effect of Pecha Kucha Presentations on Students’ English Public Speaking Anxiety

    Abdullah Coskun ~ Abant Izzet Baysal University, Bolu, Turkey
  


  
    Analysing Test-Takers’ Views on a Computer-Based Speaking Test

    Marian Amengual-Pizarro & Jess Garca-Laborda ~ Universidad de las Islas Baleares, Palma de Mallorca & Universidad de Alcal, Alcal de Henares, Spain
  


  
    Anxiety in Language Testing: The APTIS Case1

    Jeannette de Ftima Valencia Robles ~ Universidad de Alcal, Alcal de Henares, Spain
  


  
    Implementation of the Moodle System Into EFL Classes

    Nuket Gunduz & Deniz Ozcan ~ Near East University, Mersin, Turkey
  


  
    English Language Teachers’ Perceptions on Knowing and Applying Contemporary Language Teaching Techniques

    Esen Sucuoglu ~ Near East University, Mersin, Turkey
  


  
    Didactic Model: Teaching the English Temporal System to Arabic Freshman Learners of English

    Thana Hmidani ~ Near East University, Mersin, Turkey
  


  
    Analysis of Documents Published in Scopus Database on Foreign Language Learning Through Mobile Learning: A Content Analysis

    Huseyin Uzunboylu & Zeynep Genc ~ Near East University, Mersin, Turkey & University of Kyrenia, Kyrenia, Cyprus
  


  
    Language Learning of Gifted Individuals: A Content Analysis Study

    Beria Gokaydin, Basak Baglama, & Huseyin Uzunboylu ~ University of Kyrenia, Kyrenia, Cyprus & Near East University, Mersin, Turkey
  


  
    
      
    
  



  http://dx.doi.org/10.15446/profile.v19n_sup1.68446


  Supplemental Issue: Language Teaching Worldwide


  How to cite this article (APA 6th ed.):

  Garca-Laborda, J., & Madarova, S. (2017). Editorial: Supplemental issue: Language teaching worldwide. Profile: Issues in Teachers' Professional Development, 19(Suppl. 1), 7-8. http://dx.doi.org/10.15446/profile.v19n_sup1.68446.


  This is an Open Access article distributed under the terms of the Creative Commons license Attribution-NonCommercial-NoDerivatives 4.0 International License. Consultation is possible at http://creativecommons.org/licenses/by-nc-nd/4.0/.

  


  Journals tend to be regional in the sense that their readership usually focuses on its own personal scope. For instance, it is hard to find a truly international journal with papers from many different countries. However, this time Profile journal has made a major effort to obtain valuable contributions from beyond the South American continent. In fact, this special issue brings together a number of very appealing topics which reflect on a common tendency. There is a clear orientation towards technology-based language teaching which can be seen in many parts of the world. This is the case of Coskuns paper on a novel approach to complementing classroom presentations through the Pecha Kucha style (http://www.pechakucha.org/), which makes long presentations accessible and controllable in the classroom. The paper is especially appealing because it also addresses collaborative and online language learning with which to prepare presentations as a group. Thus, the focus of the learning process is given to the students. This is precisely the case of Amengual-Pizarro and Garca-Laborda and of Valencia Robles, who address the impact of a relatively new exam (APTIS) on students perceptions of its usability. Valencia Robles concludes that in computer-assisted language testing it is equally important to be familiar with the test delivery system as it is to be familiar with the tasks themselves. Familiarity is also a key matter for Nuket Gunduz and Deniz Ozcan in the optimal use of Moodle for learning. Next, Esen Sucuoglu examines the perceptions of English language teachers regarding contemporary language teaching techniques. Another quite appealing article is one by Hmidani on teaching the English temporal system to Arab English learners. Two other interesting articles close this monograph, one with a revision of the bibliography in Scopus regarding mobile language learning and the other on foreign languages and gifted children.


  All in all, these articles make up a valuable volume on realities that are somewhat different from those usually attributed to the Profile journal readership. As the editor of this volume I think the articles will surely be of great interest to a very large audience.


  Note: These articles are enlarged, unpublished versions of papers delivered at the following conferences: 4th Global Conference on Linguistics and Foreign Language Teaching (LINELT-2017; Antalya, Turkey); 9th World Conference on Educational Sciences (WCES-2017, Nice-France); and 7th World Conference on Learning, Teaching, and Educational Leadership (WCLTA 2017, Budapest-Hungary). The organizers would like to express their gratitude to the editors of Profile journal for the opportunity to share this knowledge and work with its readership. All of these papers have been subjected to triple peer review and scanned with Turnitin.


  Jess Garca-Laborda

  Slavka Madarova

  Guest Editors
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  The objective of this study is to investigate the effect of the Pecha Kucha presentation format on English as foreign language learners public speaking anxiety. The participants were 49 students in the English Translation and Interpretation Department of a state university in Turkey. A pre- and post-test experimental research design was used in this study. Students were given a questionnaire as the pre-test prior to the preparation of their presentations and as the post-test immediately following the presentation in the classroom. According to the paired samples statistics, students English public speaking anxiety was reduced significantly as a result of their experience using the Pecha Kucha presentation format. It was concluded that this presentation format can be incorporated into the English as a Foreign Language classroom.


  Key words: English as a foreign language, Pecha Kucha, speaking anxiety.

  


  El objetivo de este estudio es investigar el efecto del formato de presentacin de Pecha Kucha en la ansiedad al hablar en pblico de estudiantes de ingls como lengua extranjera. Los participantes fueron 49 estudiantes del Departamento de Traduccin e Interpretacin en Ingls de una universidad estatal en Turqua. Se utiliz un diseo de investigacin experimental previo y posterior al ensayo. Los estudiantes recibieron un cuestionario antes de la preparacin de sus presentaciones e inmediatamente despus de la presentacin en el aula. De acuerdo con los resultados, la ansiedad de hablar en ingls de los estudiantes se redujo significativamente como resultado de su experiencia usando el formato de presentacin de Pecha Kucha. Se concluye que este formato de presentacin puede ser incorporado en el saln de clases de ingls.


  Palabras clave: ansiedad del habla, ingls como lengua extranjera, Pecha Kucha.

  


  Introduction


  It is important for university students to search for a particular topic, interpret the content they find, and organize it in the form of an oral presentation (Garca-Laborda, 2013; Garca-Laborda & Litzler, 2015). These skills are expected not only to enable students to organize knowledge, but also to improve their public speaking skills. Because skills such as presenting ideas in a systematic way and speaking effectively to an audience are necessary for university graduates (Artyushina, Sheypak, & Khovrin, 2010; Garca-Laborda & Litzler, 2017), oral presentation has been the main focus of various courses at the university level.


  As suggested by Murugaiah (2016), the most common way to present content verbally is to use Microsoft Office PowerPoint. However, according to her observation, a number of issues might weaken the quality of students presentations, such as not concentrating on main points, reading from wordy slides, and overrunning the allocated time. Therefore, she argues that students should be encouraged to use the PowerPoint software more creatively. As an alternative to the time-consuming traditional presentations with text-heavy slides, Pecha Kucha (PK) has emerged as a result of the creative use of PowerPoint software (Klentzin, Paladino, Johnston, & Devine, 2010; Robinson, 2015).


  Devised by two architects, Astrid Klein and Mark Dytham, PK is actually a Japanese term for the sound of chit chat. Although chit-chat is an informal talk, the originators of the idea seem to use the term ironically as they developed PK as an alternative to long, wordy, and boring PowerPoint presentations often neglecting the use of images (Lucas & Rawlins, 2015). According to the official website (http://www.pechakucha.org/), PK requires the presentation of 20 slides, each of which can be displayed for 20 seconds. That is the reason why this fast-paced presentation style is also called 20x20 on its website. The rationale behind PK is to enable the speaker to present ideas by using images in an allocated time of six minutes and 40 seconds. Pointing out that PK is a highly visual presentation style, Christianson and Payne (2011) highlight that the slides in a PK presentation must automatically run with a timer as time is the most critical aspect of this presentation format.


  Even though PK was originally created as a public speaking technique to capture architects attention, its popularity went beyond the field of architecture and spread quickly to other disciplines as a novel means of presentation (Tomsett & Shaw, 2014). PK nights have also become popular around the world as a way of presenting a piece of work and sharing opinions related to a public issue (Snow, 2006). Moreover, PK is currently utilized frequently in the classroom (Foyle & Childress, 2015) as it offers many benefits within the education sphere. Despite some of the drawbacks, such as presenting within a certain period of time and the inflexible nature and selection of visuals for each slide (Christianson & Payne, 2011); advantages of the PK presentation style outweigh its disadvantages.


  One of the greatest advantages of PK is that it is often very appealing, engaging, and enjoyable to the audience (Christianson & Payne, 2011; Nguyen, 2015; Shiobara, 2015; Soto-Caban, Selvi, & Avila-Medina, 2011). According to A. M. Beyer (2011), the creative use of PowerPoint software has the potential to result in high student engagement on the side of both the presenter and the audience. In another study, it was found that PK is far more effective in terms of students explaining skills than the traditional presentation format (Widyaningrum, 2016). In addition to its engaging nature, it is emphasized that through PK presentations, students can learn how to create visually attractive slides (Shiobara, 2015).


  The time constraint in the PK presentation style is often regarded as a benefit rather than a drawback. Reynolds (2012) illustrated the time limitation in PK as an advantage with a thought-provoking question: Which would be more difficult for a student and a better indication of their knowledge: a 45-minute recycled and typical PowerPoint presentation or a tight 6:40 presentation followed by questions and discussion? (p. 41). In a similar vein, it is stated that PK requires students to practice and rehearse for a long time in order to remain within the allocated time during the presentation, which reduces the mistakes often encountered during traditional presentations (A. A. Beyer, Gaze, & Lazicki, 2012).


  Especially in terms of learning and teaching English as a foreign/second language (EFL/ESL), the PK presentation style offers many opportunities. First of all, it has been pointed out that PK improves students speaking and oral presentation skills (Nguyen, 2015; Shiobara, 2015). The PK presentation format is also believed to pave the way for English language students to think about the linguistic, paralinguistic, as well as technological dimensions of the presentation (Artyushina et al., 2010). Likewise, Baker (2014) maintains that the presenters can achieve the automaticity and speak more confidently as a result of the PK experience as such presentations necessitate a lot of rehearsal for the presenter to properly manage the allocated time. Additionally, Baskara (2015) found that students who made PK presentations became more autonomous in structuring their ideas and were more active in the language learning process. An added benefit of integrating PKs into the language classroom is leading students to improve their information and communications technology (ICT) skills (Mabuan, 2016a). On the other hand, Ryan (2012) revealed that using PKs can help EFL students improve their pronunciation by enabling them to produce natural speech to keep up with the tempo of the presentation style. Last but not least, as Michaud (2015) emphasizes, PKs provide EFL students with an opportunity to be creative and to make presentations on topics they are passionate about.


  In addition to the above-mentioned advantages of PKs in the EFL classroom, the researcher aims to explore whether this presentation style has an effect on students English public speaking anxiety.


  Public Speaking Anxiety


  In general terms, foreign language classroom anxiety is described as a distinct complex of self-perceptions, beliefs, feelings, and behaviors related to classroom language learning arising from the uniqueness of the language learning process (Horwitz, Horwitz, & Cope, 1986, p. 128). According to the literature, anxiety in the foreign language learning process can emerge as facilitative or debilitative anxiety. From Scovels (1978) perspective, facilitative anxiety enables students to challenge the new task and leads them to the approval behavior; however, debilitative anxiety makes students avoid the new task by causing them to develop avoidance behavior. From this explanation, it is realized that facilitative anxiety motivates students to perform a task more efficiently by spending effort in coping with anxiety; in contrast, debilitative anxiety is considered an extreme level of anxiety affecting their performance negatively (Simpson, Parker, & Harrison, 1995).


  Among the four basic foreign language skills, speaking is the skill causing the highest level of anxiety (Cheng, Horwitz, & Schallert, 1999; Young, 1990). In other words, when students have to speak a foreign language, they are generally afraid of doing so. This common phenomenon experienced by the person who is afraid to make a speech is described as public speaking anxiety (Ayres & Hopf, 1993), and the fear of speaking in public is known as glossophobia. It is assumed that approximately 85% of speakers feel anxious before presenting a speech in their native languages (Burnley, Cross, & Spanos, 1993). This statistic must be even higher when it comes to foreign language public speaking anxiety.


  McCroskey (1970) divides public speaking anxiety into four basic stages: pre-preparation anxiety, preparation anxiety, pre-performance anxiety, and performance anxiety. Plangkham and Porkaew (2012) explain that pre-preparation anxiety is an issue when a student knows that he/she will make a public speech soon; preparation anxiety becomes apparent when a student begins to prepare for a speech; pre-performance anxiety comes forth when a speaker rehearses the speech; and finally, performance anxiety appears while a student is making the public speech.


  It is argued in the literature that although English language teachers make a lot of effort to develop students English public speaking skills, the problem of public speaking anxiety is known to be an obstacle to many students (Ciarrocca & Brown, 2015). Public speaking anxiety both in our first language and in a second/foreign language usually appears when speakers think that their performance could be erroneous or not comprehensible (Brown, 2000). Lack of fluency in the target foreign language could be another reason why some students experience public speaking anxiety (Beatty & Friedland, 1990).


  Therefore, it is suggested that English language teachers ought to be aware of public speaking anxiety and develop strategies to encourage their students to deal with it (Ciarrocca & Brown, 2015). One way to reduce public speaking anxiety is to enable students to practice speech through repetition and rehearsal (Liao, 2014). According to many researchers, PK is one of the presentation styles enabling students to practice speech, and thus lowering their English public speaking anxiety (Swathipatnaik & Davidson, 2016). Lucas and Rawlins (2015) also found in their study that PK helped students handle public speaking anxiety by focusing on how short a time they have for each slide instead of thinking about how long they have to talk (p. 106). Specifically for the language classroom, PK is believed to lead students to feel that the presentation is short enough to accomplish, which motivates them to spend more time practicing and rehearsing PK presentations than they do for traditional presentations (Shiobara, 2015). It is likely for students to lower their public speaking anxiety after several rehearsals for their presentations.


  In a similar vein, it was found in a study that students who were involved in PK presentations scored significantly higher in English public speaking performance than the students who had traditional speaking lessons (Zharkynbekova, Zhussupova, & Suleimenova, 2017). In addition, Tomsett and Shaw (2014) uncovered that PKs can be used by language learners as a way of presenting content to help cope with the fear of speaking English in class. This finding was also echoed by Mabuan (2016b) who came to the conclusion that PK presentations not only help students practice their English speaking skills but also increase their confidence while reducing their public speaking anxiety. On the other hand, Sylvan Payne, who is an expert on PK presentation format, gives the following example to illustrate the positive influence of PKs on students English public speaking anxiety (Personal Communication, July 10, 2017):


  The PK adrenaline rush is normal and can be a positive thing if you channel it. And the best way to do so is through practice. I had a student recently who had been in the army and he compared it to combat training. Once the bell rings and the presentation starts, if youve practiced enough, the training kicks in and youre okay. And once youve been in combat onceor done a presentationand survived, you know next time youll probably be okay. And you appreciate that youve practiced.


  Considering the benefits of PKs for the EFL classroom and the assumption that it might reduce students public speaking anxiety, this study is an attempt to integrate the PK presentation format into EFL speaking-based courses offered to English translation and interpretation students in a state university in Turkey and to assess the effect of this presentation format on students English public speaking anxiety.


  Need for the Study


  Although studies regarding the PK presentation format have been carried out in different parts of the world and have yielded promising findings about its use in learning and teaching English, the researcher has not come across any single paper focusing on PK in the Turkish EFL context. Also, reviewed studies dealing with PK generally concentrate on students opinions about this presentation format, and their opinions have been obtained mostly through questionnaires or interviews. As no studies regarding the effect of PKs on students English public speaking anxiety have been carried out, this study aims to delve into this issue by means of a pre- and post-test experimental research design to bridge the gap in the existing literature.


  Additionally, participants of this study regularly prepare English presentations in line with the objectives of the English speaking-based courses in the research context. However, it was observed that their presentations were often dominated by long sentences which were generally read out loud. When such presentations were wordy, lacked images, and were too long; listeners were observed feeling bored or uninterested. For that reason, PK was integrated into the speaking-based courses to attract listeners attention, as well as to assess the effectiveness of PK from students perspectives. As PK was a brand-new idea in the context of the present study, some students were observed feeling very anxious when they first heard of the PK presentation style. Therefore, it is a key concern for the researcher to dwell on the effect of PK on students English public speaking anxiety.


  Furthermore, as speaking anxiety is one of the major concerns in the Turkish EFL context (ztrk & Grbz, 2014; Tok, 2009), it is deemed necessary to find novel ways to reduce students English speaking anxiety. Consequently, the current study intends to explore whether PK can reduce Turkish EFL students public speaking anxiety as an alternative presentation technique. More specifically, the researcher aims to seek an answer to the following research question: What is the effect of Pecha Kucha presentation format on students English public speaking anxiety?


  Method


  In this study, a pre- and post-test experimental research design was used. Participants completed a questionnaire related to public speaking anxiety as the pre-test before they started preparing their PKs. After they presented their PKs, they filled out the same questionnaire as the post-test to explore the effect of the PK presentation format on their English public speaking anxiety level.


  Participants


  Participants were 49 upper-intermediate freshman, sophomore, and junior English translation and interpretation students taking English speaking-based courses (e.g., Speaking Skills in English) in a Turkish university. As the department is new, it does not have senior students, and students whose presentations were not prepared in accordance with the PK presentation format were excluded from the study.


  Data Collection Instrument


  To find out participants level of public speaking anxiety, a questionnaire was used in this study as the pre-test and post-test. The questionnaire in English was developed by Plangkham and Porkaew (2012) who adapted the Personal Report of Public Speaking Anxiety designed by McCroskey (1970). The questionnaire includes 16 five-point Likert scale items concerning four stages of public speaking which make up the following sub-dimensions in the questionnaire: pre-preparation (e.g., I feel tense when I see the words speech and public speech on a course outline when studying), preparation (e.g., While preparing to give a speech, I feel tense and nervous), pre-performance (e.g., I feel anxious while rehearsing a speech), and performance (e.g., My hands shake and some parts of my body feel very tense when I am delivering a speech). Related to each sub-dimension, there are four items rated on a 1 (strongly disagree) to 5 (strongly agree) response scale. According to this rating, as the agreement level with the items increases, participants anxiety level also increases.


  For validity and reliability concerns, the questionnaire was piloted by Plangkham and Porkaew (2012) for the Thai EFL context. For its validity in the Turkish EFL context, it was also sent out for review to an assessment and evaluation expert as well as a foreign language teaching expert. Also, five students who did not take part in this study gave feedback about the difficulty level of the items. No changes were deemed necessary for the original questionnaire. According to the pre-test results, the questionnaire was found to be reliable in this study with a Cronbachs alpha reliability coefficient of .91. For the pre-preparation, preparation, pre-performance, and performance sub-dimensions, the following Cronbachs alpha values were found respectively: .85, .69, .67, and .85.


  Procedure and Data Collection


  All the students who took part in this study had made traditional PowerPoint presentations earlier in speaking-based courses in the context of this study. Therefore, they were already familiar with using Microsoft Office PowerPoint. For this study, they were trained for two weeks (a total of six hours) on the guiding principles of the PK presentation format. The definition and the historical background of PK, its advantages and basic rules (e.g., the number of slides, timing of each slide, and the importance of presenting the content through images) were explained to the participants. During the training, students were shown the Pecha Kucha Rubric developed by Holliday (2013) to familiarize them with the requirements of a good PK presentation.


  In addition, two PK examples retrieved from the official website of Pecha Kucha (http://www.pechakucha.org) were demonstrated to make students aware of the conventions of pk. Finally, the 20x20 PowerPoint template developed by Christianson and Payne (2011) was provided to the students so that they could prepare 20 slides, each of which would be shown for 20 seconds before automatically proceeding to the next slide. Therefore, students were expected to prepare a presentation that lasted six minutes and 40 seconds. In each group (i.e., freshmen, sophomore, junior), one volunteer student who was excluded from the study prepared a PK presentation to exemplify to his/her group how the presentation should look. These presentations were checked by the course instructor, who is also the researcher, to make sure that they would be in line with the PK format.


  After the training sessions, participants were allowed to choose the topic they would like to prepare a creative PK presentation about. The topics were negotiated with the course instructor. The selected presentation topics covered a range of social and academic issues, such as food, animals, health, and overpopulation.


  Three weeks before students started to prepare their PKs, the questionnaire aiming to identify their level of public speaking anxiety was given to the students as the pre-test. All the students performed their PKs on the scheduled days within a 7-week time frame. During their preparation time, they were encouraged to confer with the instructor when they needed help. On the day of the presentation, both the instructor and the students gave feedback to the presenter regarding the quality of the presentation in accordance with the principles of PK presentation style. Immediately after each presentation, the presenter was asked to fill out the questionnaire as the post-test by considering the possible effect of PK on their English public speaking anxiety. It took approximately seven minutes to complete the questionnaire.


  Data Analysis


  The data obtained by means of the pre- and post-tests were analyzed using a Statistical Package for the Social Sciences (SPSS 23). To calculate whether there is a significant difference between the pre-test and post-test scores of the sub-dimensions in the questionnaire, the paired sample t-test was applied.


  Findings


  The paired samples statistics of the pre- and post-test scores of each factor (i.e., Items 1-4: pre-preparation anxiety; Items 5-8: preparation anxiety; Items 9-12: pre-performance anxiety; Items 13-16: performance anxiety) were analyzed, and the following findings illustrated in Table 1 and Table 2 were revealed in relation to the research question What is the effect of Pecha Kucha presentation format on students English public speaking anxiety?
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  As can be understood from Table 1, the p-values (Sig.) reached, as a result of the paired sample t-test, are less than 0.05. This means that there is a significant difference between pre-test and post-test scores in terms of all pairs for each factor. In other words, students responded differently to the same questionnaire administered as pre-test and post-test before and after their PK experience.


  From the mean scores in Table 2, it can be realized that the mean values of the factors are significantly higher in the pre-test. Considering that the questionnaire administered as pre-test and post-test is related to the four sub-dimensions of public speaking anxiety level, it would be true to conclude that their English public speaking anxiety was reduced as a result of their involvement in preparing a pk presentation.


  Discussion and Conclusion


  In todays world, public speaking skills are essential for both academia and for future employability (Hunter, Westwick, & Haleta, 2014). As in many other courses at the university level, effective presentation is an indispensable course component in English language courses (Simona, 2005). In the Turkish EFL context dominated by speaking anxiety and the unwillingness to speak English (Dil, 2009; ztrk & Grbz, 2014), it is considered necessary to reduce EFL university students public speaking anxiety. With this necessity in mind, this study aims to reveal the impact of PK presentation format on EFL university students English public speaking anxiety by giving them a questionnaire as pre-test and post-test before and after they had experience in preparing and performing a PK presentation on a topic they selected themselves.


  The questionnaire included items focusing on students anxiety levels at different stages of public speaking, such as pre-preparation, preparation, pre-performance, and performance. Participants responses to the pre-test and post-test were analyzed by means of SPSS, and a significant difference was found between their scores on these tests. It was uncovered that their public speaking anxiety level was significantly reduced as a result of their PK experience. This finding corroborates the assumptions and the findings of other researchers (Mabuan, 2016b; Swathipatnaik & Davidson, 2016; Tomsett & Shaw, 2014). According to these researchers, pk presentation format contributes to students confidence to speak English in public. It is also believed that PKs improve not only students presentation skills but also their confidence in public speaking by helping them overcome speech anxiety (Lucas & Rawlins, 2015).


  The positive influence of PK on students public speaking anxiety can be justified by referring to the basic principles of this presentation format. As PK is a rigorous presentation style with time limitation, students have to practice and rehearse several times with a timer before the presentation. In other words, this presentation format forces the students to practice intensively as they cannot depend on text-heavy slides during presentations (Baker, 2014; Klentzin et al., 2010; Lucas & Rawlins, 2015). Because students are well-prepared for the real performance, it is likely that their public speaking anxiety will be reduced. As Simona (2005) argues, rehearsing a presentation raises speakers confidence and familiarizes them with the presentation content. Similarly, motivating students to practice speech by means of repetition and rehearsal is known to be a useful way to reduce public speaking anxiety, and thus to raise confidence in speaking (Liao, 2014). In a foreign language classroom, students tend to have the feeling that PK presentation is shorter and more manageable than the traditional presentation style and, consequently, they become more motivated to rehearse and practice for it (Lucas & Rawlins, 2015; Shiobara, 2015).


  Competing with the time and not having words on slides might give rise to anxiety for some students but the anxiety PK causes can be considered as facilitative anxiety rather than debilitative anxiety (Scovel, 1978). It is true that PK presentation format might result in some tension but this tension can be associated with what Brown (2000) refers to as just enough tension to achieve a task. Therefore, facilitative anxiety is regarded as a good motivator that can keep the presenter alert and prevent the speaker from relaxing entirely. Similarly, in Baileys (1983) study, facilitative anxiety is thought to be one of the keys to success in language learning. Although the highly controlled nature of PK might seem to be a source of presentation anxiety, some students in the study carried out by Lucas and Rawlins (2015) stated that it is more convenient to prepare a PK than to plan a flexible five- to seven-minute presentation.


  In line with the positive findings of this study and the benefits of the PK presentation format reviewed in the literature (Baker, 2014; Baskara, 2015; Lucas & Rawlins, 2015; Mabuan, 2016b; Nguyen, 2015; Ryan, 2012; Soto-Caban et al., 2011; Swathipatnaik & Davidson, 2016), the use of PK presentation style should be promoted especially in the university EFL contexts. The following recommendations can also be made for English language teachers, prospective English language teachers, EFL students, and researchers who are interested in the PK presentation style:


  
    	English language teachers need to be aware of the fact that public speaking is an important skill that should be acquired by all English language learners; moreover, students speaking anxiety should be lowered as it hinders them from improving their speaking skills (Ciarrocca & Brown, 2015). Therefore, English language teachers can think of PK as an effective way of reducing students public speaking anxiety, but first they should familiarize themselves with the conventions of this presentation technique and incorporate it into their own teaching sessions. By this means, students awareness about the PK presentation format can be raised and they can become psychologically ready to use it for their presentations. As PK is quite different from the traditional presentation style, special training about how to prepare a PK presentation is deemed necessary for EFL students (Murugaiah, 2016; Zharkynbekova et al., 2017).


    	The PK presentation style should also be integrated into pre-service EFL teacher training programs as it can contribute to prospective English language teachers instructive skills (Widyaningrum, 2016). Tm and Kunt (2013) found in their study that Turkish-speaking EFL teacher candidates experience anxiety while speaking English, and they argue that the uncertainties of classroom discourse might be one of the reasons behind this. Besides, making PowerPoint presentations is regarded by candidate EFL teachers in Turkey as essential for their future careers (zaslan & Maden, 2013), and it is known that the ability to use technology is one of the qualities of an effective language teacher (Kourieos & Evripidou, 2013). Having all these in mind, it is suggested that PK could be incorporated into pre-service EFL teacher training programs as an alternative way of presenting content.


    	PK can be a part of EFL speaking classes, and it is favorable to give students the opportunity to select a topic they would like to talk about to allow creativity (Michaud, 2015). As Murugaiah (2016) states, students can also work in groups to prepare a PK project together because teamwork in the process of preparing a PK can lead to constructive discussion among group members, which leads to more effective presentations. From Murugaiahs perspective, another positive aspect of group presentations is that weak students could be supported by more proficient English speakers while preparing a PK. The benefit of PK as a team building presentation format was also highlighted by some other researchers (Artyushina et al., 2010).


    	Although there are reservations about the integration of PK into low proficiency level EFL classes (Murugaiah, 2016), this presentation format can be effectively integrated into EFL courses to help upper intermediate level students reduce their English public speaking anxiety or into English for academic purposes (EAP) courses (Robinson, 2015). On the other hand, Michaud (2015) acknowledges that encouraging low-level students to prepare PKs is hard but is also worth trying. He suggests that lower level students could start with presentations with 10 slides to be shown for 10 seconds each.

  


  Even though the finding of this study is promising for the promotion of the PK presentation format as a means to lower students speech anxiety, the result of the study cannot be considered conclusive. The study has a limitation in that the finding is based on students self-perceptions of their English public speaking anxiety at the end of presenting only one PK. In further studies, students could present more than one PK and a similar questionnaire should be administered some time after the presentation performance to reveal the long-term effect of this presentation format on students public speaking anxiety. Also, by adding some open-ended questions to the questionnaire, further studies could uncover the inner feelings of the presenter before, while, and after preparing and presenting a PK. Finally, the effect of PK presentation format on EFL students fluency could be explored in further studies.
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  This study examines test-takers views on a computer-delivered speaking test in order to investigate the aspects they consider most relevant in technology-based oral assessment, and to explore the main advantages and disadvantages computer-based tests may offer as compared to face-to-face speaking tests. A small-scale open questionnaire was administered to 80 test-takers who took the APTIS speaking test at the Universidad de Alcal in April 2016. Results reveal that examinees believe computer-based tests provide a valid measure of oral competence in English and are considered to be an adequate method for the assessment of speaking. Interestingly, the data suggest that personal characteristics of test-takers seem to play a key role in deciding upon the most suitable and reliable delivery mode.


  Key words: Computer-based language testing, oral assessment, second language testing.

  


  Este estudio analiza la opinin de los candidatos sobre un examen oral con ordenador para averiguar los aspectos que consideran ms relevantes en la evaluacin oral a travs de las nuevas tecnologas y explorar las principales ventajas y desventajas de este tipo de pruebas comparadas con pruebas orales con evaluadores humanos. Se distribuy un pequeo cuestionario a 80 candidatos que realizaron el examen oral APTIS en la Universidad de Alcal en abril de 2016. Los resultados revelan que los candidatos consideran que las pruebas orales con ordenador son vlidas y adecuadas para la evaluacin de la competencia oral. Curiosamente, los datos demuestran que las caractersticas personales de los candidatos juegan un papel primordial en la eleccin del mtodo de evaluacin ms idneo.


  Palabras clave: evaluacin de lenguas a travs del ordenador, evaluacin de la destreza oral, evaluacin de segundas lenguas.

  


  Introduction


  The status of English as a global language and the new demands brought about by the Bologna Declaration (The European Higher Education Area, 1999) have led many students to take different standard English tests in order to evidence their mastery of the English language and their ability to communicate in English. Within this context, the assessment of oral skills and the development of oral language tests have received renewed interest. At the same time, over the past two decades, the use of information and communications technology (ICT) has become increasingly predominant, revolutionising the way languages are learnt, transforming educational settings, and creating new learning scenarios (Chapelle & Voss, 2016; Garca-Laborda, 2007; Harb, Abu Bakar, & Krish, 2014; A. C. K. Lee, 2003) and ways of learning (Garca-Laborda, Magal Royo, & Bakieva, 2016).


  Computer technology has been especially productive in the area of language testing. As Davidson and Coombe (2012) point out, in this new era of communications technology computerised testing cannot be ignored. In fact, communications technology can provide a promising approach to test administration and delivery (Garca-Laborda & Martn-Monje, 2013; Zechner & Xi, 2008; Zhou, 2015). This is particularly true with regard to the assessment of students oral production since speaking skills are commonly believed to be the most difficult and complex language abilities to test, mainly due to their specific nature (Luoma, 2004; Underhill, 1987) but also to other practicality issues such as the long time required for their evaluation, especially in high-stakes contexts (Garca-Laborda, 2007; Kenyon & Malone, 2010; Malabonga, Kenyon, & Carpenter, 2005; Roca-Varela & Palacios, 2013). Thus, although many language learners regard speaking as the most essential skill to be mastered (Nazara, 2011), its assessment has often been neglected in many L2 teaching and testing contexts (Amengual-Pizarro, 2009; Lewis, 2011).


  As demand for oral language tests continue to grow, the integration of computer technology in the context of L2 oral assessment is gradually gaining global recognition and attention among researchers (Bulut & Kan, 2012; Zechner & Xi, 2008; Zhan & Wan, 2016). According to Galaczi (2010), the growing use of computer-based oral assessment is largely influenced by the increased need for oral proficiency testing and the necessity to provide speaking tests that can be delivered quickly and efficiently whilst maintaining high-quality (p. 29). The potential advantages of computer-based assessment include: higher reliability due to standardisation of test prompts and delivery, increased practicality (i.e., cost and time effective tests), faster reporting of scores, and provision of immediate feedback, among others (Arajo, 2010; Garca-Laborda, 2007). However, numerous concerns have also been raised over the validity of such tests (Chapelle & Douglas, 2006; Jeong et al., 2011; Zhou, 2015). Thus, computer-mediated tests are thought to limit the range of task types elicited as well as to narrow down the test construct due to the lack of an interactional component (i.e., absence of interlocutor). Indeed, the more individual view of competence highlighted in computer-delivered tests of oral proficiency seems to contradict the social oriented view of communicative performance as a jointly constructed event involving interaction between individuals (Bachman & Palmer, 1996; Chalhoub-Deville, 2003; Kramsch, 1986; McNamara, 1997). As Douglas and Hegelheimer (2007) explain, computer-based tests cannot currently capture the complexity of natural language use. Furthermore, this focus on individual competence rather than on interactional competence (Kramsch, 1986; May, 2009) may have a negative influence or washback effect on current communicative language teaching practices (Amengual-Pizarro, 2009; Green, 2013; May, 2009).


  Nevertheless, some authors strongly advocate for the need to integrate computer technology in educational settings. Furthermore, Chapelle and Douglas (2006) claim that communicative language ability needs to be conceived in view of the joint role that language and technology play in the process of communication (p. 108). In this regard, numerous researchers point out that the advantages of using computer-based technology can outweigh some of its limitations (Garca-Laborda, 2007; Garca-Laborda, Magal Royo, Litzler, & Gimnez Lpez, 2014) as well as the positive attitude of many test takers (Litzler & Garca-Laborda, 2016). Under this perspective, computer language testing is presented as a feasible alternative to other traditional methods of testing oral skills such as face-to-face assessment since it clearly facilitates test administration and delivery by reducing testing time and costs (Arajo, 2010; Bulut & Kan, 2012; Garca-Laborda, 2007; Qian, 2009). Furthermore, various research studies provide evidence of score equivalence between the two types of delivery modes (computer-based tests vs. face-to-face tests) on the testing of oral skills (Shohamy, 1994; Zhou, 2015). Thus, numerous examination boards have started to develop computer-based oral assessment: The Computerised Oral Proficiency Instrument (COPI), the Pearson Test of English (PTE) (Pearson, 2009a), the Versant tests (Pearson, 2009b), the TOEFL iBT speaking test (Zechner, Higgins, & Williamson, 2009), the APTIS speaking test (OSullivan & Weir, 2011), and so on. Bernstein, Van Moere, and Cheng (2010) also support the validity of some fully automated spoken language tests by establishing a construct definition for these types of tests (see Lamy, 2004) and providing concurrent data relating automated test scores to communicative tests. These latter authors suggest that automated test scores can be used in a complementary way with other forms of assessment in decision making. In the same vein, Galaczi (2010) explains that computer-based tests can effectively be used to supplement other more traditional speaking language tests.


  Taking these findings as a basis, the main aim of this paper is to examine candidates views on a computer-based speaking test (the APTIS speaking test) in order to gain a better insight about the advantages and disadvantages computer-mediated tests may offer as compared to more traditional face-to-face speaking tests (i.e., oral interviews), and to explore the aspects test-takers consider most relevant in technologically enhanced oral language tests.


  The APTIS Test


  This paper examines test-takers opinions on the implementation of APTIS, a computer-based test of general English proficiency developed by the British Council (see OSullivan, 2012; OSullivan & Weir, 2011). APTIS intends to offer an alternative to high-stakes certificated tests designed for a population over age 15 and it comprises five main components: core (grammar and vocabulary), listening, reading, writing, and speaking. Although APTIS can be administered in more traditional ways such as pen-and-paper, it is usually taken via computer.


  In order to report APTIS test results, a numerical scale (0-50) is used following the Common European Framework of Reference for Languages (CEFR) to test language abilities across the A1-B2 range. Test results are usually reported within 48 hours.


  The APTIS speaking test takes around 12 minutes to complete and is divided into four sections (see Table 1). Responses are recorded and marked holistically on a six-point (Tasks 1 to 3) and a seven-point scale (Task 4) by a certified human examiner.
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  As can be seen, Part 1 of the examination involves three questions on various personal topics in order to relax students and get them used to talking on a computer. Candidates are given 30 seconds to answer each question (three questions). Part 2 requires test-takers to describe and compare different pictures (i.e., picture description). Questions in this section may range in difficulty. Candidates are allowed 45 seconds to answer each question. Part 3 consists of the comparison of two pictures (i.e., describe, compare, and speculate). Candidates are asked two questions. The last question usually involves imaginary situations or speculation. Again 45 seconds are allowed for each question in this section. Finally, Part 4 consists of three questions on a single topic (e.g., personal abstract ideas). Test-takers are given one minute to prepare their response and are allowed to make brief notes to structure their answers. They are expected to talk for two minutes.


  Research Questions


  As previously noted, the main purpose of this paper is to study test-takers views on the use of a computer delivery oral test (the APTIS speaking test), and to explore the main differences between computer-delivery vs. face-to-face mode on the assessment of speaking. More specifically, the following aspects were addressed:


  
    	Use of preparation material for the computer-based speaking test.


    	Assessment of oral skills via computer.


    	Usefulness of note-taking and exam simulation prior to the official computer-based test of speaking.


    	Degree of complexity of the computer programme.


    	Usefulness of self-evaluation sessions prior to the actual computer-based test.


    	Main differences between the computer-based test (i.e., APTIS speaking test) and the face-to-face test (i.e., interview with an examiner)

  


  Method


  Participants


  A total of 80 students at the Universdad de Alcal (Madrid, Spain) took part in this study. As regards gender distribution, the majority of participants were females (85%, n = 68), and 15% (n = 12) males. Most of the participants ranged in age from 18 to 22 years (65.2%); 17% were from 23 to 25 years of age, and 9.4% were over 25 years old. The remaining 8.4% of the participants did not provide an answer to this question.


  Data Collection Instrument


  A small-scale open questionnaire (see Appendix) was distributed to the participants by computer delivery mode in mid-April 2016 in order to capture their opinion on the APTIS speaking test, and to examine the main differences between computer-assisted vs. face-to-face speaking assessment. Participants were given two days to enter their answers on a computer and send them back to the researchers after having taken the official APTIS speaking test. All participants had been previously interviewed by the researchers in early February 2016 to determine their levels of spoken English. The tasks included in the personal interviews were similar to the ones featured in the APTIS speaking test, namely: some warm-up questions on a personal topic, a photograph description, a comparison of two photographs, and a discussion of concrete and more abstract topics.


  The questionnaire contained 17 questions related to the main following aspects: (a) use of material to prepare for the computer-based speaking test (Items 1 and 2); (b) assessment of oral skills via computer (Items 3 and 4); (c) usefulness of note-taking and exam simulation prior to the official computer-administered oral test (Items 5 to 10); (d) degree of complexity of the computer programme (Items 11 and 12); (e) usefulness of self-evaluation sessions prior the actual computer-based test (Items 13 to 15), and (f) main differences between the computer-based test and the face-to-face test (Items 16 and 17).


  Participants were asked to rate the first five main aspects (Items 1 to 15) on a 1-4 Likert scale ranging from 1 (totally disagree) to 4 (totally agree). Additional qualitative comments could also be provided by respondents in order to elaborate their answers on some questions and help researchers to get a better insight of the data provided. The remaining two questions of the questionnaire (Items 16 and 17) were explored by means of two open-ended questions. The questionnaire was administered in Spanish since this is the communication language of the participants. The reliability of the questionnaire had a Cronbachs alpha of 0.769, which indicates a relatively high level of internal consistency. Quantitative results were analysed using the Statistical Package for the Social Sciences (SPSS) 21.0 programme.


  Results


  Descriptive statistics are presented first followed by the qualitative analyses of the examinees comments to the two open-ended questions included in the questionnaire (Items 16 and 17).


  Quantitative Results


  Use of Material to Prepare for the Computer-Based Speaking Test


  The first section of the questionnaire (Items 1 and 2) attempted to examine tests-takers opinion on the exam-related materials for the APTIS speaking test provided by researchers. The mean scores and standard deviations were calculated for each item (Table 2).
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  As can be seen, the mean scores of the two items in Table 2 are above 2.5 on a 4-point scale which indicates that both aspects were regarded as relevant in order to obtain good test results. Thus, respondents admitted making a great use of the support material provided by researchers (Item 1; x̄ = 2.89) and considered this guidance material to be helpful (Item 2; x̄ = 2.61) since it assisted them in becoming familiar with the format of the test and its level of difficulty. Overall, the data suggest that all the candidates made use of test-related material to do their best on the test and succeed in the examination.


  Assessment of Oral Skills Via Computer


  Items 3 and 4 in the questionnaire intended to determine participants opinion on the validity and suitability of computer-based tests to assess speaking.


  The results presented in Table 3 indicate that participants believe computerised testing can adequately measure their oral skills and, therefore, it is considered to be both a valid (i.e., face validity) (Item 4: Computerised testing measures my spoken ability in English effectively; x̄ = 2.29), as well as a suitable method for the assessment of speaking ability in English (Item 3): The computer is an appropriate method for the APTIS speaking test, x̄ = 2.28). Indeed, results also show a reasonable significant correlation (r = 0.526) at p = 0.01 between these two variables. However, the higher standard deviation on Item 4 (SD = 1.031) indicates a major dispersion or variation of the data around the mean. That is, there seems to be a higher consensus among participants on the validity of the test (i.e., face validity, Item 4) rather than on the adequacy of using a computer-administered test to assess oral skills (Item 3). The optional qualitative comments provided by respondents point to possible reasons that could help us understand the main discrepancies regarding this issue. Thus, respondents who favoured computerised testing highlighted the potential advantage of having their performances recorded since this was thought to help examiners to listen to the test recordings as many times as necessary before they decided on their final score. Some other examinees also reported performing better before a computer since they felt less nervous than in more traditional face-to-face speaking test situations. On the contrary, many test-takers consider the absence of an interlocutor to interact with, and receive some feed-back from, as a negative aspect which may hinder their performance and affect their test scores in a detrimental way. In any event, the mean values of Items 4 and 3 are above two points on a 4-point scale which indicate participants overall positive views on both aspects.
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  Usefulness of Note-Taking and Exam Simulation Prior to the Official Computer-Based Test of Speaking


  As far as the usefulness of note-taking and exam simulation prior to the official APTIS speaking test is concerned, the data (Table 4) reveal that both aspects, along with the training sessions provided by researchers, were highly regarded by participants.
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  Results in Table 5 have been arranged in descending order of importance so as to facilitate comprehension.
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  Among the most useful tasks, examinees ranked the following in order of importance: Taking notes prior to the recorded simulation (Item 6; x̄ = 3.34), taking a mock test before sitting for the actual test itself (Item 5; x̄ = 3.23), and having a training session prior to the official examination in order to familiarise them with the testing procedure and help them obtain better test results (Item 10; x̄ = 2.95).


  As shown in Table 4, taking notes during the official test (Item 7; x̄ = 2.90) was felt to favour exam results to a lesser extent than taking notes during the mock test (Item 6; x̄ = 3.34). The qualitative comments provided by participants in this regard point to the tight time frame set for taking notes during the official computer-based test. This is an important aspect to bear in mind since research suggests that test-takers may experience a negative affect due to inadequate or insufficient planning time (Malabonga et al., 2005).


  Clearly, the pressure associated with each testing situation (mock test vs. official test) may play a key role in interpreting examinees answers to that question. Interestingly, scores for the APTIS speaking test were found to be higher than the scores for the mock test, although no statistically significant differences were found between both examinations. On the whole, test-takers agreed that note-taking was useful to help them structure their ideas, recall some useful expressions, and avoid improvisations.


  As can be observed, the lowest two ranking items are related to the use of participants test notes both during the mock exam (Item 8; x̄ = 2.26) and the actual APTIS test (Item 9; x̄ = 2.11). Thus, participants admitted not speaking fluently and reading from their notes mainly during the practice test. This might be due to personal factors such as nervousness or a lack of previous experience in computerised assessment before the official test took place. However, it is believed that some attention should be paid to this aspect in order to prevent test-takers from writing out their complete answers and memorising words and expressions that might affect natural target language use.


  Degree of Complexity of the Computer Programme


  In order to examine the degree of complexity of the test computer programme, examinees were asked to rank two items (Items 11 and 12). The findings are presented in Table 5.


  As can be observed, participants clearly favour the logistical advantages provided by the computerised format of the test. In fact, these are the two highest ranking items of the questionnaire. Furthermore, none of the answers provided by respondents registered an extreme negative value (minimum value = 1). Test-takers considered that the application presented no operational difficulties and felt the software was very intuitive (Item 12; x̄ = 3.53) and reasonable to handle (Item 11; x̄ = 3.49). The technological simplicity of the APTIS test may seem to be an advantage for most test-takers (see Kenyon & Malabonga, 2001) who appeared to feel comfortable with the management of the new software. This is an important aspect to be taken into account since various research findings suggest that computer familiarity and other features of the computerised context (e.g., computer anxiety) may affect candidates performance (Chapelle, 2001; Clariana & Wallace, 2002; Colwell, 2013; J. A. Lee, 1986; Norris, 2001; Taylor, Kirsch, Jamieson, & Eignor, 1999). As Litzler and Garca-Laborda (2016) point out: students need to understand how the software works in addition to knowing the content of the exam, which can be difficult without previous training (p. 107). Otherwise, the technological mediation of the testing process can prevent test-takers from demonstrating their real proficiency level in spoken English.


  Usefulness of Self-Evaluation Sessions Prior to the Actual Computer-Based Test


  Participants were also required to assess the suitability of the self-assessment sessions carried out by researchers to help them determine their actual level of spoken English. These sessions also aimed at encouraging self-reflection and promoting the effective implementation of different test strategies to ensure the achievement of the best results on the computer-based test. As shown in Table 6, the data reveal that test-takers seem to hold very positive views on the self-evaluation sessions conducted by researchers, especially as far as the acquisition of learning strategies (Item 15; x̄ = 3.19) is concerned. This stresses the importance of developing metacognitive strategies to raise examinees awareness of their strengths and weaknesses so as to be able to improve their test behaviour and do their best on the test.
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  Qualitative Results


  Differences Between the Computer-Based Test (APTIS Test) and the Face-to-Face Test


  A comparison of the test-takers comments was made to address research question number 6 (Items 16 and 17). Question 16 queried students about the main differences between the APTIS speaking test and the face-to-face speaking test. Responses to this open-ended question reveal advantages and disadvantages of both types of delivery modes.


  Here is a sampling of the more negative aspects related to the APTIS speaking test:


  
    I prefer to talk to a human person rather to a computer since a person can inspire confidence. Computers are cold and they do not give you any feedback (they do not look or smile at you...). Computers cannot help you either. If you do not know what to say, they are not going to try to help you. (S7)
  


  
    The main difference between the two delivery modes is that there seems to be a stricter control of time in the implementation of the computer-based test which turns out to be very stressing. (S37)
  


  
    In computer-based testing there is no interaction. I prefer human-delivered speaking tests because examiners can offer you some help in case you get stuck or can give you some clues on how to interpret certain words or images on certain occasions. (S50)
  


  However, other test-takers favoured the computerised format of the test over the face-to-face speaking test:


  
    The computer-based test is more dynamic. You can organise yourself better and I think it is much more efficient. (S2)
  


  
    Computer-based testing is much more comfortable and less stressful than face-to-face speaking tests. I am an introvert person and talking to a computer makes me feel less embarrassed because nobody can laugh at me. (S28)
  


  
    In human-delivered speaking tests there is more tension, you can see the examiner looking at you all the time as well as his/her expressions, which can be very distracting and stressful. (S48)
  


  To sum up, the main advantages of face-to-face assessment appear to be related to interaction, authenticity (i.e., real communication), and provision of helpful feedback which seems to be lacking in computerised testing. This is in line with research findings that suggest that this latter kind of delivery mode may be found de-humanizing by examinees (Kenyon & Malabonga, 2001). In computer-based assessment, the strict control of time also seems to be of concern to some test-takers. In fact, numerous participants found the timer on the screen very stressful. On the contrary, some other examinees believed computer-delivered tests were very convenient, dynamic, and effective. The absence of a human examiner looking at candidates and taking notes was also considered a positive aspect by these latter participants.


  Finally, the last item of the questionnaire (Item 17) asked test-takers to express their opinions on the form of assessment (computer-assisted testing vs. face-to-face assessment) they believed was more efficient to evaluate their oral skills. Similar to previous research findings (Qian, 2009; Shohamy, 1994), face-to-face speaking tests drew the most positive results on this aspect. Thus, 75% of test-takers favoured face-to-face speaking tests over technology-mediated speaking tests since, as previously anticipated, oral communication is mainly regarded as a human phenomenon (Kenyon & Malabonga, 2001). The main reasons provided by candidates in this respect were mostly related to the interactional nature of conversation (i.e., use of real or authentic language, importance of gestures and body language, and provision of feedback), which could not be appropriately captured in technology-mediated assessment (Douglas & Hegelheimer, 2007; Kenyon & Malabonga, 2001). These findings point to the importance attached by candidates to interpersonal cues and to the negotiation of meaning between interlocutors to interact and reach communicative goals (Ockey, 2009; Qian, 2009).


  A minority of test-takers also commented that they felt disadvantaged by talking into a computer since computer-based tests could present some logistical or technical problems such as sound or audio problems. Other examinees seemed to believe that the traditional testing format is just more reliable and efficient (see Colwell, 2013). Some of the test-takers comments regarding this issue are the following:


  
    I think face-to-face speaking tests can better assess spoken competence because examiners can see the way you talk or the body language you use which is a key element in real communication, and cannot be captured by a computer. (S17)
  


  
    I think the presence of an examiner is very helpful because they can see your gestures, the way you talk and they can help you by asking some questions in case you do not know what to say. A computer, however, cuts you off abruptly after 45 seconds and you are not given the opportunity to show your true oral skills. (S27)
  


  
    I think face-to-face speaking tests are more effective because there are always some problems with the microphones and the recordings sometimes cannot be heard appropriately. (S6)
  


  Interestingly, the main reason put forward by those candidates who favoured computer-administered tests (16.3% of the respondents) was clearly related to personal characteristics of test-takers such as introversion or embarrassment. Thus, many test-takers described themselves as shy or introverted and pointed out they felt more relaxed before a computer without the presence of an examiner. This finding is consistent with previous research which suggests that candidates personal characteristics such as level of extroversion or introversion can affect their test scores in oral assessments (Kang, 2008; Nakatsuhara, 2010; OSullivan, 2000; Ockey, 2009; Underhill, 1987). Other test-takers were also positive about the use of computerised tests since this type of assessment was thought to increase rater reliability. In fact, some respondents pointed out that the use of computers could help prevent raters from being influenced by candidates personal characteristics, as was often believed to be the case in human-scored tests (see also Lumley & McNamara, 1995; Stemler, 2004). Some illustrative comments related to the potential benefits of computer-based testing are as follow:


  
    I think computer-based speaking tests are more effective because I reckon I am a very shy person and I express myself worse before an examiner rather than in front of a computer. Therefore, I get worse results in face-to-face assessment. (S31)
  


  
    I feel more comfortable doing computer-based tests because I do not have the feeling of being constantly observed by an examiner. (S34)
  


  
    I think computerised testing is more reliable. Examiners cannot see our faces and they can therefore be more objective. (S79)
  


  According to various research findings, the introduction of new technology may be seen to add further difficulties to the test causing unnecessary stress and uncertainty to candidates (Bartram, 2006; Litzler & Garca-Laborda, 2016; Saad & Kira, 2007). Interestingly, some test-takers commented that apprehension toward computer-based testing was greatly reduced after having taken the APTIS speaking test on the computer (see Bernstein et al., 2010; Zhou, 2015). The following comment is an illustrative example:


  
    I used to prefer face to-face tests but, surprisingly, after sitting for the APTIS test I think I feel now quite comfortable taking computer-based tests. (S78)
  


  Finally, a small number of participants (8.8%) stressed the advantages of both delivery modes, highlighting the potential applicability of computer-administered assessment in different testing contexts:


  
    I think both types of assessment are effective. I believe there are factors other than the type of test delivery mode that may have a greater influence on scores, such as the selection of questions used to demonstrate your speaking abilities. (S29)
  


  
    In my view, it depends on the context. If the purpose of the test is to assess the real spoken competence of the student in a physical context (i.e., conversation in the street, at the office, etc.) then, I think it is better the face-to-face test. But if you want to assess oral skills on an audio-visual context (i.e., Skype, etc.) then, I believe it is better to use technology-based tests. (S17)
  


  Indeed, this latter comment (S17) points to the importance of construct definition for computer-administered oral proficiency tests. As some authors suggest, test validity is an aspect necessarily linked to the use of scores. Likewise, Bernstein et al. (2010) explain: Validity can only be established with reference to test score use and decisions made on the basis of test scores, and not merely on the basis of consistently measuring test-takers according to a defined construct (p. 372).


  In short, the major advantage of face-to-face tests seems to be related to the possibility of human interaction which enhances authenticity and reflects the communicative nature of language use. Participants also appreciate the possibility of having some feedback from the examiners which might encourage some candidates to feel at ease and to get to talk in case they do not know what to say. These are the main reasons why the majority of test-takers believe face-to-face speaking tests allow a more effective evaluation of their actual oral competence in English. However, the presence of an interlocutor can also negatively affect tests-takers behaviour and add further pressure, especially to more introverted candidates. Furthermore, for those latter participants, computerised testing is felt to produce more reliable results since examiners cannot be influenced by candidates personal characteristics.


  Conclusion


  The findings of this study reveal that, despite the difficulty of capturing human oral language interaction (Douglas & Hegelheimer, 2007; Kenyon & Malabonga, 2001), computer-administered tests are thought to provide a valid measure of oral competence in English (i.e., face validity) and to be an appropriate method for the assessment of oral skills. More specifically, the results show that on the whole participants hold positive views on the APTIS speaking test and consider the test application to be very convenient, intuitive, and user-friendly. The data also reveal that candidates have very favourable opinions of the support material used by researchers to familiarise them with the test format, content, and level of difficulty of the examination. Furthermore, they believe that the training sessions for self-reflection and development of learning strategies proved to be very useful to obtain good results on the test. These are important aspects to bear in mind in order to reduce the potential negative influence related to the technological mediation of the testing process (Bartram, 2006; Chapelle, 2001; Norris, 2001; Saade & Kira, 2007). Admittedly, test-takers clearly favour face-to-face tests over computer-administered tests for the assessment of oral ability due to the intrinsically social and interactional nature of speaking skills (McNamara, 1997), which do not appear to be effectively elicited in computerised formats (Arajo, 2010; Kenyon & Malabonga, 2001). Interestingly, the findings suggest that personal characteristics of test-takers such as introversion may play a key role in deciding upon the most suitable delivery mode for the assessment of oral language skills since introverted candidates reported feeling less anxious and much more comfortable without the presence of an interlocutor. The majority of these latter participants also believe computerised-test scores tend to be more reliable due to the fact that examiners cannot be influenced by test-takers personal characteristics.


  On the whole, these are encouraging results since they seem to confirm that technology-based tests can be used as an efficient complement to face-to-face assessment in order to evaluate speech production. As Galaczi (2010) reminds us, a key concept in language testing is fitness for purpose: Tests are not just valid, they are valid for a specific purpose, and as such, different test formats have different applicability for different contexts, age groups, proficiency levels, and score-user requirements (p. 26). In the same vein, numerous researchers highlight the importance of establishing construct validity with reference to the inferences and decisions made on the basis of test scores (Bernstein et al., 2010; Galaczi, 2010; Xi, 2010). As Bernstein et al. (2010) point out, computer test scores provide one piece of evidence about a candidates performance but should not be necessarily used as the only basis of decision-making. Therefore, it is believed that both types of methods should be seen as complementary rather than as competing alternatives. Indeed, computer-based tests may offer a promising methodology to assist face-to-face speaking tests, contributing to decision-making in multiple educational and occupational contexts.
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  Appendix: APTIS Questionnaire


  Please say to what extent you agree with the following statements by circling a number from 1 (completely disagree) to 4 (completely agree). Please do not leave out any of the items.
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  Now, please answer the two following questions as honestly as possible:


  16. What are the main differences between the computer-administered test and the face-to-face test (i.e., interview with an examiner)?


  17. What type of assessment (computer-based test vs. face-to-face test) do you think is better to evaluate your real ability in spoken English?


  Thanks for your collaboration!!
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  The requirement of holding a diploma which certifies proficiency level in a foreign language is constantly increasing in academic and working environments. Computer-based testing has become a prevailing tendency for these and other educational purposes. Each year large numbers of students take online language tests everywhere in the world. In fact, there is a tendency to use these tests more and more. However, many students might not feel comfortable when taking this type of exams. This paper describes a study regarding the fairly new APTIS Test (British Council). Thirty-one students took the test and responded to a structured online questionnaire on their feelings while taking it. Results indicate that the test brings a considerable amount of anxiety along with it.
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  El requisito de tener un diploma que certifique el nivel de competencia en una lengua extranjera est aumentando en entornos acadmicos y laborables. La evaluacin por ordenadores se ha convertido en una tendencia que facilita la recoleccin y procesamiento de las respuestas. Cada ao, un considerable grupo de estudiantes toma los exmenes online para evaluarse en un idioma. Sin embargo, muchos de ellos pueden no sentirse cmodos con este formato de evaluacin. Este artculo describe un estudio con el relativamente nuevo APTIS Test del Consejo Britnico. 31 estudiantes realizaron la prueba y respondieron un cuestionario online con preguntas abiertas sobre los sentimientos que tuvieron mientras se examinaban. Los resultados indican que la versin online provoca un considerable nivel de ansiedad.
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  Introduction


  Online computer testing has become very common in recent times (Chapelle & Voss, 2016; Garca-Laborda, 2007; Nash, 2015; Sapriati & Zuhairi, 2010; Shuey, 2002). Educational boards and administrations see in online testing a flexible (Boyles, 2011), fast, and efficient tool for educational measurement (Chang & Lu, 2010; Chapelle & Voss, 2016). Likewise, language tests have become a trending tendency in education due to the need to certify the candidates knowledge of a foreign language for jobs, immigration, and other purposes. Although these factors have led to the appearance of several exam formats and suites from the beginning of the 21st century, the use of online tests to evaluate the four language skills according to the Common European Framework of Reference for Languages (CEFR) or the American Council of the Teaching of Foreign Languages (ACTFL), is still in a relatively recent development. Over the past few years, many online tests have been developed for such purposes such as the IB TOEFL, BULATS, the Cambridge Suite (with their for school versions), GRE, and more (Chapelle & Voss, 2016; Garca-Laborda, 2007, 2009a; Roever, 2001; Stoynoff & Chapelle, 2005). Besides, there is a growing concern about the influence of computer-based tests (CBT) on students test performance (Dohl, 2012). Researchers need to know whether this not so innovative type of assessment reduces the common challenges candidates face when taking a language exam. Although there are many studies devoted to describing what test designers have to do to implement good computer tests (Fulcher, 2003; Garca-Laborda, 2007), limited attention has been devoted/channelled to discovering candidates test experiences and their opinions about how their speaking and written performance are affected in computer tests. CBT can deal with the large amounts of test-takers answers to present reliable results in a brief time. According to Bartram and Hambleton (2005) and Smith and Caputi (2007), the advantages of using CBT have influenced their popularity. For example, exams elaboration costs and test reporting times are reduced while test security is increased (Garca-Laborda, 2007). In addition, CBT store responses for automatic and precise analysis and measurement (Garca-Laborda, 2007). As a result, CBT are innovating the testing and language learning field.


  Despite their being digital natives, many students, however, do not feel at ease when taking online tests. The kind of tasks candidates face during the exam might be one of the reasons to feel uncomfortable during online tests (Fritts & Marszalek, 2010). Language tests usually include reading, writing, listening, speaking, and grammar tasks. Nakatani (2006) highlights four constraints related to the speaking skill that are summarized in the following list:


  
    	Speaking is a negotiated activity. It requires two or more interlocutors.


    	Speaking is dynamic. Real life conversations are not structured and do not follow a pre-fixed order or pattern.


    	Speaking usually requires the election of the interlocutor even when it is forced by outside impositions (such as undesired working interviews).


    	Most conversations require common cultural and situational grounds and most times previous mutual knowledge.

  


  Unfortunately, these conditions are hardly ever met in a face-to-face speaking task and they are totally absent in a computer test. Thus, strong feelings are likely to appear in students who take a computer-based oral exam. This lack of real communication which is forced by the testing situation usually leads to rejection and inconvenience.


  The primary focus of this research was to determine the causes of students poor results in APTIS speaking tests by analysing participants thoughts about the test and their opinions about its influence on their oral performance. Even though it was believed students had experienced test anxiety, a self-created survey was used to establish anxiety levels. It consisted of an online forum with seven open-ended questions to allow test-takers to express their feelings in this regard. The results of this investigation provided more insight into the CBT experience and the need of test training and metalinguistic strategies development.


  Literature Review


  The main goal of English language tests is to assess whether test-takers are able to apply different skills to show communicative competence, which involves more than only the knowledge of grammar structures and lexical words, but also the use of strategies to face the unforeseen events of communication (Tuan & Mai, 2015). It has been reported that the speaking skill is the most challenging section of the language exams (Sayin, 2015). Previous research has demonstrated that it produces test anxiety (Çagatay, 2015; Gerwing, Rash, Allen Gerwing, Bramble, & Landine, 2015; Tth, 2012; Tuan & Mai, 2015). As reported by Sayin (2015), test anxiety occurs when cognitive and emotional processes interfere with competent performance in academic and assessment situations (p. 113). Therefore, in order to guide English as a foreign language (EFL) learners to develop their oral skills and face a testing context, it is essential to identify the main challenges examinees usually deal with when taking oral exams (Çagatay, 2015; Tuan & Mai, 2015) and the effects on test-takers performances.


  First of all, anxiety is not a new issue in the language learning field. Horwitz, Horwitz, and Cope (1986) recognized that EFL learners experience foreign language anxiety (FLA) as part of the complexity and uniqueness of the learning process. They explained that FLA is a type of specific anxiety reaction because some students only experience it in the learning and testing environment. Furthermore, anxiety is not always negative. Actually, there are two different types of anxiety that lead learners to perform well or not; the beneficial or facilitative anxiety that positively alerts and contributes to learners motivation, and the inhibiting or debilitative anxiety that frustrates students opportunities to show off their abilities (Drnyei as cited in Çagatay, 2015; Sayin, 2015). It is in the later scenario where FLA indeed represents a problem because it makes EFL learners feel anxiety components such as fear of a negative evaluation, comprehension apprehension or shyness to interact, and test anxiety (Horwitz et al., 1986). The same feelings are part of oral English test anxiety (Han as cited in Shi, 2012).


  The aforementioned FLA components are related to Tuan and Mais (2015) list of challenging aspects of the speaking skill during classes and examinations. These aspects can be classified into two categories. On the one hand, there are external factors or performance conditions that might provoke anxiety. These conditions are time pressure, planning time, standard of performance, and amount of support (Tuan & Mai, 2015). Anxiety levels vary depending on the task requirement and the available time students have to prepare their answers (OSullivan, 2008), as well as the assistance, feedback, and interactions they receive during the exercise (Tuan & Mai, 2015).


  On the other hand, text anxiety can also arise due to three internal factors present in test-takers: the listening ability, speaking-related problems, and affective factors (Tuan & Mai, 2015; Ur, 1996). The listening ability plays an important role in communicative tasks as participants need to understand the spoken message in order to react to it (OSullivan, 2008). Thus, being able to interact in speaking tasks depends on the speakers skills to perceive, hear, and decode inputs from conversations (Ur, 1996). Another challenging factor concerns speaking-related problems. Ur (1996) mentions that inhibition to talk, lack of ideas, and practice usually cause students not to speak during classes and exams. Finally, there are affective factors like motivation, self-concept, and anxiety itself that lead students to have a helpless attitude towards the speaking skill.


  Bearing in mind these challenges facilitates understanding of what EFL learners undergo while facing speaking tasks during exams. OSullivan (2008) highlights the different considerations test-developers think of when designing reliable tests. For instance, they try to address the common characteristics of test-takers to create fair examinations. Although anxiety does not appear among the psychological features, motivation, affective schemata, and emotional state do. Another element considered by test designers is the cognitive process and cognitive resources examinees are supposed to follow and use to succeed provided that anxiety does not cause cognitive interference during the development of their responses (Sarason, 1984). These aspects facilitate the elaboration of reliable tests.


  CBTs aim to improve the testing experience so candidates can perform better. In speaking tests with this format, examinees interact with the test software by wearing headsets and speaking into a microphone (Shi, 2012). The role of the computer is to present instructions and tasks, control the preparation and response time, and store candidates responses (Shi, 2012). In spite of these facilities, several publications have appeared in recent years documenting that CBTs are also creating test anxiety and computer anxiety among test-takers (Grubb, 2013; Sayin, 2015; Shi, 2012).


  Shi (2012) found that there are some subjective and objective factors that cause test anxiety in computer-based oral English tests. The questionnaires results showed that the subjective causes were discomfort when talking to a computer, lack of time management skills, and previous negative testing experiences. On the other hand, more objective causes were the noise in the multimedia lab, the lack of interaction, and the difficulty and complexity of the topics (Shi, 2012).


  In a different study Grubb (2013) sought to determine if there was a variation in anxiety levels between CBT and traditional paper and pencil assessments. Although students were solving math problems, this case addressed the effect of CBT on anxiety levels. Test performance considerably varied between both groups; revealing that CBT did not lessen the anxiety levels in students. Actually, students who were assessed with a computer performed worse. Grubb concludes that students might need to get familiarized with the new test modality in order to see significant differences.


  Finally, Sayin (2015) conducted a study to learn about students attitudes towards CBT after a five-week test training period. Moreover, he wanted to determine the reasons of test anxiety in the exam participants took during the study. The results demonstrated that timing was the main cause of test anxiety.


  Working with CBT is becoming a dominant element in the language testing field of the 21st Century. Several research projects are being carried out to establish parameters for reliable interfaces that enable learners to interact appropriately during the testing experience (Chen, 2014; Dina & Ciornei, 2013; Garca-Laborda, 2009a; Garca-Laborda, Magal-Royo, de Siqueira Rocha, & Fernndez lvarez, 2010). That is why this study aims to contribute to the development of the state of the art in relation to the influence of computer-based oral English tests on test-takers speaking performance.


  Method


  This qualitative study followed an exploratory-interpretive paradigm to understand participants perceptions of the APTIS speaking test and to explore their awareness of what caused their poor performance in that examination. Furthermore, this pilot study sought to identify students readiness to present suggestions of improvement.


  Participants


  Thirty-one students, 23 females and 8 males, with an age range of 17-21 years old of the teaching career in Universidad de Alcal (Guadalajara, Spain) in 2014-2015 took the APTIS test. They were the first group of students taking the test in Guadalajara, Spain. Hence, they were not familiarized with its format nor had they received any test-training. However, the group managed to get good results in the reading, writing, and listening sections. It was the speaking section that represented a problem. During the analysis of data, the word Candidate plus the number of response appearing was used to protect participants identity.


  Instrument of Data Collection


  An online forum in the Blackboard platform was designed as a self-developed instrument to collect information related to participants feelings and thoughts towards the computer-based oral test they took. The seven open-ended questions were based on three main themes: familiarity with, ergonomics of, and feelings towards the APTIS speaking test. The questions were designed in English and then translated into participants mother tongue, Spanish. The questions are included in the Appendix section, and are presented in English for publication purposes. This online forum aimed to provide data to establish any correlation between the different factors that made participants feel uncomfortable during the exam with the results of previous studies.


  Ethical Considerations


  Students were told to participate in the academic forum as part of the course. Although students names remain confidential, the questions were visible in the forum of the Blackboard of the university and participants were allowed to see each others entries as they belonged to the same course.


  Data Collection and Analysis Procedures


  After having received the test results, the 31 participants were required to submit their answers to find out the causes that prevented them from performing well in the speaking section. Thirty-one entries to the academic forum were collected and printed for analysis. As usually happens in forums discussions, almost all participants decided to provide their opinion without including the questions or following their order, though all the answers are related to the themes of the open-ended questions. Only one entry was discarded as its author had not taken the APTIS speaking exam.


  On the basis of the literature review, data were organized and coded by identifying the different anxiety factors based on students descriptions of their opinions about and experiences with the APTIS speaking test. For the purpose of this study some general descriptions were assigned particular labels to facilitate the coding and further analysis. For instance, explanations of problems with the test software, program distracting sounds, internet connections, screens turning black, headphones, and microphone were given the code technical issues. Furthermore, participants comments on how difficult it was to understand and use the program itself were named as interface experience. Similar responses were classified in the same category or anxiety factor in order to establish the number of participants who reported the same test anxiety cause. Those factors were grouped by themes for further analysis. The information was then tabulated using different spread sheets and formulas of Microsoft Excel for the development of the Figures related to each research question.


  The Research Questions


  Five questions were considered during the process:


  
    	What were participants opinions towards the APTIS test?


    	What were the causes of students poor performance in the APTIS speaking test?


    	Are those causes similar to the ones reported in previous studies?


    	Did any participant establish a relationship between their main sources of anxiety and their poor test performances?


    	Did any participant make suggestions to improve the APTIS speaking test?

  


  Results


  The results are organized according to the research questions and the main themes identified during the analysis. Figures were generated after arranging and tabulating data.


  Figure 1 shows participants opinions about the APTIS test. Although they gave comments on the whole test, only the opinions related to the speaking section were included in the figure.
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  As can be seen in Figure 1, only 17% of the test-takers did not give any comments on the exam while the other 83% of the candidates used several adjectives to describe the test. For example, some students argued the exam was inaccessible (3%), long and tiring (3%). Another 6% of the participants pointed out that, in general, talking to a computer was an unusual and impersonal experience. Furthermore, 11% of the students claimed the speaking section was a chaotic and terrible situation because they faced some problems that made them get negative results. Actually, 28% of the participants clearly labelled the APTIS test as a stressing exam, which is related to previous studies conclusions. The causes that provoke these opinions are depicted in Figure 2.
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  Figure 2 illustrates the anxiety factors mentioned by the participants during the academic online forum. Time constraints and background noise caused by simultaneous talk were the most common causes of distress and anxiety (19% and 18%, respectively) while outside pressure like depending on the test results to study a university career was the least common cause of anxiety (2%). However, in order to interpret the results in the framework of the literature review, four factors will be considered: the subjective and objective factors (Shi, 2012) and the external and internal factors (Tuan & Mai, 2015) of test anxiety in computer-based oral exams.


  Regarding the subjective reasons of test anxiety identified by Shi (2012), it was also found that external factors contributed to the increase of anxiety. For example, talking to a computer and unfamiliarity with the test format are external factors that received 10% and 9%, respectively. A few participants claimed that they became stressed and uncomfortable when they realised they would have to talk to a machine. In addition, responses revealed students got nervous because they were not familiarized with the format and procedure of the CBT. This reveals that the digital competence is an important issue that needs to be highlighted (Shi, 2012) since it seems that it has not been totally achieved by test-takers.


  Similar results were obtained with time constraint because it was the main isolated cause of anxiety, with 19%, as in Shis (2012) and Sayins (2015) studies. Participants described the available time to observe pictures, reflect, organize, and deliver ideas as insufficient. Moreover, students reported that the visual timer increased their nervousness. Some complained the countdown timer made them feel really nervous and anxious and they even became obsessive about looking at it with distress. As a result, these data reveal that test-takers need to work on metacognitive and time management skills to organize and prepare responses. These skills can help students deal with time pressure and the planning time, which are conditions that affect the speaking performance (Tuan & Mai, 2015). Although there was no answer related to previous negative experiences, some participants (2%) reported worries about how the results could affect their future professional development. For instance, they claimed they needed to pass or score well on the aptis test in order to pursue a career (Candidate 3) or to be admitted in the English mention of their careers (Candidate 5).


  Regarding the objective reasons to experience test anxiety, students described external and internal factors that influenced their performance negatively (Tuan & Mai, 2015). Once again, the study reflects what Shi (2012) has mentioned about the number of reports related to noise in the multimedia lab. Participants identified the logistics problem of taking a test in a room where 15 people were doing speaking exercises at the same time (Candidate 3). In their opinion, it was really difficult to concentrate because they could hear each other conversations (Candidates 1, 3, 4, 8, 10, 11, 12, 14, 16, 18, 20, 22, 23, 24, 27, 30). As a result, 19% of the participants claimed those simultaneous talks caused anxiety in them since they found it hard to express themselves clearly in an exam that some identified as chaotic. According to the descriptions provided, this external factor could have diminished test-takers listening abilities to understand what they were required to do in the speaking section, which might have directly affected their speaking skills.


  Additionally, 11% of the test-takers assured that the lack of interaction, feedback, and support made it difficult to perform well during the task. Students expressed they were not confident to talk to a computer because they needed to rely on human gestures, non-verbal communication, and body language. Eight per cent of the examinees also argued that the topics difficulty did not allow them to develop their ideas and show off [their] knowledge and skills (Candidate 23). In their views, topics were so unknown, complex, and unusual that they would not even be able to discuss them in their mother tongue, Spanish. This result is similar to Shis (2012) findings about topic complexity. Young (as cited in Shi, 2012) discovered that learners anxiety levels increased in relation to the ambiguity and difficulty of the test exercises and formats.


  Participants also addressed other causes that had not been mentioned in previous studies such as technical issues and interface navigability. Eight per cent of the participants reported concrete cases where they experienced test anxiety due to inconsistencies with internet connection, software, or hardware. For example, some participants had to move to another computer if they had lost Internet connection or if the speaking test program did not worked properly on theirs (Candidate 3). They also complained about the efficiency of their headphones, but it is necessary to establish if this is related to the simultaneous talk in the room. In addition, only 6% of the examinees said the interface of the program was a leading-factor of anxiety since they had to take some time to really understand how to use it (Candidate 27) or they tended to get distracted by a sound that indicated the start and end of each activity.


  These descriptions of candidates perceptions of the test experience were used to answer the third question that aimed to explore how many participants were able to relate those factors to test anxiety. Figure 3 shows that 50% of the participants recognized they were anxious during the test while 23% did not mention anything about the causes of their low performance. Surprisingly, 27% claimed not to have experienced anxiety at all, but these data are not consistent with their descriptions. The different adjectives they used to describe their feelings towards the test, and the test itself, can be observed in Figure 1.
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  The results of the fourth question show the number of participants who were able to relate their test anxiety to their poor test performance. Seventy-seven per cent of the students focused more on describing their experience than referring to their test performance as the issue had not been explicitly included in the questions of the forum. Nevertheless, the students who did make connections between these two variables highlighted that their sources of anxiety, such as simultaneous talk, talking to a computer, unfamiliarity with the test, and interface navigability, caused their poor results.


  For example, they concluded that the simultaneous talk affected their oral skills and did not allow them to demonstrate what [they] really know (Candidate 23). Others claimed that talking to the computer could negatively influence on the results (Candidate 6). It was also addressed that if they had known the speaking test procedure, they would have got a better result. Furthermore, students argued that the presentation of the different exercises was distracting and not well-structured (Candidate 25). These ideas made them think the test was not reliable.


  The last research question was concerned with participants initiative to propose suggestions to improve the APTIS test. Despite not having being explicitly asked, participants could have taken advantage of the forum to share their opinions in this regard; especially in the first, fourth, fifth, and sixth questions. Nonetheless, only 27% of the examinees mentioned suggestions so that future test-takers could perform better in a calmer and more real-life environment. In their opinions, the test program should allow more time to reflect and organize ideas before requiring participants to give an answer, and a pause button or a recording interface could be implemented. In addition, some candidates think, in the future, the simultaneous talk factor could be avoided by not including 15 people in the same room, but taking the test in pairs (Candidate 22) or by speaking to another candidate through webcams (Candidate 14).


  Conclusions


  The present study focused on exploring the causes of test-takers low oral performance in the speaking section of the APTIS test. It also analysed candidates opinions about the speaking exam and their thoughts of whether it caused them anxiety or not. From the research that has been carried out it is possible to conclude these participants experienced test anxiety during the examination of their oral skills. The results give insights for the development of more concrete questions to be used as part of a larger formal test anxiety inventory (currently in development). A secondary issue could be the relevance for teacher and teacher training where the knowledge of testing applications is extremely relevant for the washback effect (Garca-Laborda & Magal-Royo, 2009), especially through alternative computer applications (Garca-Laborda, 2009b). In addition, further investigations could be conducted to determine concrete test anxiety levels in test-takers of computer-based oral English tests and the extent to which that test anxiety influences test performance. Paying attention to the main causes of test anxiety reported in the studies will improve the basis of computer-based performance.


  The study presents useful information for teacher-trainers and people in charge of providing the CBT service as there are aspects to consider for improving both students exam preparation lessons and the testing experience. In light of the results, teachers need to create opportunities to allow students to get familiarized with the test format and the test requirements. Future test-takers will need this to get used to the APTIS test, and any other CBT, and to be prepared to face a wide range of topics. It is also of great importance that test-training courses offer practice in order to develop time management skills and metalinguistic skills so that examinees can organize ideas and evaluate the appropriateness of using them as responses in the given time.


  Regarding the improvement of the testing experience, it has been a major find that there are technical and logistic issues that might need consideration for further research. For example, it is essential to guarantee test-takers that the centre or computer lab will have high-quality internet connection and software and hardware facilities. Furthermore, researchers need to bear in mind to what extent noise in the multimedia lab, without room for repetition, clarification, and rephrasing, resembles real-life communication. Finally, it is essential to identify whether these conditions provoke cognitive interference or the diminishment of effective cognitive and communicative process.


  By and large, the findings of this pilot study would enable the researchers to design further investigations on how to improve computer-based oral English tests so that test-takers can be capable of managing anxiety and demonstrating their communicative skills in a more valid and reliable testing environment.

  


  1A previous abstract version of this paper was presented at the WCES and Linelt conferences in 2016 and 2017 by the same author.
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  Appendix: Academic Forum Questions


  
    	What is your general opinion about the exam?


    	In your opinion, does it reflect your knowledge of the English language accurately?


    	If you already have a level test, do test results correspond?


    	Does talking to a computer give you anxiety? Do you prefer to talk to a person? Is a minute enough time to prepare the answer for the longer topic?


    	Did you find it easy to use the test software? Was it user-friendly and intuitive?


    	What were the main difficulties you found?


    	What advantages does this exam have?
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  This study aims to examine students perception on using the Moodle system in secondary school in English as a foreign language lessons. A mixed method approach was used in this study with qualitative and quantitative research models. The study group consisted of 333 students and 12 English language teachers. The quantitative data were collected by a survey and qualitative data were collected by five open-ended questions. The results showed that students in general perceive themselves as sufficient in terms of the Moodle system and teachers thought that the system was contemporary and beneficial in the long run but at the time of the study it was not functioning well.
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  Este estudio busca explorar las percepciones de estudiantes sobre el uso de la plataforma Moodle en una clase de ingls como lengua extranjera. Se recurri a un enfoque mixto que combin los modelos cualitativo y cuantitativo. El grupo de estudio estuvo compuesto por 333 estudiantes y 12 profesores de ingls. Los datos cuantitativos se recogieron con una encuesta y los cualitativos con cinco preguntas abiertas. Los resultados muestran que, en general, los estudiantes se sienten cmodos con el uso de la plataforma Moodle y los docentes piensan que la plataforma es contempornea y ofrece beneficios a largo plazo, aunque al momento de realizar el estudio la plataforma no estaba funcionando bien.


  Palabras clave: percepcin, plataforma Moodle, sistemas de administracin de aprendizaje.

  


  Introduction


  The latest education developments in the world have made traditional notions of education out-dated and have given way to new, more innovative trends in teaching. These trends have been designed to meet student expectations and also to back up evolving pedagogical approaches (Ali & Jaafar, 2010; Garca Laborda & Litzler, 2011; Garca Laborda & Navarro Lavoulais, 2008; Vanova & Kazelleova, 2012; Yaman, 2010). Thus, more learner-centred approaches were sought in teaching any subject, including languages. Blended learning, which is an approach that can combine face-to-face teaching with e-learning programs like Moodle, has emerged to facilitate student-centred learning. This has in turn led to face-to-face classroom teaching to be supplemented by technologically driven educational environments, which are more learner-centred, more collaborative, and more innovative. Some studies pinpoint that language learners appreciate blended learning programs due to flexibility and autonomy (Goertler, Bollen, & Gaff, 2012; Larsen, 2012).


  Contemporary technologies, especially the internet, have given a chance to teachers to use many interesting tools to improve the quality of the teaching-learning process. Usefulness of these tools makes it important for teachers to have more information about the advantages and possibilities of using technology in the classroom (Kaminski, 2005). Many studies have been conducted on this issue and some studies revealed that learners attitudes towards the internet may be influential in their engagement in internet-based learning tasks (Coffin & MacIntyre, 1999; Tsai, 2004). New technologies advancing each day have attracted education societies in using these tools for knowledge acquisition. There are various learning management systems (LMS) available in the market and Modular Object Oriented Dynamic Learning Environment (Moodle) is a free and open source e-learning software platform. Hence, in the relevant literature some studies refer to this system as Course management system (CMS), or virtual learning environment (VLE). However, Moodle will be referred to as LMS in this present study. These e-learning tools allow students to continue learning outside the school environment. Hence, a teacher is still necessary to facilitate the planning and preparation processes. Moodle is one of the preferred types as a method of learning based on electronic media which is designed using sound pedagogical principles, helping educators create effective online learning communities (Cuadrado-Garca & Ruiz-Molina, 2009).


  Moodle helps educators to blend traditional classroom pedagogies with various web-based technologies in a single application (Lamb, 2004). Moodle is acknowledged as a self-directed, out of classroom practice which fosters learner autonomy. As indicated by Lamb (2004), learners generally welcome internet applications as they can learn at their own pace. Moreover, the Moodle environment aims to enhance students experience in learning and is designed with a constructivist pedagogical framework. From all the above mentioned factors, the major factor that has a role for Moodle to be preferred as a method of learning is that teachers can easily access this software on the programs web page and design a page for their own course free of charge.


  New learning approaches are aiming to enhance and extend learning opportunities for our twenty-first century learners. The rapid change and developments of the technologies have provided new possibilities for designing different kind of courses for language teaching and learning. Web-based courses are one type of these designs where they can stand alone for teaching/learning or be combined into the current education process. Moreover, when computers entered the education environments, e-learning came on the scene, offering educational web sites for learning scenarios, the creation of worksheets, interactive exercises, and many other tools for the learners. This trend was and still is approved for giving an advantage to learners to learn at their own pace as well as shifting power from teacher to student for acquiring knowledge, an opportunity that a classroom may not always offer (Barr & Tagg, 1995).


  Language courses which combine face-to-face classroom teaching with the appropriate use of technology are a way to practice the blended learning approach. Sharma and Barret (2007), argue that the implementation of such technologies and their practices needs to be planned in a way that they can serve as an integral part of the teaching and learning process and not in isolation from the rest of the learning. Therefore, for the sake of integration, pre- and post-implementation stages of such systems are in need in order to consider the challenges and opportunities the language teachers and learners are likely to face. This study focuses on the students perceptions and the teachers opinions on the Moodle system, which was implemented as a supplement to face-to-face teaching to practise the blended learning approach in English College, a high school in North Cyprus.


  Leaders of tomorrow are the students of today; considering the changes and demands of this age, there is a need to change and re-structure the educational environments to fulfil the requirements of future leaders. New technologies in the classrooms are a way for teachers to alter and change ways of instruction to meet the ever-changing needs of their students. Moodle has a significant international user base; English College has identified the need to extend the learning environment outside the physical location and hours of operation for the long-term success of the students and has implemented the Moodle system into their education process. English Colleges objective with a grant from The European Commission for Schools Initiative for Innovation and Change was to facilitate student-centred learning by setting up the necessary hardware and software to strengthen the current networking infrastructure and train teachers and other staff (F. Tokay, personal communication, September 29, 2016). More specifically, the aim was to develop and deliver innovative, student-centred teaching methodologies. Even though the target group of this project initially was English Colleges students, teachers, and school management, it is believed it will pave the way for other schools in developing countries.


  Aim of the Study


  The aim of the study was to examine the students perception on using the Moodle system in English College in English language lessons. More specifically, the study seeks to examine and explore students and English as a Foreign Language (EFL) teachers opinions on using the Moodle in their English classes.


  
    	What is the general perception of the students toward the Moodle system in EFL classes?


    	
      Are there any differences between perception of the students toward the Moodle system in EFL classes according to their

      
        	Age?


        	Gender?


        	Year of study?


        	System access?

      

    


    	What are the teachers opinions regarding using Moodle in English lessons?

  


  Research Design


  The present study was undertaken to address students perceptions and teachers opinions of the Moodle system in English classes in English College in North Cyprus where it is currently being used as part of instruction. The study was designed using a mixed methods approach where quantitative data collection methods were used for collecting and analysing data about students perceptions and qualitative data collection methods used to collect data about teacher opinions on various aspects of the system.


  Participants


  The participants of the research consisted of 333 secondary school students studying in English College. Randomly selected students were categorized into two age groups where 131 (39%) of the students were in the age group of 13-15 (middle school level) and 202 (61%) were in the 16-18 (high school level) age group. Year six students were excluded from the survey because the academic year in which the study was carried out comprised their first experience with the Moodle system. Therefore, they did not have the necessary knowledge and experience to respond to the items in the questionnaire.


  In addition to the student survey, 10 randomly selected English language teachers who were teaching in English College at the time of the study were asked to participate in the focus group discussions. Each group was accompanied by their department chiefs and there were 12 teachers who participated in the discussions. Focus group one consisted of six secondary school teachers and the second group of six teachers teaching in high school sections. The focus groups were balanced with six English teachers who were interviewed for the collection of qualitative data of teacher opinions about the Moodle system. Survey discussion questions attempted to collect data of responses giving insights about teachers opinions. Two focus group members consisted of eight female and four male teachers while six of them were teaching in the secondary level and the other six teaching in the high school level. Five teachers were in the age group 31-38, six were in 39-46, and only one in 47-54. Although each teacher had different years of teaching experience they all had been teaching over ten years. Five of the teachers had been teaching between 10 and 14, six teachers between 15 and 19, and one between 22 and 24. Teacher participants were all Turkish Cypriots and English language was not their native language.


  Data Collecting Tools


  For the first part of the study, which consisted of collecting data about the perceptions of students of the Moodle system, a researcher-made questionnaire adapted from Learning Management Systems Coherence with Technology was used. The questionnaire consisted of two parts. The first part was developed by the researcher to consist of five items for collecting information about students age, gender, class, and problems about accessing Moodle at home. The second part of the questionnaire contained 23 items, which were grouped under five dimensions for the analysis purpose. These dimensions were (a) self-efficacy (.965), (b) perceived ease of use (.890), (c) attitude (.972), (d) system usage (.911), and (e) personal innovativeness in the domain of information technology (.832). The items for the five dimensions were measured on a five level Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree).


  The second part of the questionnaire, where students perceptions were measured, was adapted from similar studies (Arteaga Snchez & Duarte Hueros, 2010; van Raaij & Schepers, 2008). The questionnaire by Arteaga Snchez and Duarte Hueros (2010) was adopted and structured with 28 items grouped under six dimensions: (a) technical support, (b) perceived usefulness, (c) computer self-efficacy, (d) perceived ease of use, (e) attitude, and (f) system usage. The questionnaire of van Raaij and Schepers (2008) consisted of 21 items grouped under six dimensions: (a) computer anxiety, (b) personal innovativeness in the domain of information technology, (c) perceived ease of use, (d) perceived usefulness, (e) subjective norm, and (f) intensity to use. The questionnaire of this research was restructured by eliminating the first dimension (technical support) in van Raaij and Schepers questionnaire because it was not valid for this study. Moreover, items about academic performance, effectiveness, and learning in university were eliminated from the perceived usefulness dimension that resulted in not being relevant in the reliability test. Furthermore, the first item of perceived ease of use (Learning is easy for me) was eliminated and the remaining items of perceived usefulness and perceived ease of use were grouped under (b) perceived ease of use and a new item (Item 7) was added (using Moodle increases my creativity). This item was added as creativity was considered to be a factor affecting achievement and also influencing innovation. The personal innovativeness in the domain of informational technology dimension was adopted from van Raaij and Schepers (2008) because it was considered to be important for the use of the Moodle system. It was considered that this variable could indicate the participants openness about experimenting new technologies. The original questionnaire was developed with seven-Likert scale and it was modified to five-Likert scale for this specific study. The reason for the reduction of the scales was due to the participants of this study being younger than the participants of the two studies that the questionnaires were adopted from.


  The adopted questionnaire was structured in English and then translated into Turkish. These questionnaires were translated according to Hancers (2003) model of the serial approach which consists of six steps. In the first step, the questionnaire was translated by a committee of five lecturers working in the field of English language. Each member translated and edited the questionnaire individually. Then, for the second step, the questionnaire was given to four different individuals whose ages ranged from 13-16 years of age and these people were asked to evaluate the questionnaire for clarity of meaning and ease of understanding. Furthermore, the questionnaire was approved by academics in the English and Turkish language fields. Third, in order to identify and omit the problematic words, the questionnaire was translated back into English, that is, another translation. Fourth, the rephrased questionnaire was again given to a group of young people (n = 30) to carry out the field test. In order to measure the reliability (fifth step), in this part the results indicated that one dimension (perceived usefulness) had to be eliminated as mentioned in the materials part and some items of this dimension combined with another dimension (perceived ease of use); again, the questionnaire was given to 30 students for the second pilot survey and this time the Cronbach alfa was measured at .950. Finally, the questionnaire was evaluated and edited for the final time before application. In the end, the questionnaire used in this study consisted of 23 items, focusing on different dimensions of students perceptions.


  For reliability and internal consistency, the researchers calculated the Cronbach alpha of the questionnaire for each dimension identified earlier. The results were .965 for first dimension (self-efficacy), .890 for the second dimension (perceived ease of use), .972 for the third dimension (attitude), .911 for the fourth dimension (system usage), and finally, .832 for the last dimension (personal innovativeness in the domain of information technology). The questionnaire used for data collection was therefore considered to be reliable. For content validity, the researcher used resources of previous studies about the Moodle system and the implementation of such systems into the education processes.


  Qualitative data were also collected from two focus groups formed by English teachers. Five open-ended questions were prepared to be used in semi-structured discussions. These questions were:


  
    	What are the benefits of using Moodle in your English courses?


    	In what sense has Moodle made your students successful?


    	What are the needed requirements for a teacher who is using Moodle to teach English?


    	Do you believe that school facilities are adequate for the Moodle system to function?


    	What are the attitudes of the students about the implementation of the Moodle system?

  


  As the focus groups were designed to place the participants views on the table, additional questions were also directed to clarify responses and gather richer data during the discussions. The two focus groups were recorded, using a mobile phone and then each was transcribed for analysis.


  Data Analysis


  The quantitative analysis was conducted by using spss 22.0 and qualitative analysis was content based. While analysing the quantitative data collected through the questionnaires, descriptive statistics were used to find out the percentages and frequencies of the demographic features of the students. The variables of the perception on Moodle were explained with the lowest and the highest scores of mean and standard deviations. Then, t-tests were carried out based on a comparison of different groups and variables such as different grade levels and private lesson attendance. In addition, one way ANOVA and LSD (Least Significant Degree) were conducted to analyse and compare the significant differences in perceptions within and between groups that had different degrees of problems in accessing the Moodle system.


  Qualitative data were analysed using the open coding method. Responses from each participant were analysed in detail and in isolation from those of other participants. Sentences, phrases, and words were studied separately in line with relation to the topic and analysed according to their relevance. Through repeated comparisons, similar ideas were integrated until major themes were established for each study question. There were multiple passes in the analysis process of these responses and the key words were identified accordingly. Then, the key words were classified into broader categories that might be refined and challenged until the key words were then classified reasonably to provide insights for the study. The researcher and a colleague analysed, coded, and categorized the data for the reliability of coding. Moreover, another coder independently coded all the responses of the participants. Through this process, two sets of themes were generated for each question and the coders compared the responses. However, when discrepancies were taken into consideration and coders were not able to reach an agreement on the meaning, the theme was coded again.


  Findings and Discussion


  The General Perception of the Students Toward the Moodle System in EFL Classes


  The data collected from the questionnaires on students perceptions of the Moodle system were analysed in five different dimensions: (a) computer self-efficacy, (b) perceived ease of use, (c) attitude, (d) system usage, and (e) personal innovativeness in the domain of information technology. Out of the 23 items, six were in the first dimension (Items 1-6), seven were in the second dimension (Items 7-13), four in the third dimension (Items 14-17), two in the fourth dimension (Items 18-19), and finally four in the fifth dimension (Items 20-23). Table 1 shows the results of the questionnaire based on these five dimensions.
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  According to Table 1, students believe that they are confident in using computers in general because the mean score of their responses to dimension one (computer self-efficacy) are x̄ = 3.74 (s = .765). Students also found the system easy to use as their mean score for dimension two (perceived ease of use) was x̄ = 3.28 (s = .951). As for dimension three (attitude), respondents attitudes towards the system are positive with the mean score of x̄ = 3.11 (s = 1.206). The mean score for students responses to dimension four (system usage) is x̄ = 2.78 (s = 1.315), showing that students frequency in using the system is moderate. The mean score for the participants responses for dimension five (personal innovativeness in the domain of information technology) is x̄ = 3.45 (s = .818), indicating that students are innovative.


  Generally, the reluctance of students in using technological systems like Moodle can be considered to be their lack of technology skills, problems about the usage, attitudes, or students not being innovative. The findings in this study revealed that even though students were self- efficient with computers, found the system easy to use, had positive attitudes, and were also innovative, they did not use the system frequently for some reason. Therefore, it might be argued that the traditional teaching-learning concepts are kind of habitually formed and are embedded in teaching practices while the adaptation of new technologies needs some time to be truly functional.


  Perceptions of the Students Toward the Moodle System in EFL Classes According to Their Ages


  In the t-test for the comparison of mean scores of different age groups for different dimensions, there are statistically significant differences between the groups in three dimensions while there is no significant difference in two of the dimensions.


  Students ranging in age from 13 to 15 have a mean score of x̄ = 3.78, (s = .739) in terms of computer self-efficacy while the mean score of students whose ages range from 16 to 18 is x̄ = 3.71 (s = .783). In terms of computer self-efficacy, the calculated t-scores did not indicate any significant differences (t = .745). Moreover, the 13 to 15 age groups perceived ease of use mean score is = 3.52 (s = .929) and the score of students group from 16 to 18 is x̄ = 3.12 (s = .933), indicating that there is a significant difference (t = 3.815) between the two groups. Perceptions of the students of the 13 to 15 age group of the system are more positive than the students in the 16 to 18 age group. There is a significant difference in terms of attitude (t = 5.283), showing that younger students show more interest in the system. The mean score for students aged 13 to 15 is x̄ = 3.53 (S = 1.073), while the score of students aged 16 to 18 is x̄ = 2.84 (s = 1.212).


  In terms of system usage, the mean scores of the 13 to 15-year-olds is x̄ = 3.31 (s = 1.248) and the mean score of the 16 to 18-year-olds is x̄ = 2.44 (s = 1.245). There is a significant difference (t = 6.221), indicating that students in the 13 to 15 age group use the system more frequently than the 16 to 18 age group. Furthermore, the mean score of personal innovativeness in the domain of information technology for students aged 13 to 15 is x̄ = 3.47 (s = .839) and the mean score for the same dimension for students in the 16 to 18 age group is x̄ = 3.43 (s = .806), which indicates that there is no significant difference (t = .390) and both groups are equally innovative.


  Participants age variation in the present study seems to have affected their perceptions of the Moodle system in three aspects. Firstly, younger students (13-15) seem to find the system easier to use than the older students (16-18). Secondly, students in the 13 to 15 age group showed more positive attitudes than the 16 to 19 group. Thirdly, younger students used the system much more than the older ones. In contrast, both age groups were self-efficient in computer skills and seemed to be equally innovative; generally, this would be expected to affect their technology usage whereas this is seen as not valid for this study.


  Perceptions of the Students Toward the Moodle System in EFL Classes According to Their Gender


  The mean scores of male and female students in terms of computer self-efficacy are very close. The mean score for females is x̄ = 3.72 (s = .734) and for males it is x̄ = 3.76 (s = .800). Moreover, the mean scores of the two groups in terms of perceived ease of use do not show a big difference. Mean score for females is x̄ = 3.34 (s = .914) and males is x̄ = 3.21 (s = .987), which again show no statistically significant difference. Female students mean score in terms of attitude is x̄ = 3.16 (s = 1.182) and male students mean score is x̄ = 3.05 (s = 1.232), indicating no significant difference. However, in terms of personal innovativeness in the domain of information technology, the mean score of female students is x̄ = 3.35 (s = .710) while the mean score for males is x̄ = 3.55 (s = .912). This finding suggests that there is a statistically significant difference between the two groups (t = -2.164), indicating that male students are more innovative than female students in terms of technology.


  Gender issues related to using technology have been debated in various academic studies and some of them revealed that there are some differences while others argue the opposite. In this study, the findings indicate that both female and male students are self-efficient in computer skills as well as both finding the system easy to use. Both genders have positive attitudes towards the system and they use the system nearly at the same level. However, the only difference that this study reveals in terms of gender is that male students seem to be more open to new technologies than females, as the findings of the study show that they are more innovative.


  Perceptions of the Students Toward the Moodle System in EFL Classes According to Their Year of Study


  T-tests for the comparison of mean scores of different grade levels for five dimensions are presented in Table 2.
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  T-tests analysis for the comparison of mean scores of students year of study towards the Moodle system reveals that for computer self-efficacy, the mean score of students in grades 7, 8, and 9 (secondary level) is x̄ = 3.74 (s = .756) and the mean score for students in classes 10, 11, and 12 (high school level) is x̄ = 3.73 (s = .773). There is statistically no significant difference in terms of computer self-efficacy.


  In terms of perceived ease of use the mean scores of students in grades 7, 8, and 9 is x̄ = 3.45 (s = .756) and the mean score of grades 10, 11, and 12 is x̄ = 3.16 (s = .929). There is a significant difference (t = 2.768) for perceived ease of use, indicating that secondary school students find the system easier to use than the high school students.


  Mean score of the attitude of students enrolled in grades 7, 8, and 9 is x̄ = 3.43 (s = 1.141) and the mean score of students in grades 10, 11, and 12 is x̄ = 2.90 (s = 1.203). There is a significant difference (t = 4.012) showing that secondary school students attitudes towards the Moodle system are more positive than the high school students.


  In terms of system usage, the mean score of students in grades 7, 8, and 9 is x̄ = 3.28 (s = 1.274) and students in 10, 11, and 12 have a mean score of x̄ = 2.46 (s = 1.241), representing a statistically significant difference (t = 5.834). This shows that secondary school students are using the system more frequently than the high school students.


  Students mean score for personal innovativeness in the domain of information technology is x̄ = 3.47 (s = .831) for grades 7, 8, and 9 and for grades 10, 11, and 12 the mean score is x̄ = 3.43 (s = .810), indicating that there is statistically no significant difference between the two groups in this dimension.


  Perceptions of the Students Toward the Moodle System in EFL Classes According to System Access


  ANOVA analysis shows that there are statistically significant differences between students perceptions of computer self-efficacy (f = 4.336, p < 0.05), students ease of use (f = 6.085, p < 0.05), students attitudes (f = 3.228, p < 0.05), and students system usage (f = 2.708, p < 0.05), and general score of students perception towards the Moodle system (f = 5.188, p < 0.05) in terms of their Moodle system access. However, the only dimension that indicates no significant difference (f = .987, p > 0.05) is between students perception of personal innovativeness in the domain of information technology.


  A least significant difference (LSD) test has been carried out to identify the differences within the groups. The results of the LSD test shows that there is a statistically significant difference between the students who never, seldom, and sometimes have Moodle access problems and those who often have Moodle access problems according to students computer self-efficacy perceptions. These findings can be interpreted as students access to the Moodle system outside of school and affects their perception of their self-efficacy while using the Moodle system. Results show that perceptions of the students never having problems scores are higher than the others. This can be explained as these students having the opportunity to practice on the Moodle system and experience the benefits of the system better than others even during out of school hours. Moreover, there is a statistically significant difference between the students never having Moodle access problems, students seldom, and sometimes having Moodle access problems in terms of the perceptions of ease of use. Students never having Moodle access problems seem to have higher scores with positive perceptions of the systems ease of use.


  The perceptions of the students who never have Moodle access problems are more positive than those students who experience having different degrees of problems. Since these students can find more opportunities than the students who are having problems for accessing the system outside school, they naturally seem to find the Moodle system easy to use.


  There is a significant difference between the students never having Moodle access problems, and the students sometimes having Moodle access problems in terms of students attitudes. There is also a statistically significant difference between the students seldom having Moodle access problems, and the students sometimes having Moodle access problems in terms of students attitudes.


  Students who are not facing problems in accessing the Moodle system seem to have positive attitudes towards the Moodle system. Besides these, system usage findings reveal that there is a statistically significant difference between the students never having Moodle access problems and the students sometimes having Moodle access problems. The comparison of never and seldom shows that perceptions of the students never having Moodle access problems seem to have higher scores in terms of students system usage. There is also a statistically significant difference between the students seldom and sometimes having Moodle access problems, and the students often having Moodle access problems, as students often having Moodle access problems have higher scores in terms of ease of system usage. The system usage perceptions of the students often having Moodle access problems seem to be more positive than the others, a finding which is interesting because it would be expected that when students have problems accessing the system they wouldnt be able to develop positive attitudes. Finally, there is no statistically significant difference between the findings of the students personal innovativeness in the domain of information technology in relation to their degrees of problems in accessing the systems.


  Teachers Opinions Towards the Moodle System


  The data on teachers perceptions and opinions about the Moodle system were collected through five guiding interview questions and as the discussion unfolded in the focus groups, further questions were added to facilitate the collection of rich data. The emerging themes from the analysis of the qualitative data were organized under four headings: (a) The Frequency of Use and the Reasons, (b) Type of Use, (c) System Structure, and (d) General Opinions About the System.


  The Frequency of Use and the Reasons


  The majority of the teachers mentioned that they did not use the system frequently because some students were still facing problems with the system, like password, administration, and access issues. Moreover, from two focus groups only three teachers seemed to feel confident in using the system as frequently as possible. The system is perfectly helpful during the revision week as well as for presentations and practices, quoted one of teachers. The other teachers responses indicated that the reason for ignoring the system was the lack of technological knowledge. One striking response came from a teacher who had been teaching English in English College for eleven years but had been in the profession for twenty years: I forced myself to connect to Moodle with English courses and understand the philosophy of this system, but could not find any connection or reason to use it. This teacher also stated: If I do not use the board to write and have my students write down what I dictate to them, I do not believe they will learn. Another teacher supported her colleague by adding: Absolutely true, I have been teaching for the last twelve years and I know that academics support the new trends but these trends are theoretical not practical. I cannot teach without my marker and the board. These teachers underlined that traditional teaching was the best way to teach and supported their views as quoted, especially pinpointing that they did not believe that the system was beneficial.


  Type of Use


  Despite the fact that the frequency of use was not high among this group of teachers who participated in the discussions, it was clear that teachers used the system for various reasons. The majority of teachers (n = 8) pointed out that they used the system for teaching grammar. One of the teachers commented that: I know that this is traditional teaching but I always used the system for teaching grammar because I believed that this is more suitable for my students. Two teachers responded they used the system for lecturing in the class, as projecting the prepared course material onto the whiteboard saved time for more practice. They also added that the material to be practised was uploaded before the course began and the students printed the material out and stuck it in their notebooks before the lesson, which again saved them quite a lot of valuable in-class teaching time. Another preferred type of use seemed to be uploading revision materials to the system for students to access, which most teachers (n = 10) said they used right before the exams.


  In addition, the system was used for collecting assignments; a teacher stated: students uploaded assignments and I gave feedback. Five of the teachers said they used the system for this purpose. However, one teacher stated: I announced the deadline for the assignments to be uploaded; it ended up as a big disaster [because] the system crushed. Some teachers (n = 7) also stated that they gave up using the system for collecting assignments due to the same reason. Moreover, Nobody taught us how to grade, I have no time for struggling with the marking, We lack the technological knowledge, and time consuming were the statements of some teachers (n = 6) for not using the system. One teacher claimed that she was using the system for giving information about the International English Language Testing System (IELTS) examination which saved time for her other class work. Furthermore, teachers responded they used the system for mini quizzes, comprehension texts, presentations, and web sites like ESL Cafe and also for extra composition tasks. However, each teacher used one or two of these ways of using the system and there was no one teacher who used the system in more than two different ways. The analysis of the data for types of use revealed that teachers seemed to use various types of the available options in the Moodle system but their uses were limited to a certain degree.


  System Structure


  In addition, in terms of frequency and type of use, the majority (n = 9) of the teachers stated that the schools internet provision was not reliable and the system crashed at some stages. Lack of confidence in the system and the internet seemed to affect teachers and de-motivate them considering that 10 of them stated they felt sorry for the effort they spent because at times they could not finalize their work. To illustrate; Internet is a must, Internet let me down for several times, and I have to bring my 3G, were some phrases from the discussions. Besides these, some teachers (n = 4) stated in the discussion that they could not access the system from home, which is an internal issue in relation to how the system works, and this inability hindered their work.


  General Opinions About the System


  In general, participants thought the system was contemporary and beneficial in the long run but at the time of the study it was not functioning well. Another common opinion of the teachers that emerged from the collected data was that teachers believed the system was more suitable for younger students (secondary level) than high school students as the secondary group had more time to devote for understanding and comprehending the system. The reason for this opinion was that the high school students were studying hard to sit for international exams like IELTS and the General Certificate of Secondary Education (GCSE). One teacher said: System can be used for grades nine and ten for basic English, and also added that Students who are entering IELTS and GCSE exams have to work on past papers and sit for mock exams, no time and need for Moodle.


  Generally, it seemed that the teachers who disliked the system did not like it because they lacked the necessary knowledge and skills to carry out electronic feedback and grading. More enthusiastic teachers, however, seemed to find their own solutions for the non-reliable internet facilities of the school, such as 3G connections. Interestingly, one teacher commented on the piloting period of the system which might be an answer to dislikes of the system. The comment was that the pilot students suffered a lot during that stage and had low marks due to the grading method which lacked the traditional written feedbacks. He also added that those students rumoured about the system and had created barriers towards it. Finally, the general and common view of the collected data shows that teacher participants are not against the Moodle system but are in need of more knowledge, time to adopt, and feel the system needs to be more structured.


  Discussion and Conclusion


  Technology driven learning is argued to be one of the necessities for the digital born generation of this century. Regarding this issue, Moodle was implemented to serve the on-going practices in English College high school by providing a variety of supplemental tools to be used in English language learning. Some studies also have shown Moodle to be effective in foreign language education (Cuadrado-Garca & Ruiz-Molina, 2009; Ming & Bidmeshki, 2004; Su, 2006; Yates & Delgado, 2008). The culture in developing countries like North Cyprus is in need of shifting their education environments from mindless memorization to innovative student-centred teaching. Digital technology integration in teaching and learning environments empowers access without borders to a variety of subject and topic contents (Bakia, Shear, Toyama, & Lasseter, 2012), whereas formal education is seen to have rising expectations regarding the practices and nature of methodology (Griffin, McGaw, & Care, 2012; UNESCO, 2011; Voogt & Knezek, 2008). Regarding the students perceptions towards the Moodle system, the results of the present study showed that they were digitally literate and able to cope with newly implemented systems.


  The results of the survey also indicated students low frequency in using the system. Taking into account this result, the lack of teachers technology skills might be an important issue to consider for the students low usage of the system. Some national education systems in the developed countries are seen to implement information and communications technologies (ICT) into teaching and learning over a period of 25 or more years (Tatnall & Davey, 2014). However, the important issue is that this implementation has neither been accepted for teaching or learning on a wide scale, nor has it brought about the variety of benefits expected from the investment (OECD, 2015).


  The results also indicated that the younger the students, the higher the positive perceptions towards the Moodle system. The school survey indicated that seventh grade especially was very enthusiastic and had the highest degree of using and benefiting from the system. Class distribution results also supported the results of the age variable, pinpointing that the secondary grades as years eight and nine had more positive attitudes and were using the system more than the high school participants. Many young people use digital devices, applications, and social networking sites on a daily basis (Greenhow & Lewin, 2016).


  Teachers lack of the necessary knowledge and skills in using the Moodle system was also seen in the results; teachers need to develop new skills and knowledge of technologies (Duncan-Howell, 2010). The mismatch of the students and teachers digital literacy levels caused the teachers to prepare similar sets of exercises, as practised in the classroom, on a computer to deliver to students via Moodle. Similarly, Snyder (2009) argues that teachers are in need to rethink their pedagogies and move beyond using technology as a fancy typewriter and a presentation tool. Discussion remarks reveal that some enthusiastic teachers are trying hard to find ways to use the system like assignment delivery and extra links to support students learning but none of them seems to use all the facilities that are available in the Moodle system. Some researchers argue about this issue even though professional seminars or conferences are being delivered by experts (Duncan-Howell, 2010). The effect of long-lasting pedagogy, continuity, and coherence is considered insufficient (Anderson & Henderson, 2004; Curwood, 2011).


  Teachers results pinpointed that some of the facilities that could make students more autonomous and successful in using the language were not utilized. Facilities as the asynchronous chat sessions and on-line quizzes with instant feedbacks were not practised at the time of this research. However, the good will of some enthusiastic teachers and younger students positive attitudes towards the system have shown that they seem to be empowered to be autonomous in using the language.


  Recommendations


  The general conclusion of the research reveals that the perceptions of English College students towards the Moodle system in EFL classes are rather positive. However, the need of the systems structure to be upgraded and the teachers knowledge and skills in using the system to be improved emerged as the most important areas to be attended. The systems structure of the implemented Moodle system in English College needs to be more structured and the internet access to be more reliable. Teachers awareness of the functions provided by Moodle and its possible areas for use should be raised with the help of training sessions. In addition to improvements in the teachers use of Moodle, students strengths in using the technical tools should be utilized in using the Moodles functions to help students become more autonomous in language learning. The role of the teacher and the role of technology should be balanced in a way that students will benefit from both at the highest degree.
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  The aim of this study is to determine the perceptions of English language teachers teaching at a preparatory school in relation to their knowing and applying contemporary language teaching techniques in their lessons. An investigation was conducted of 21 English language teachers at a preparatory school in North Cyprus. The SPSS statistical package was used for the data analysis. Frequency and percentages were used to analyse the English language teachers knowledge, desire to learn, application of the innovative language techniques in their classrooms, experience of problems as well as teachers frequency of technique usage and where they learned these techniques. This study shows that the most known contemporary technique is communicative and less known contemporary language teaching techniques are blended/hybrid.
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  Este estudio busca determinar las percepciones que profesores de ingls en una escuela preparatoria tienen respecto al conocimiento y aplicacin en sus clases de tcnicas contemporneas de enseanza de idiomas. Los participantes fueron 21 docentes de una escuela prepraratoria en el norte de Chipre. Se utiliz el paquete estadstico SPSS para el anlisis de los datos. La frecuencia y porcentajes sirvieron para analizar el conocimiento de los docentes, su deseo de aprender, la aplicacin de tcnicas innovadoras en sus clases, los problemas detectados, frecuencia del uso y dnde aprendieron dichas tcnicas. El estudio muestra que la tcnica contempornea ms conocida es la comunicativa y la menos conocida la mixta o hbrida.


  Palabras clave: docentes de ingls, enseanza del ingls, tcnicas contemporneas de enseanza.

  


  Introduction


  For decades researchers have attempted to determine the best methods for providing English language instruction, especially for non-English speaking populations. The focus on English language teaching (ELT) strategies has led to the development of a wide range of approaches that include individualized instruction, group activities, and collaborative learning models (Hubackova, 2016; Kuimova, Uzunboylu, & Golousenko, 2017). Existing research often integrates multiple approaches in its exploration of methods that provide the greatest level of success for language knowledge. Current approaches include communicative, constructivist, reflective, web-based, blended/hybrid, neurolinguistic programming, cooperative/collaborative, content-based, task-based, differentiated, participatory, multiple intelligences, project-based, strategies-based, and problem-based language teaching. Research into the connection between these approaches and learner outcomes relate benefits when applied to different learner populations. In some cases, researchers have explored just one or two of the methods, while others have explored single approaches with assessments before and after the application of the teaching strategy.


  The main aim of this study is to determine the perceptions of the English language teachers regarding to what extend they are aware of the contemporary language teaching techniques and to what level they apply these techniques in their classess.


  Literature Review


  Communicative Language Teaching


  Communicative language teaching (CLT) is an instructional approach that focuses on interactions in the target language to support the authentic adaptation of language (Mohammed, Sidek, & Murad, 2016). In addition, Ellis (2015) studied the application of CLT in the development of language skills, but considered two different approaches frequently used. Ellis looked at the differences between focus-on-forms and focus-on-form as they apply to systems of communicative instruction. The first, focus-on-forms, requires instruction that focuses on grammatical learning in which learners are instructed in the correct forms of language in the hope that they can then apply these to communicative interactions. Ellis argued that this type of approach assumes that the learner can transfer non-communicative learning of forms to language-based interactions, which does not always occur. Instead, Ellis emphasizes the value of focusing on the correct forms used in language expression so that learners can develop a sense of the sound of correct language.


  Focus-on-form, the second, is a strategy in CLT through which the instructor reflects on correction of the communications that occur rather than instruction in grammar. Learning must then be transferred to communicative interactions. Ellis (2015) maintained that focus-on-form allows for the correction of communication and the facilitation of error correction during language learning and supports the continuation of a communicative task. This contradicts some traditional views that teachers should not take action when a student is performing a communicative task. Ellis argued that focus-on-form and focus-on-forms do not have to be mutually exclusive, but could be complementary elements in a communicative language process.


  Constructivist Language Teaching


  The constructivist approach to language teaching is linked to the belief that students develop understanding of language through their experiences, which in many cases should be influenced by the students views and interests. Rather than using traditional approaches to develop language around rote learning and repetition, the constructivist approach seeks ways to authenticate language learning by determining how students can engage in and be a part of the language learning experience. Wang (2014) maintained that language educators can promote the acquisition of language skills by providing students with language opportunities through which they integrate their own interests and perspectives into the language learning process.


  Wang (2014) further claims that language learners can benefit from the use of different online mechanisms to support a constructivist approach to developing language skills. Wang proposed the use of wikis and collaboration between peers in online forum to help learners develop, modify, and advance their language skills. In particular, Wang looked at the use of wikis so that individual learners could collaborate with others in the creation of wikis and could improve their writing skills and vocabulary through peer-based support. Wang found that most of the students studied developed a high level of language engagement through the use of this constructivist approach in which the learners formed specific collaborative interactions of their own choosing. The wiki-mediated environment ensured that learners were engaged in the learning process and maintained continued interest in the topics they selected. The social interactions were a powerful learning tool for the adaptation of written language skills.


  Reflective Language Teaching


  Researchers, including Pickering (2007) and Pennington and Hoekje (2014), have recognized the value of reflective learning strategies as a means of enhancing language understanding and engaging learners. Pickering maintained the value of using tools, including learner diaries, self-evaluation tools, and peer assessments as the basis for developing and facilitating reflective learning. This is linked to the belief that learners are best able to determine what their needs are and where their limitations lie. Subsequently, the educator can benefit from creating an interaction with learners that fosters exploration of potential and needs through a self-evaluation process (Pickering, 2007).


  The aim of reflective language teaching is to advance the learners capacity for self-evaluation and autonomous learning (Pickering, 2007). Pennington and Hoekje (2014) also maintained the value of reflective practices, arguing that language is valuable when it is developed within a context that is pertinent to the understanding and perceptions of the learner, especially in regard to the priority for language learning. Subsequently, learners benefit from processes that require they examine their own process of language adaptation (Pennington & Hoekje, 2014). In alignment with this view, it is evident that the English language teaching that allows for a continuous process of personal assessment is beneficial because it not only defines strengths and weaknesses, but shapes the learners understanding of their progress over time.


  Web-Based Language Teaching


  Web-based language teaching has been identified as a significant means of exploring different topics in language development and improving writing proficiency for English language learners (Magal-Royo & Garca-Laborda, 2017). Web-based language teaching can include a variety of different approaches to instruction, including explorative and interactive approaches that promote improvements in language acquisition (Bikowski & Vithanage, 2016; Garca-Laborda, Magal Royo, Litzler, & Gimnez Lpez, 2014). Bikowski and Vithanage (2016) evaluated the use of a web-based collaborative writing task during in-class instruction in English language skills and found distinct benefits over this approach. These authors collected a range of different types of data, including assessments, surveys, interviews, and observations as a means of determining how learners engaged in web-based collaborative writing tasks. When compared to traditional classroom writing instruction, Bikowski and Vithanage found that learners valued the collaborative experience and found the web-based approach engaging. Before and after assessments of their performance on writing tasks also showed measurable improvements.


  The use of web-based tools, including those that improve communication, support clarity in expression, and promote learner engagement, was perceived as a beneficial step in improving English language acquisition (Bicen & Uzunboylu, 2013; Bikowski & Vithanage, 2016; Ozcan & Genc, 2016). The web-based approach, which expanded upon more common computer-assisted language learning (CALL), fostered the use of interactive media and collaboration that enhanced learning opportunities and direct communication. Coordinated measures to enhance collaboration supported improvements in individuals integrating new English language skills (Baglama, Yikmis, & Demirok, 2017; Bikowski & Vithanage, 2016).


  Blended/Hybrid Language Teaching


  Increasingly, interest in online teaching has led to the focus on hybrid or blended instruction. While some educators focus on one or the other of these approaches, supporters of blended or hybrid instructional modalities believe that it is just a matter of time before this will become the most prevalent approach for instruction (McNeil, 2016). McNeil (2016) and Akyol and Garrison (2011) recognized that online learning methods have both benefits and drawbacks, but educator experience with the hybrid modality improves the quality of instruction (McNeil, 2016). Preparing educators in English language instruction for the use of blended or hybrid approaches enhances the opportunity for learner success. McNeil (2016) maintained that the benefits of hybrid or blended instruction come from the fact that it can be used to individualize instruction and allow learners at a higher level of proficiency to develop their skills further than can their lower level peers. Contrary to popular belief, McNeil also maintains that it is important for educators to recognize that hybrid instructional modalities are not a replacement for instructional process, but another way of delivering instruction. Subsequently, professional development and understanding of the instructional paradigm is essential to creating beneficial experiences for learners (McNeil, 2016). For example, McNeil argued that hybrid learning experiences require educators to develop more learner-centered elements in their instruction, rather than less. Because of the loss of face-to-face time with learners, instructors need to develop systems through which they engage and work with individuals in a manner that seems authentic. Though hybrid systems may be more convenient for learners and provide more opportunities for instruction, they are not inherently easier to develop or implement than their classroom-based counterparts.


  Neurolinguistic Programming Approaches


  Neurolinguistic programming (NLP) approaches can be used in the context of English language instruction as a means of addressing some of the issues that learners face in the instructional environment (Lashkarian & Sayadian, 2015). It is not uncommon for English language learners to experience a broad range of responses to the instructional process, including anxiety that can hinder their capacity for self-improvement (Lashkarian & Sayadian, 2015). Lashkarian and Sayadian (2015) studied the application of NLP techniques in the classroom setting to improve attitudes and motivation for learning for 60 junior high school students in Iran. These researchers demonstrated the use of NLP techniques to bolster student attitudes and motivation for learning and to improve testing performance on language acquisition skills.


  Lashkarian and Sayadian (2015) recognized the importance of assessing student learners who experienced NLP techniques and those who were provided with traditional instruction aligned with a textbook. The researchers provided 12 weeks of instruction to two different student groups and assessed the student performance prior to the instruction and then after the 12 weeks were completed. The outcomes of their study showed that the nlp approaches that were applied to relieve anxiety and improve attitudes towards learning were beneficial (Lashkarian & Sayadian, 2015). Not only did student performance on assessments improve when comparing the two groups, but educator reports, as measured through a teacher questionnaire survey, showed improvement in communication, motivation, and anxiety (Lashkarian & Sayadian, 2015).


  Cooperative/Collaborative Language Teaching


  Because communication is often a collaborative process through which give and take is necessary, researchers have explored the benefits of using cooperative learning and collaborative teaching techniques in language instruction (Mohammed & Mahmoud, 2014; Ozdamli & Tavukcu, 2016). Mohammed and Mahmoud (2014) studied the application of a cooperative language learning (CLL) approach to advance the language acquisition skills of second-year university students in Saudi Arabia. A key aspect of this program was the use of peer collaboration as an essential part of the development of written language skills, one of the weak areas for this population. These authors argued in favor of the use of CLL approaches to enhance the writing skills of learners through personal interactions, self-assessments, and encouragement towards developing linguistic competence.


  Though collaborative and cooperative language instruction approaches can be aligned with outcomes that show improved vocabulary performance and improved language understanding, competency in written language performance varies significantly. Mohammed and Mahmoud (2014) recognized that not all students demonstrated high levels of performance improvement through the application of CLL approaches. In fact, many still made significant errors and did not always demonstrate adaptations to their written language. The outcomes of the study by Mohammed and Mahmoud still support the general assertion of benefits derived from CLL approaches to instruction in post-secondary language learners, but they underscored the importance of creating collaborative relationships that are beneficial to both sides of the cooperative assignment.


  Content-Based Language Teaching


  Content-based instruction focuses on aligning specific goals and language objectives to instructional content (Bigelow, Dahlman, & Ranney, 2006). This approach is defined by the premise that language objectives should be clearly defined and content should be aligned with these objectives in order to determine if substantial change occurs as a result of the instructional process. In language instruction, it is especially important to understand the expectations related to content to provide an evaluative process.


  Content-based language teaching not only requires the development of objectives, but the creation of a link between content and the approaches to meeting those objectives (Bigelow et al., 2006). Lesson planning and curriculum development have to be aligned with expected goals. Subsequently, academic content in instruction that is based on English language learning must define the areas of proficiency that will be a part of the curriculum development for each class, and should align connections with educator planning (Bigelow et al., 2006).


  Bigelow et al. (2006) maintained that one of the challenges in this approach is that sometimes content overshadows the learning process. Specifically, educators may be driven by the content rather than by the obtaining of learning objectives. Subsequently, these researchers maintained that teachers need to look at language learning and actual acquisition skills as a primary component of the learning objectives in order to create content and planning through which these skills can be obtained.


  Task-Based Language Teaching


  Lee (2016) recognized that there is an increasing focus on online learning opportunities, especially in relation to language learning. In alignment with this view, Lee also argued the value of implementing task-based learning instruction in order to achieve the best outcomes for learners in this kind of growing instructional environment. This author maintained that benefits can be derived from instructional content that focuses on autonomous learning strategies in the online environment through task-based instruction.


  Lee (2016) studied the use of skill-integrated tasks by a group of learners in order to assess their perceptions of the instructional process. This researcher used a variety of data collection methods to evaluate the impacts of this approach for elementary language instructional courses. Lee maintained that learners who participated in structured courses were able to work independently and obtain specific information from this kind of instructional format. Subsequent engagement was often found to be beneficial when used in conjunction with this approach.


  Lees (2016) study was interesting because it demonstrated that different types of tasks can be presented in online formats with varying degrees of success. Digital technologies and new methods of communication provide a foundation for creating engagement with learners (Lake & Ross, 2015). At the same time, the use of technology can be distancing for learners who have not had a considerable level of experiencing with online or computer-based instruction (Basz & Can, 2016; Uzunboylu, Hursen, Ozuturk, & Demirok, 2015). The benefits of this modality are directly linked to familiarity with computer-based instruction, a reflection shared by many introducing new approaches to instruction in primarily traditional educational environments.


  Differentiated Language Teaching


  Pilat, Solomintserva, Shevchenko, Svintorzhitskaja, and Ermakova (2014) studied the introduction of foreign language instruction as a major component of Russian higher education as a means of understanding factors that can influence instruction and the underlying reason for differentiated learning techniques. These researchers maintained that in many countries, students leave higher education with a sufficient level of language proficiency in English to participate in communicative tasks outside of the school setting. At the same time, they also recognized that many do not have the necessary skills or accuracy in either understanding or language expression to take part in authentic interactions with English language speakers. The main reason for disparities is that there are different levels of motivation, different reasons for learning, and different mandatory levels of performance.


  Pilat et al. (2014) went on to maintain that benefits can be derived from recognizing these variances and creating a more effective approach to language teaching by integrating differentiated strategies. These authors argued that learners may need different levels of support to develop proficiency and to advance their capacity for self-assessment and language development. These elements require educators to understand the different levels of language training, different motivations, and different educational requirements that students may bring to the table.


  Participatory Language Teaching


  Participatory language teaching reflects the call for a greater level of personalization and methods of engagement in instruction. Al-Seghayer (2014) maintained that this is a major concept being promoted in English teacher preparation programs in other countries, including Saudi Arabia. Al-Seghayer argued that professional development needs to relate the contextual nature of language learning and the benefits from participatory interactions through which learning can be advanced.


  Participatory instruction is related to the belief that language is culturally defined and that any measures to develop language aptitude have to reflect cultural collaboration or integration as a part of the learning process. This includes participation that is learner-centred and can help to promote language skill acquisition through a variety of methods. Educators are more successful if they have opportunities to learn this kind of participatory instruction from other professionals or mentors who can help advance their understanding of instructional approaches (Al-Seghayer, 2014).


  Multiple Intelligences Language Teaching


  The concept of multiple intelligences goes back to the authorship of Howard Gardner (as cited in Ghamrawi, 2014), who believed that learners learned in a variety of different ways. Aptitudes in different areas, including visual, spatial, and musical-rhythmic, could be contrasted with traditional learning modalities. Rote learning approaches are only beneficial to a very small portion of the population, and most learners fall into one of Gardners other dimensions of intelligence (there are eight in total).


  Ghamrawi (2014) maintained that educators can benefit from applying this theory to the development of language skills at a variety of different educational levels. English language instruction that allows for an understanding of these dimensions promotes learning in different ways that students can explore. English language learning can be introduced in different ways to address the intelligences of all people in the classroom setting (Seker, 2016). This approach improves the ability of learners of different intelligences to take part in the instructional process and improve their overall performance. Subsequently, Ghamrawi maintained that it is important to include multiple intelligences in English as a second language (esl) classrooms, especially when addressing the needs of a varied learner population. Multiple intelligences instructional strategies, including differentiated learning modules based on the different dimensions of intelligence, can promote gains across populations (Ghamrawi, 2014).


  Project-Based Language Teaching


  Dooly and Sadler (2016) recognized the value of exploring language teaching in a variety of ways. These researchers argued that project-based learning could be applied to English language acquisition by integrating varied technologies and different activities to support the resolution of specific problems. Language teaching then becomes contextualized and the learners express their ideas and perspectives through collaborative partners that can help them understand and resolve specific problems (Dooly & Sadler, 2016).


  Dooly and Sadler (2016) further expounded upon this idea by developing an integrated and innovative approach that includes both technology and strategies for improving language function. These researchers explored existing teaching approaches and compared them with project-based language instruction. The belief that students motivated to resolve specific problems will have a greater ability to adapt and integrate language more freely to communicate about the project were essential elements in this study. The exploration of this approach indicated that there are clear links between project-oriented instructional elements and the capacity for integrating authentic language.


  Strategies-Based Language Teaching


  Garca Magaldi (2010) maintained that developing a sense of autonomy in language learners is essential to their motivation to continue and their capacity for language adaptation and use. Garca Magaldi argued that language learning often focuses on the development of self-assessment techniques and the capacity for autonomy both in learning and using the language. Without a level of autonomy that is achieved through the instructional process, learners are unlikely to utilize the language once given an authentic or contextualized opportunity to speak or write.


  Strategies-based language teaching looks at specific issues, including autonomy and self-awareness, and seeks methods to support instruction that is based on continued learning outside of the classroom (Abdulhay, 2015; Garca Magaldi, 2010). Garca Magaldi (2010) supported the use of learning strategies that promote learner autonomy, improve performance, and look at ways of creating authentic language experiences outside of the classroom. This included promoting an understanding of the use of language with peers and society in general. In order for learners to be autonomous, they must first understand how language impacts how they interact. Subsequently, the author identified major theories about the strategic use of language and methods to support authenticity in the use of language outside of the classroom (Garca Magaldi, 2010).


  Problem-Based Language Teaching


  Othman and Shah (2013) explored the use of a problem-based learning approach for students in language classes in order to assess its impact on conveying necessary content and in the development of language skills. This study related the impacts of this approach on 128 students, divided into two groups, one of which received traditional text-related instruction and the other receiving problem-based language teaching. The outcomes of the study showed significant improvements in the performance of learners who received problem-based instruction, especially in tasks that were related to writing.


  This approach reflects the belief that critical thinking skills are essential to language acquisition. This is less related to the development of grammar systems and more to the content and context in which language develops. Othman and Shah (2013) argued the value of understanding the importance of exploring different ways of communicating information as a part of the development of communication skills. The use of real life problems as a foundation for communication creates a greater degree of authenticity in the development of language skills. The integration of critical thinking skills into the development of language becomes an essential step in this process that advances vocabulary learning and fluency.


  Method


  Research Design


  The research is a quantitative descriptive research project that aims to determine the perceptions of English language teachers teaching at the preparatory school of Near East University in relation to their knowing and applying innovative language techniques in their lessons.


  Population and Samples


  Samples were selected randomly among the English language teachers teaching at the preparatory school in Near East University. The investigation was conducted with 21 English language teachers at the Near East University preparatory school in North Cyprus.


  Instrumentation


  As an instrumentation of this study, a questionnaire in relation to taking perceptions of English language teachers regarding whether they know about and apply innovative language techniques in their classrooms was conducted with 21 English language teachers teaching at the Preparatory school of Near East University. The researcher developed the questionnaire by herself.


  Data Analysis


  Data were analyzed using the SPSS statistical package. Frequency and percentages were used to analyze the English language teachers knowledge, desire to learn, application of the innovative language techniques in their classrooms, experience with problems as well as teachers usage frequency and where they learned these techniques. There are 15 sections and 6 sub-questions in each section.


  Findings


  As shown in Table 1, 95.2% of the English language teachers are aware of CLT. One of them indicated that s/he desired to learn about this technique. The majority of the teachers are not even aware of the technique. Eight teachers reported that they want to learn about this technique whereas four do not desire to learn about it. More than half (61.9%) of the teachers indicated that they know about the reflective language teaching technique. Nearly half of them do not want to learn about the technique. This finding is quite interesting. It is worth searching whether the reason is the technique itself or the teachers unwillingness to learn about it. Nearly all of the teachers (95.2%) are aware of the web-based language teaching technique. One of them indicated that s/he does not desire to learn about this technique. Very few of the teachers (14.3%) are aware of the blended/hybrid language teaching technique. This is a very small percentage. Most of the teachers are not aware of this technique. However, the number of teachers desiring to learn this technique is really small. Half of the teachers do not desire to learn this technique. Seventy-one point four percent of the teachers are aware of the NLP language teaching technique. Among those who do not know about the technique, one indicated that s/he is willing to learn about the technique. Seventy-six point two percent of the teachers know about the cooperative/collaborative language teaching technique; whereas two of the teachers do not want to learn about the technique. Nearly all of the teachers (81%) know about the content-based language teaching technique. Only one of the teachers desires to learn about the technique whereas the majority of them do not want to know about the technique. Eighty-five point seven percent of the participants are aware of the task-based language teaching technique. Among those who do not know about the technique, only one of them wants to learn about it. Thirty-eight point one percent of the teachers are aware of the differentiated language teaching technique. Those who are not aware of the technique do not want to learn the technique. Nearly half of the English language teachers (47.6%) know about the participatory language teaching technique. Among those who do not know about the technique, three of them reported that they do not desire to learn about it. Seventy-one point four per cent of the teachers know about the multiple intelligences language teaching technique. Among those who do not know about the technique, one of them reported that s/he does not desire to learn about it. Seventy-one point four per cent of the participants are aware of the project-based language teaching technique. Among those who do not know about the technique, half of them reported that they do not want to learn about it. Nearly half of the teachers (42.9%) know about the strategies-based language teaching technique. Among those who do not know about the technique, four of them reported that they do not want to learn about it. Seventy-one point four per cent of the teachers know about problem-based language teaching technique. Among those who do not know about the technique, the majority of them reported that they do not desire to learn about it.
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  As shown in Table 2, the most used innovative language technique is communicative language teaching technique and the least used is multiple intelligences language teaching technique. Constructivist language teaching, project-based language teaching, and blended/hybrid language teaching techniques are also favorable.
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  English language teachers can face difficulties while applying innovative language techniques. However, Table 3 reveals that the participants of this study do not face many difficulties. As the most known and applied technique, teachers face less difficulties while applying communicative language technique. Most difficulties are experienced while applying constructivist and NLP language teaching techniques.
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  Table 4 shows that 50% of the participants indicated that they always apply the blended/hybrid language teaching technique in their lessons. Similarly, 55% of them reported that they often use communicative language teaching in their studies. Furthermore, 42.9% of the language teachers said that they sometimes apply the cooperative/collaborative language teaching technique in their classrooms.


  [image: ]


  Table 5 shows that, apart from web-based, NLP, and blended/hybrid innovative language teaching techniques, the participants had been familiar with the other techniques while they were undergraduate students. Teachers got their familiarity with web-based and NLP language teaching techniques mostly from seminars. On the other hand, participants had become familiar with the blended/hybrid language teaching technique equally while they were an undergraduate student and while they attended seminars
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  Conclusion


  Existing studies on the use of a variety of language teaching systems demonstrate the range of ways that language skills can be developed. Fostering positive learning environments is an essential component of most of the current approaches to instruction. Some of the prevalent approaches used in English language instruction include: communicative, constructivist, reflective, web-based, blended/hybrid, NLP, cooperative/collaborative, content-based, task-based, differentiated, participatory, multiple intelligences, project-based, strategies-based, and problem-based language teaching. Generally, web-based and hybrid systems are gaining increasing attention because of the prevalence of computer-based systems in classrooms. In addition, task-based and problem-based learning instructions strive to integrate new ways of adapting language and creating a context within which language learning can occur.


  This study shows that the five most known innovative techniques are communicative (95.2%), web-based (85.7%), task-based (85.7%), content-based (81%) and cooperative/collaborative (76.2%) language teaching techniques. On the other hand, the five least known innovative language teaching techniques are blended/hybrid (14.3%), differentiated (38.1%), constructivist (42.9%), strategies-based (42.9%) and participatory (47.6%) language teaching techniques. Teachers desires to learn these techniques are low; in other words, these techniques are less known and teachers do not want to learn about them.


  The most known and applied language teaching techniques are communicative, problem-based, and project-based innovative techniques. The participants of this study stated that they do not face many difficulties. The most known and applied technique that teachers face less difficulties with while applying is the communicative language technique. Most of the difficulties are experienced while applying the constructivist and NLP language teaching techniques. In this sense, undergraduate education is really important. As long as the curriculum of undergraduate studies is innovated, teachers become more active in their classrooms. Similarly, seminars are important sources for teachers to renew and develop themselves.
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  This study took place at a medical college with 57 Arabic first-year students taking an intensive English course. The aim was to address the problems that learners experience when using the English tenses properly. The didactic model was developed and implemented in the study group only (27 students). Pre, mid-, and post-tests were administered to study and control groups at three points in time. The model is a selection of aspects from different methods combined aiming to lead participants to a higher level of linguistic competence in terms of language awareness, reading and writing skills, and vocubulary building. The results indicated statistically significant differences in the post-test between the two groups over time regarding the level of linguistic competence.


  Key words: Arabic, didactic, language awareness, model, reading, vocabulary, writing.

  


  Este estudio se llev a cabo con 57 estudiantes universitarios rabes que participaban en un curso de ingls intensivo. El objetivo era resolver los problemas que se evidencian en los estudiantes al momento de usar los tiempos verbales del ingls. Se desarroll y aplic un modelo didctico con el grupo experimental (27 estudiantes). Se aplicaron pruebas previas, medias y finales a los dos grupos en tres momentos. El modelo era una seleccin de aspectos de diversos mtodos que se combinaron con el propsito de permitir a los participantes alcanzar una mayor competencia lingstica en trminos de conciencia lingstica, habilidades de lectoescritura y construccin de vocabulario. Los resultados muestars diferencias estadsticamente significativas en la prueba final entre los dos grupos en relacin con el nivel de competencia lingstica.


  Palabras clave: conciencia lingstica, didctica, escritura, lectura, lengua rabe, modelo, vocabulario.

  


  Introduction


  The proper use of tenses is one of the main problems facing Arabic-speaking learners of English. It does not only result from the poor situation of English language teaching and learning in Syria and Saudi Arabia, but is almost common to the entire Arab world. One of the reasons is the continuous search of the Arabic-speaking students for morphological counterparts of the English tenses in Arabic. When the students fail in their attempt to find equivalents for the English tenses in Arabic because of their superficial understanding of the systems of both languages, they sometimes tend to use the English tenses randomly or resort to the strategy of avoidance and restrict their use to one or two tenses.


  One of the reasons is the nature of the Arabic language. Arabic presents a situation of diglossia1 through which temporal expression is not uniformly expressed in the two almost separate forms of Arabic, namely, colloquial and standard. The aspectual and temporal distinctions exhibited in the perfect and progressive forms of English can be found in both varieties of Arabic and the learners can draw upon them to understand the English temporal and aspectual system. The learner just needs to be made aware of both forms of Arabic and the grammatical rules governing them to comprehend the proper equivalences presented in Arabic of the English tenses. This leads us on to the second difficulty Arab learners have with the English tenses.


  The wide variety of English tenses: Twelve tenses if we do not count the passives ones baffles the Arab learners who had been taught the Arabic tenses as being made up of only two: present and past. In fact, studying the English tense system reveals that not all the tenses are there to express time; their task is also to characterize action: perfective/imperfective, progressive/non-progressive and perfect/non-perfect (with all its subclassifications) (Comrie, 1976), or what is called the aspect. Tenses may also express modality, that is, the attitude of the speaker. We consider that awareness of the tense and aspect system and of modality in the native language as well as in the target language will facilitate the teaching/learning process of the English temporal system.


  The third reason for the difficulty presented by the English tenses is the methodology of teaching grammar in general, and the tenses in particular. This methodology is still traditional and relies mainly on the teacher giving lists of uses of the tenses followed by systematic practice that often proves to be meaningless when real use is needed (Demirok, Baglama, & Besgul, 2015).


  Considering the abovementioned problems coupled with the proliferation of language teaching approaches and methods, Arab teachers no longer have to adhere to one specific method for teaching grammar and may therefore opt for an eclectic didactic modeling which meets the students needs. Being a teacher herself, the researcher has developed her own model for teaching grammar based on her accumulated experience in teaching English to Arabic learners, her observations of learners progress and achievement in addition to insights taken from various approaches and methods in language learning and teaching.


  Literature Review


  Since the early 1920s linguists and educationalists have experimented with methods of teaching in an attempt to find the method through which second language acquisition can best be achieved. We shall review in this section those methods which formed the backbone of our approach.


  Discourse-Based Approaches


  With a stronger return to grammar teaching in an innovative way, some researchers opted for discourse-based approaches (Bicen & Uzunboylu, 2013; Nezakatgoo, Alibakhshi, & Mezajin, 2017). The focus of concern of discourse analysis is the study of those features of language that contribute to the understanding of spoken or written language such as topic continuity and textual connections (grammatical and lexical, explicit and implicit) (Celce-Murcia, 1990, 2002). Grammar is relevant to discourse analysis to the extent that it contributes to the understanding and description of those features of discourse. Before that, most L2 teachers used to tackle grammar as a sentence-level phenomenon (Celce-Murcia, 1990) free from context. They also used to contrive texts to serve the grammatical end resulting in artificial language, cut off from the real world. A reaction to this artificiality was a growing interest in teaching authentic language use, structures and their meanings in discourse and text (Hinkel & Fotos, 2002; Ozcan & Bicen, 2016; Uzunboylu, Hursen, Ozuturk, & Demirok, 2015) to make the relationship of form to meaning more realistic. The difference between discourse and any contrived texts lies in the experience that the learners get in handling authentic texts and approaching language as it is actually used by native speakers. Discourse-based approaches to grammar teaching aim at teaching how discourse is generally constructed including sentence-structure and morphology.


  Language Awareness


  Another line of research aims at integrating grammar with opportunities for communicative use of the languageconsciousness-raising tasks or structure-based tasks with an explicit focus on grammar as they are often referred to in the literature. They fall within the general frame of language analysis activities and are also called language awareness activities or even meta-communicative tasks which are tasks where the focus is explicitly on language form and use (Willis, 1996, p. 102). They encompass different aspects of language awareness: explicit knowledge about language, and conscious perception and sensitivity in language learning, language teaching and language use (Svalberg, 2012, p. 376). They aim at developing explicit knowledge and are effective in promoting awareness of grammatical features, both in terms of learners ability to judge the grammaticality of sentences and also their ability to subsequently notice the features in input (Ellis, 2005, p. 718).


  The use of consciousness-raising tasks has been widely advocated in second language classrooms. These tasks require the learners to solve grammar problems through interaction with the grammar structure, which forms the task content. The aim of these tasks is stated in Rutherford and Sharwood Smith (1985) as the deliberate attempt to draw the learners attention specifically to the formal properties of the target language (p. 274). The rationale behind the use of this type of task is that once consciousness is raised, many learners are able to notice the structures in subsequent meaning-focussed activities (Schmidt, 1990; Uzunboylu & Tugun, 2016). However, the task can either be followed by a formal lesson containing the target structure or preceded by instruction explaining the rules for its use so that learners can activate their previous knowledge of the form and integrate the new material with what they already know (Fotos, 2002). We do not expect them to replace the formal lesson; and as Rutherford and Sharwood Smith conclude, consciousness-raising will [not] automatically ensure the acquisition of some structure [but] consciousness-raising is a sufficient condition for acquisition to take place (p. 275).


  Integrating Language Skills and Vocabulary in Grammar Teaching


  Grammar teaching should not be directed to only the teaching of rules, but should also encompass all the language skills. Recent studies have investigated the role of grammar in the writing curriculum (Myhill, 2005; Myhill & Watson, 2014), in developing communicative abilities of second language learners (Golabi & Hajilou, 2015; Kaymakamoglu, 2017; Liamkina & Ryshina-Pankova, 2012), in addition to its effect on students writing when it is taught within context (Jones, Myhill, & Bailey, 2013; Kuimova, Uzunboylu, & Golousenko, 2017).


  When grammar is taught within context, the occurrence of new words is inevitable. As Hammerly (1982) said,


  
    In a full-fledged second language program, we should teach approximately 99 percent of the phonological rules and elements, 80 percent of the grammatical rules and patterns, and about three to five percent of the total vocabulary of the second language. (p. 124)
  


  In other words, while phonology and grammar can be taught, vocabulary cannot fully be controlled (Novianti, 2016). However, research has shown that both first language learners and second language learners (Krashen, 1989; Waring & Takati, 2003) may incidentally benefit from meaning through reading. The point is that context should be taken into consideration when vocabulary building comes into question and the strategy used is crucial (Abdulhay, 2015).


  Research Supporting a Combination of Approaches


  From our review of the different approaches, we have noticed that effective teaching makes use of a variety of methods offered by approaches to teaching, because no single one of those reviewed can stand by itself and yield positive, long-lasting results. Most of the studies conducted combined more than one approach and researchers could not always tell which one was responsible for the positive results obtained, as Spada (1997) remarked.


  In spite of this return to grammar teaching, none of the new approaches integrates all the language skills in its presentation of the grammatical concept; they mostly take into consideration that grammar is part of efficient communication, and so its integration within communicative activities is primary. Hence, effective grammar instruction should be weaved into the reading and writing activities that function as the backbone of the curriculum with special focus on vocabulary; and the only way to reach that goal is to be eclectic (Ellis, 2006) in our didactic modeling in the sense that a combination of aspects from different methodologies of teaching should be put in the service of grammar teaching.


  Review of Problem-Related Studies for the Teaching of the English Tenses


  Although the majority of Arabic-speaking learners of English find problems in properly using the English tenses, little research has been conducted to probe this problem. Richards (1981) discussed generally problems related to teaching the English perfect tense and how it is interpreted as an optional alternative to the simple past tense and that such an interpretation leads to frequent errors of tense usage. Sieny (1986) stated that two of the most disturbing grammatical errors committed by [Arab] students were in the area of proper use of English verb forms, including tense, aspect and mode, both on the sentence and discourse levels (p. 41). Al-Buanain (1992) found that the strategy of teaching the present progressive with the simple present on the basis of the differences between the verb forms does not help Arab learners of English since the two forms are identical in their own language. The researcher rather finds that colloquial Arabic makes distinctions between simple and progressive forms that are not made in modern standard Arabic. Colloquial Arabic can therefore be used to make Arab learners of English aware of that distinction which is crucial to the English language.


  Objectives of the Study


  Aim of the Study


  The aim of the study is to implement a didactic model for teaching the English temporal system to Arabic-speaking learners of English.


  Specific Objectives


  
    	To assess the effect of the didactic model on language awareness, the reading and writing skills, and the vocabulary level of the freshman learners of English in the study group at three points in time (beginning of the semester, half way through, and at the end).


    	To assess the language awareness, the reading and writing skills, and the vocabulary level of the freshman learners of English in the control group who were taught English in the traditional method at three points in time (beginning of the semester, half way through, and at the end).


    	To assess the difference between the study and the control groups in the three concepts: language awareness, the reading and writing skills, and vocabulary.

  


  Secondary Objectives


  To train the freshman students to become autonomous learners through keeping a journal with which they monitor their progress.


  Questions of the Study


  The present research has the following questions to answer:


  
    	Will the didactic model raise the language awareness, the reading and writing skills, and the vocabulary level of the freshman learners of English over time?


    	Will the traditional approach improve the freshmens language awareness, the reading and writing skills, and vocabulary level over time?


    	Are there differences between the control group and the study group in terms of the three concepts: language awareness, reading and writing skills, and their vocabulary level over time?

  


  Hypotheses of the Study


  The current study is an implementation of a didactic model to grammar teaching which transforms the grammar lesson into a language lesson where the students language awareness is raised, their reading and writing skills are improved, and their vocabulary is expanded.


  Hypothesis 1


  The didactic modeling will increase the participants language awareness, their reading and writing skills, and their vocabulary over time.


  Hypothesis 2


  The traditional method will not improve the participants language awareness, their reading and writing skills, or their vocabulary.


  Hypothesis 3


  There will be differences between the study group and the control group in the three concepts measured.


  Method


  Design and Setting


  It is an experimental study. The researcher has developed her own didactic model for teaching the English temporal system to Arabic freshmen in their first semester of English at the College of Medical Sciences (Kingdom of Saudi Arabia). She implemented it in the Fall semester.


  A demographic survey was designed for the inclusion and exclusion criteria, a pre-test was administered to all the students, and the model was implemented in the study group. Another instructor from the department taught the control group in the traditional way, that is, she taught grammar deductively starting with an explanation of the rules followed by the exercises provided in the course book. We administered the mid-test half way through the semester and the post-test at the end. The results of both groups were compared first with their scores on the pre-test and with one another after the implementation of the model. For reasons of objectivity, the researcher did not intervene in the correction or grading of either group.


  The Colleges of Medical Sciences has set the pre-professional program (24 hours/week) whose goal is to prepare the students for studying health sciences through the medium of English.


  The Experiment


  The model is a selection of aspects from different methods combined in such a way that the resulting activities are compatible with each other and reinforce each other, aiming for a higher level of linguistic competence. It consists of four main phases. The terms used for the first two phases are adapted from Piaget (1975) in which he describes the learning process, whereas the terms used for the last two phases are the researchers and they form a continuation of the learning process. In the Appendix, a practical application of the approach is presented.


  The Reception and Assimilation Phase


  It consists of comprehension-based exercises meant to initiate the students to the new structures. These exercises may take the form of reading comprehension passages where the target grammatical structure is used. So the initiation to the structure is done indirectly.


  The Accommodation Phase


  Having initiated the students to the grammatical structure, we introduce the consciousness-raising exercises where the students discuss the form-meaning relationship in a passage through answering comprehension questions. This is followed by the translation exercises which raise the students awareness of the target structure and how it is expressed in their mother tongue. This technique works particularly well with adult students who find it hard to be detached from their language and culture. This translation technique also promotes vocabulary learning as the students have to read authentic or constructed texts and are asked to keep a log book in which they jot down pieces of language that capture their interest to be reviewed and checked later by the teacher.


  The Production Phase


  This phase aims to sensitize the students to actual language use and consequently improve their linguistic competence. They do reconstructive exercises followed by free writing. More practice is done at home through assigning the practical part of the book as homework assignment.


  The Self-Assessment Phase


  This is the fourth and last phase of the model. It is ongoing throughout the learning process as the students are advised, at the start of the semester, to keep a journal or diary to be completed on three occasions during the course. The journal is divided into three sections: the first one contains questions for direct assessment; the second a list in which the new lexis and grammatical points are listed together with sentences illustrating their proper use; and the third section is used by the students to write their own mistakes and to provide corrections. The journal is submitted to the teacher to be reviewed, discussed, and graded. The use of such a record helps the students to develop the ability to monitor their progress and to judge their performance at the same time; it is also a source of reference which contains a stock of new vocabulary items.


  Suitability of the Model for the Personality Characteristics and the Learning Styles of Arabs


  The researchers didactic model is expected to be well received by Arab students because it is varied, so all learners will have the opportunity to show their aptitude in one or another of the language skills.


  Arab learners are mostly of the careful type and avoid making fools of themselves in front of the class. Therefore, comprehension-based exercises can function as warming up and input for more productive tasks. On the other hand, if the class comprises some learners of the adventurous type, who may feel bored with the comprehension-based exercises, the teacher can handle them by giving them more challenging questions.


  The students are expected to enjoy and pay much attention to the language-awareness exercises because they are of the dynamic typeas Arabs are. Moreover, the students do not get bored listening to lengthy explanations in English from the teacher, but are involved in answering questions on the reading passage. Therefore, grammar teaching becomes more interesting for the students as it is supported by explanation in their mother tongue and illustrated by visual stimulation such as drawings and iconic mediators. In this way, any ambiguity is dispelled; the students feel more secure and therefore readier to pick up the new rules. The teacher might also bring up Arabic sentences to further explain the grammatical point by comparing the L1 system with the L2 in order to make the students aware of how the L2 system works. On the other hand, reconstructive activities are also expected to be well received by Arab learners because the students do not have to take many risks; they have all the elements required for successful fulfillment of the productive task.


  The Context of Language Teaching


  The teaching conditions in the Arab countries also favor the adoption of the researchers model as it meets four main factors mentioned in Marton (1988, pp. 22-27): (1) intensity of teaching, (2) size of class, (3) level of language study, and (4) the teacher and his characteristics.


  Intensity of teaching refers to courses ranging from 20 to over 30 hours of classroom instruction per week. This applies to the Saudi medical freshman students for whom the first semester is devoted to improving basic language skills.


  As for the size of the class, the researchers model can work perfectly well with large classes (an average of 30 students per class). This is mainly because the interaction required among the students in the consciousness-raising and reconstructive activities is controlled. In other words, there is a time limit for every activity and the output is graded. Therefore, teachers need to be competent in using and managing time effectively (Keskinoglu, 2016).


  As for the context of language teaching, namely, the level of language study, the students level is assumed to be low-intermediate. With such a level, they need a great deal of exposure to the target language in order to consciously internalize its formal aspects and they need to be competent in many areas of language (Mutlu, 2015). Similarly the consciousness-raising exercises come to reinforce and promote explicit knowledge of grammar.


  The fourth factor affecting the teaching environment is the teachers proficiency in the L2. Unfortunately, not all teachers are linguistically or pedagogically competent. Therefore, they may effectively work within the framework of this model and provide listening or reading tasks that do not require much language from them. In a grammar course such as ours, which is cognitively-oriented, the teacher should not imperatively be skilled in speaking as the comprehension questions may be supported, when necessary, by Arabic to bring out the differences between the L1 and L2 systems. Similarly, the consciousness-raising tasks require little communicative language as the discussion is mainly on linguistic phenomena.


  The Participants


  The study subjects are Saudi female freshman medical students enrolled in a one-semester intensive English course. They have recently graduated from high school and their level in English is hardly low-intermediate as per the entrance test and the interviews which they had on college admission. They were exposed to English in secondary school (3 hrs/w). In addition, a demographic survey profiled the participants. Those who did not meet the inclusion criteria attended the grammar course, but their results were not included in the study.


  Sampling and Sample Size


  Simple random sampling technique was used to select both groups from 150 students admitted to the College of Medical Sciences and randomly divided into five sections consisting of 30 students each. Three students were excluded from the study group because they did not meet the inclusion criteria. Therefore, the 150 medical students were divided into five sections, with one section (27 students) as the study group and another section (30 students) as the control group.


  Data Collection


  Socio-Demographic Sheet


  The socio-demographic sheet was developed for determining the inclusion and exclusion criteria. The subjects should be high school graduates (freshman). It inquires about their age, their GPA, whether one of their parents is a non-Arab, whether they have ever travelled to English-speaking countries or dealt with English speakers in their environment, or taken any extra English tutoring after graduation from high school. These criteria will eliminate any confounding factors.


  Pre, Mid, and Posttests


  The three tests for both groups included the following components at each point in time, with 10 different sets of questions (one point for each question).


  Language Awareness Tasks


  Language awareness tasks measure the learners ability to solve grammar problems through interaction with the grammar structure, which forms the task content.


  Reading and Writing Skills


  Reading and writing skills can be measured in different tasks such as cloze exercises and fill-in gaps (Bacha, 2002; Sadeghi, 2014).


  Vocabulary Expansion


  In addition to the four skills of the language, vocabulary constitutes one main component of a sound basis in the English language. The questions are of the multiple choice type and test the students ability to infer meaning from a passage and to remember some root words given during the lesson.


  Data Collection and Analysis


  The data were collected at three different times during the Fall semester: beginning of September, mid-October, and end of November. A pre-test was first administered to both groups of freshman students following a program in medical sciences. The results of the mid and posttests were first compared with the students scores in the pre-test and with the variables after the implementation of the approach.


  For reasons of objectivity, the three tests were corrected and graded by an external examiner who had the answer key. The tests covered the content taught during the course.


  The data were analyzed using the statistical package for social sciences (SPSS), version 20.0 (IBM Corp., Released 2011). Descriptive statistics were used to describe the students demographics. A repeated measure ANOVA was used to measure the changes over time for both groups.


  Results and Discussion


  Using repeated measure ANOVA, all the results indicated statistically significant differences between the two groups regarding the three variables measured in the post-tests. The pre-tests showed no statistically significant differences between the two groups as they were almost homogeneous except for the three students whose results were excluded because they did not meet the inclusion criteria. As for the mid-tests and post-tests, language awareness (Table 1) took precedence over the other two variables as the study group scored higher on both tests: mid (4.17, SD = 1.17) and post (4.54, SD = 1.18) compared with the control group (3.23, SD = .48) and (3.27, SD = .41), respectively. This indicates that the goal of the translation and language awareness exercises (which were mainly meant to give the students awareness of how the English structure is rendered in Arabic) is achieved and the students outperformed the control group.


  [image: ]


  Coming to the second variable, namely, reading and writing skills (Table 2), the results indicated no statistically significant differences between the two groups in the mid-test: (4.75, SD = .95) for the study group and (3.36, SD = .52) for the control group with p-value higher than .005. However, the post-test revealed the precedence of the study group over the control group with 4.81 (SD = .98) for the study group and 3.90 (SD = .39) for the control group with p-value = .014. This result was somehow expected as the reading and writing skills need more time to exhibit any effective improvement. This result, as well as the result of the language awareness test, is supported by Kim (2011) in a study on Korean learners of English where the researcher proved that using translation exercises helped his students recognize the importance of accuracy for successful written communication; additionally, using the mother tongue in a second language writing classroom can be a positive tool for improving the students writing proficiency and helping them realize the importance of seeing their own writing more objectively.
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  Similar results were obtained in the vocabulary (Table 3) as both groups showed no statistically significant differences in the mid-test with p-value = .37. The differences were obvious in the post-test with the study group scoring 4.94 (SD = .95) and the control group, 3.42 (SD = .81) with p-value = .001. Here also both groups were taking other courses and their vocabulary was naturally growing; however, the post-tests witnessed the outperformance of the study group over the control group because the study group was taught strategies on how to make use of contextual clues to glean the meaning. Grammar questions were mechanically answered previously where comprehending the passage was not critical for solving them. The new approach with its involvement in the context for inferring the meaning was a challenge for the students who needed more time to apply it. This agrees with the study by Huang, Willson, and Eslami (2012) in which they carried out a meta-analytic study of the effects of output tasks on second or foreign incidental vocabulary learning and included 12 studies. One of the mediators examined was the involvement load hypothesis. The results showed that learners who performed a task with a higher degree of involvement load, gained more vocabulary.
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  Conclusion and Recommendations


  This experimental study was an attempt to see whether the researchers didactic model for teaching the English temporal to Arabic freshman learners of English could yield the desired results. The outcomes of the study support our three hypotheses of the three variables measured. The study group outperformed the control group shortly after the implementation of the approach. The other two skills, namely, the reading and writing as well as the vocabulary took a little bit longer, that is, up to the administration of the posttest to show the positive impact. Therefore, its implementation is recommended in the grammar classes of Arabic learners so that the traditional class is transformed into a more dynamic one. More research is needed to see whether the approach can be adapted to students whose language background is not Arabic.

  


  1Diglossia is a situation in which two varieties of the same language live side by side, each performing a different function. It involves the use of two different varieties of a single language (Colloquial Arabic is basically spoken and MSA [Modern Standard Arabic] is basically written, whereas bilingualism definitely involves two different languages. (Kaye, 1987, p. 675). MSA is formally taught in schools all over the Arab world, while the colloquial varieties are actually the students real mother tongues. It is assumed, though, that as MSA is the language formally learnt at school, it may also influence the students learning a foreign language.
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  Appendix: Sample Teaching Applying the Eclectic Approach


  Teaching the Past Perfect: An activity completed before another past activity


  (The following exercise is given after the Simple Past and the Present Perfect have been taught. The comparison goes now between the Simple Past and the Past Perfect. The difference between the two tenses is explained on the time line. The teacher could also compare it with the way it is rendered in MSA, i.e. kaana +qad + al-maaDii.)


  A. Reception and Assimilation Phase


  
    What a catastrophe!
  


  
    It happened about five years ago. I had invited my girlfriend, Emma, and her parents to dinner. I hadnt met her parents before and I wanted to impress them. I had planned soup first, then fresh salmon and a chocolate mousse dessert. In fact, I was quite looking forward to it.
  


  
    On the day of the dinner, I got home from work early and started to prepare the meal. Everything went fine. Emma and her parents arrived and, after giving them a drink in the sitting room, I went into the kitchen to do the last-minute preparations for the meal. I removed the fish, which was now ready, from the oven and decided to leave it in the kitchen while we were having the soup.
  


  
    When I went into the kitchen to bring in the fish, to my horror I found my cat looking very pleased with himself in the middle of the kitchen. He had, of course, eaten the entire salmon. Needless to say, Emmas parents were very understanding. In the end, we all went to a Chinese restaurant. (Abbs & Freebairn, 1994, p. 44)
  


  1. Read the magazine extract and find out who the writer had invited to dinner?


  2. Why was the invitation a special one?


  3. What happened to the main dish?


  4. Fill in a table with the main verbs of the extract, their subjects and complements.


  B. Accommodation Phase


  1. Take out the verbs in the Past Perfect and establish their reference point.


  2. Draw the events on the time line.


  3. Indicate which event happened first.


  (Students should notice that the verbs with had + past participle refer to actions or situations that are anterior to those expressed by the Simple Past forms).


  (Students carry out a bottom-up analysis, followed by a consciousness-raising task, then a translation exercise).


  4. How do we express in MSA an action that happened prior to another action?


  An action that happened prior to another one is generally expressed in MSA through kaana + qad + perfective verb, e.g., lam yatafaaja?uu bin-natiijati li?annahum kaanuu qad tawaqqacuuhaa.


  
    (neg. they-surprise-jus. by-the-result because-they were perf. part. expect-they-it
  


  
    They were not surprised by the result because they had expected it.
  


  5. Translate the sentences which contain the form had + pp (or the Past Perfect) into MSA.


  (In these sentences, the students are confronted with the main use of the Past Perfect, but also with the use of ago, which is, by now, supposed to have been assimilated by the students as being specific to the Simple Past tense. Another difficulty is the use of lam for negating past affirmative sentences in MSA. This particle brings about the jussive mood; however, Arab learners have another option which is the colloquial negation particle maa, which behaves in an even simpler way than the English not. It just precedes the negated verb, irrespective of tense or mood or the need for an auxiliary, e.g., maa katabtu waajibii (not wrote-I homework-my).


  
    It happened about five years ago. I had invited my girlfriend.
  


  
    HaSala dhaalika mundhu xamsi sanawaatin. Kuntu qad dacawtu Sadiiqatii...
  


  
    I hadnt met her parents before and I wanted to impress them...
  


  
    lam ?akun qad qaabaltu ?ahlahaa min qabl wa?aradtu ?an ?atruka n-Tibaacan..
  


  
    I had planned soup first...
  


  
    kuntu qad qarrartu taqdiimal-Hasaa? ?awwalan...
  


  
    When I went into the kitchen..., I found... He had eaten the entire salmon.
  


  
    cindamaa daxaltu ?ilaa l-maTbaxi, wajadtu...kaana qad ?akala ?al-salamun bi?akmalih
  


  C. Production Phase


  1. Reconstruct the passage from the elements in the table.


  2. Write an anecdote that happened to you using the Simple Past and the Past Perfect. (pair work)


  D. Self-Assessment Phase


  (The following exercise may be given at the end of the teaching sequence as a guided self-assessment tool in which the students can see whether they have really grasped the notion of the Perfect. The exercise contrasts the Simple tenses with the Present and Past Perfect tenses).


  1. Choose the correct translation of the underlined verbs in the following sentences according to their context of use.


  a) I have visited England.


  
    Laqad zurtu ingeltra (perf. part. visited-I)
  


  
    zurtu (visited-I)
  


  
    kuntu qad zurtu ingeltra (was perf. part. visited-I)
  


  (The students already know that qad/laqad + perfective comprise one of the typical ways of translating the English Present Perfect into Arabic. So, the second verb zurtu, which is perfective, should contain an adjunct of time that says when it happened, e.g., last year. The third option kuntu qad zurtu would also need an adjunct of time like before I met you. Therefore, the only equivalent to have visited is the first option).


  b) He had already finished his speech when she arrived.


  
    kaana qad ?anhaa kalimatahu cindamaa waSalat (He had finished his speech when she arrived)
  


  
    kaada ?an-yunhiya kalimatahu cindamaa waSalat (He nearly finished his speech when she arrived)
  


  
    ?anhaa kalimatahu cindamaa waSalat (He finished his speech when she arrived)
  


  (The first example corresponds to the Past Perfect, which expresses anteriority to a past action cindamaa waSalat. The third example expresses consecutive actions, which is why both verbs are in the Perfective. In the second example, Kaada + ?an + subjunctive indicates that the action was almost finished, when the second action occurred).


  c) When he arrived home, he remembered that he had forgotten his key in his office.


  
    cindamaa waSala ?ilaa baytihi, tadhakkara ?annahu rubbamaa nasiyamiftaaHahu fii maktabihi
  


  
    cindamaa waSala ?ilaa baytihi, tadhakkara ?annahu nasiyamiftaaHahu fii maktabihi
  


  
    cindamaa waSala ?ilaa baytihi, tadhakkara ?annahu kaana qad nasiya miftaaHahu fii maktabihi
  


  (The first example corresponds to the Simple Past preceded by a modal marker (rubbamaa maybe) to express possibility. The second example describes two consecutive actions. In the third example, kaana qad + perfective is used to express anteriority of the action. It should be remembered here that the second example might be accepted in MSA when the aim is to use simplified Arabic. However, having taught the students how to use the Past Perfect, we expect them to make the right choice).


  d) I have lived in the States since 1999.


  
    ?aciishufii ?amriikamundhu l-caam 1999 (I have lived in the States since 1999)
  


  
    cishtufii ?amriikamundhu l-caam 1999 (I lived in the States since 1999)
  


  
    cishtufii ?amriikafii l-caam 1999 (I lived in the States in the year 1999)
  


  (The first sentence is the correct translation because the verb is in the imperfective and the use of mundhu with that form of the verb implies the meaning of current relevance. The second sentence is wrong because the perfective form cannot be used with mundhu. In the third sentence, the perfective corresponds to the Simple Past.


  e) As soon as the driver comes, I will ride with him.


  
    Haalamaa ya?ti as-saa?iq, sa-?adhhabu macahu (As soon as the driver comes, I will ride with him).
  


  
    as-saa?iq sa-ya?ti qariiban wasawfa ?adhhabu macahu (The driver will come soon and I will ride with him).
  


  
    cindamaa ya?ti as-saa?iq, sawfa ?adhhabu macahu (When the driver comes, I will ride with him).
  


  (The first sentence is the correct translation: It expresses two consecutive actions. In the second sentence, there are two coordinated clauses both of them in the Future. The third sentence is an alternative choice to 1)


  f) I have stayed in America for six years.


  
    Baqiitu fii ?amriikaa muddata xamsa sanawaatin (stayed-I in America for five years).
  


  
    ?aciishu fii ?amriikaa mundhu xamsa sanawaatin (I-live in America since five years).
  


  
    maa ziltu ?aciishu fii ?amriikaa mundhu xamsi sanawaatin (I-am still I-live in America since five years)
  


  (The first sentence is not a suitable translation because it refers to a past period of time referred to using muddata. The second sentence is correct because the verb is in the imperfectivea form which shows current relevance. The third sentence can also be considered correct because it uses the verbal form maa ?zaala, which shows the continuation of a past situation).


  2. What conclusions can you draw from this exercise regarding the conditions of use of the different forms in English? (This exercise is meant to train the students to spell out the rules behind each use).
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  The purpose of this study is to determine the recent trends in foreign language learning through mobile learning. The study was conducted employing document analysis and related content analysis among the qualitative research methodology. Through the search conducted on Scopus database with the key words mobile learning and foreign language learning, the study is based on the analysis of the documents published between the years 2005 and 2017; their distribution took place by years, subject areas, document types, country/regions, and the affiliated universities of the authors. The varied findings revealed that the analysis of the studies published on Scopus database was important in terms of content for the significance of foreign language learning through mobile learning.


  Key words: Content analysis, foreign language, foreign language teaching, mobile learning.

  


  El objetivo de este estudio es identificar las tendencias recientes sobre la enseanza de lenguas extranjeras con el uso de dispositivos mviles. Se trata de un anlisis documental y de contenido dentro de la metodologa de la investigacin cualitativa. La bsqueda se realiz en la base de datos de Scopus con las palabras clave enseanza con dispositivos mviles y aprendizaje de lenguas extranjeras en documentos publicados entre el 2005 y el 2017. El anlisis de los documentos se hizo de acuerdo a su distribucin por aos, materias, tipo, pas/regin, y universidades de los autores. Los resultados revelan que este tipo de anlisis tiene importancia para la enseanza de lenguas extranjeras con el uso de dispositivos mviles.
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  Introduction


  The literature survey reveals that mobile learning has become a rapidly expanding research and application area in many educational institutions, particularly universities, as a result of the increasing technological capacity of mobile devices that attract new users and provide advanced opportunities along with the widespread use of wireless networks (Rahimi & Mouri, 2016; Uzunboylu, Hursen, Ozuturk, & Demirok, 2015). Extensive theoretical and conceptual frameworks have yet to be found that explain the relationships between the characteristics of rapid and, at times, groundbreaking technological developments and their role in the users daily lives and educational potentials (Basz & Can, 2016; Ozcan & Bicen, 2016; Pachler, Bachmair, & Cook, 2010; Saran & Seferoglu, 2010). However, mobile learning is becoming increasingly widespread both in the scope of formal and non-formal education and has gained significance by attracting the interest and attention of practitioners and researchers in all areas of education. National and international conferences, new books, and periodicals which can be used for both in and out of class activities clearly demonstrate the importance attributed to mobile technologies in education (Madieva, Tausogarova, & Tayeva, 2016).


  This learning model that provides the opportunity to learn anytime, anywhere, for which the mobile technologies are used, also supports (a) individual learning in which the learners can determine their learning speed, (b) situated learning that includes a real context, and (c) cooperative learning in which the individuals work in groups and learn through helping each other (Baskan & Ozcan, 2011; Bicen & Uzunboylu, 2013; Cheon, Lee, Crooks, & Song, 2012; Çuhadar & Ycel, 2010; Naismith & Corlett, 2006; Traxler, Barcena, & Garca-Laborda, 2015).


  Foreign language education is one of the educational fields in which technology plays a significant role. Mobile learning is also prominent in foreign language education (Bicen, Sadikoglu, & Sadikoglu, 2015; Kukulska-Hulme, 2006; Saran & Seferoglu, 2010; Uzunboylu & Ozcinar, 2009) and even in language testing (Garca-Laborda, Gimnez Lpez, & Magal Royo, 2011; Garca-Laborda, Magal Royo, & Bakieva, 2016). Tablet computers, more functional smartphones with operating systems as Android and ios, digital cameras, personal digital assistants (PDAs), MP3 players, and e-readers have become widespread, particularly among the younger population (Baglama, Yikmis, & Demirok, 2017; Sert & Boynuegri, 2017; Uzunboylu & Tugun, 2016). Along with this, foreign language education with mobile devices in technology-supported language education has become a field in which many research projects and applications are conducted (Godwin-Jones, 2011).


  Learners can reach language learning materials more easily and quickly and get in touch with others anytime, anywhere in mobile supported language learning. By the very nature of digital technologies that are used, it becomes easier for the learners to participate in both collaborative and individual learning activities simultaneously and/or non-simultaneously (Aka, Demir & Yilmaz, 2015; Bajrami & Vela, 2017). This brings up a potential that contributes to the development of all language skills. A variety of language materials and learning tools with mobile technologies can provide opportunities for autonomous and situated learning, encourage social interaction, and strengthen motivation of students (Hu, 2017).


  The literature review reveals studies that investigate the use of mobile telephone for educational purposes. For example, Ring (2001), in his study, provided access to distance learning materials in a business course both from computers via internet and from mobile phones using WAP (wireless application protocol) features and has investigated their effectiveness. The distance learning materials included only written content and interactive quizzes. Moreover, reminders and notifications were sent to the mobile phones of the participants by researchers. According to the questionnaire conducted following the application, all of the participants expressed that the mobile technology added a positive value to the course. Ninety-three percent of the participants stated that mobile learning was useful when commuting while 50% expressed that they would have doubts about courses delivered through mobile technologies only. This finding points out that it is more favorable to use mobile phones to support traditional education environments rather than to use it alone. Jones and Marsden (2004) in their project Text Worm designed a system in which the students can respond via text messages to the multiple choice or open-ended questions that are reflected on the board through an overhead projector during the lesson. With computers that can receive text messages, the researchers evaluated the responses of students in real time and sent the results instantly to the students mobile phones. The researchers have reported that the students found this application useful; however, they have been distracted while reading and answering the open ended questions from their mobile phone screens. The researchers have also pointed out that paying for sending text messages is one of the downsides of this application. Regan, Nash, and Licata (2000) have investigated the effectiveness of the SMS (text message) feature of mobile phones together with the web in teaching Spanish. The findings of this research revealed that the mobile phones have a positive impact on the language learning process. However, the participants complained regarding the small screens of the mobile phones. Thornton and Houser (2005) have sent the definitions of English words to students mobile phones and investigated the effectiveness of this method and the reactions of students. Pre/post-test results have revealed that vocabulary courses delivered via SMS through mobile phones are effective in vocabulary building. Ninety-three percent of the students have reported positive views towards mobile learning. In another study, Levy and Kennedy (2005) sent the definitions of words and idioms via short messages at pre-designated intervals to the students of Italian. At the end of the research the students were asked about the number and timing of the messages. The participants reported that the most convenient time to receive messages is between 9 am and 10 am and that the best number of messages is two in a day. Koren (1999) and Abdulhay (2015) emphasized that for effective English language learning and vocabulary acquisition in particular; in-class activities are not sufficient and that practices and applications should be carried out outside the classroom as well. Although this implication is stated by many educators, students do not make enough effort outside the classroom (e.g., Baturay, 2007; Kuimova, Uzunboylu, & Golousenko, 2017). The most important reason for this can be explained as the students lack of internal motivation to start studying. However, the significance of motivation for effective learning is stated by all educators. In a study conducted by Korkut and Akkoyunlu (2008), information and computer literacy self-efficacy of foreign language teacher candidates were investigated. The findings of the research revealed that the teacher candidates could use computers and that the possession of a computer and the contribution of computer courses in the Education Faculty curricula were stated as the reasons for this. Moreover, when the computer literacy of the teacher candidates were evaluated in terms of sex variable, the findings of the research revealed that there was a significant difference in favor of male candidates. In addition, Ozdamli and Uzunboylu (2015) examined the mobile learning adequacy and perceptions of teachers in secondary schools and showed that teachers were motivated to use mobile learning in education; however, their adequacy levels for using mobile learning were not high enough.


  The literature review reveals that there are many studies conducted on mobile learning. The purpose of this study is to analyze the research conducted on English as a Foreign Language (EFL) teaching through the method of mobile learning. Under the scope of this general aim; the answers to the following sub-objective questions are sought:


  
    	How are the EFL teaching and learning documents distributed over the years?


    	How is the distribution of EFL teaching and learning according to subject areas?


    	How is the distribution of EFL teaching and learning according to document type?


    	How is the distribution of EFL teaching and learning according to country/regions?


    	How is the distribution of EFL teaching and learning according to the affiliated universities of the authors?

  


  The Purpose and Importance of the Study


  The purpose of this study is to systematically analyze the articles on Scopus database with selected key words based on themes through discussing other related basic concepts. Through the research the views regarding the use of mobile learning in foreign language learning will be evaluated to contribute to further studies in the related subject areas.


  Limitations


  
    	This research is limited to the selected and reviewed documents in the Scopus database.


    	The research is limited to the documents published from the years 2005 to 2017, accessed through Near East University Scopus database.


    	The content analysis of the documents is limited to the five themes specified above.

  


  Method


  The study was conducted employing document analysis and related content analysis among the qualitative research methodology. The document analysis was restricted to EFL teaching and learning. The basic process in content analysis is to compile similar data within the framework of specified concepts and themes and interpret them organized in a way that readers can understand (Yildirim & &Scedil;im&scedil;ek, 2006). Content analysis is a scientific frame that allows a systematic analysis of written, verbal, and other resources (Demirok, Baglama, & Besgul, 2015; Tav&scedil;ancil & Aslan, 2001). Cohen, Manion, and Morrison (2007) define content analysis as presenting the messages included in the existing documents briefly and succinctly.


  Data Collection and Analysis


  Within the scope of the research on foreign language learning through the mobile learning method, a search was conducted primarily on Scopus database using the key words mobile learning and foreign language learning from the years 2005 to 2017 and yielded 32 documents of EFL teaching and learning. The documents retrieved through the Scopus database were analyzed, integrated by correlation with each other, and the data were analyzed through content analysis.


  Findings


  The Distribution of the Documents by Years


  At this stage of the research the distribution of the documents from the years 2005 to 2017 was examined. In this context, 32 studies were accessed through Scopus database, their distribution is presented in Table 1.


  [image: ]


  When the studies on EFL learning through mobile learning method were analyzed it was revealed that the majority of the studies were conducted between the years of 2011 and 2016. The first study was conducted in 2005; and it was revealed that in 2006 and 2008 there were no studies.


  Distribution of the Documents by Subject Areas


  When the studies on EFL teaching and learning through the mobile learning method were analyzed, it was revealed that most of the studies were conducted in the subject area of computer science (23) and social sciences (18). It was also revealed that the fewest number of studies was conducted in the subject area of psychology (see Table 2).
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  Distribution of the Documents by Document Types


  When the studies on foreign language learning through the mobile learning method were analyzed it was revealed that the majority of the studies were published as conference papers (21). There was one book and one book chapter on foreign language learning through the mobile learning method (see Table 3).
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  Distribution of Documents by Author Countries


  When the author countries of the studies on foreign language learning through the mobile learning method were analyzed it was revealed that the majority of the studies were conducted in China (5). There were two studies from Turkey (see Table 4).
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  Distribution of Documents by the Authors Affiliated Universities


  When the affiliated universities of the authors of the studies on foreign language learning through the mobile learning method were analyzed, it was revealed that the author who published the most was affiliated with Tokushima University in Japan. This might be related to the fact that Japan is a developed and industrialized country and therefore using mobile devices for foreign language learning as a part of technological development is frequently studied (see Table 5).
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  Conclusion and Discussion


  In the research designed as content analysis that was initiated with the search conducted on Scopus database with the keywords mobile learning and foreign language learning and restricted to EFL teaching and learning, five themes were specified and a total of 32 documents were accessed and the documents analyzed with regard to the specified themes. According to this, when the distribution of the documents by the years published from the years 2005 to 2017 was analyzed, the studies conducted on EFL teaching and learning through the mobile learning method increased in time while the highest number of studies, 12, were conducted between the years of 2011 and 2016. It is noticeable that there were no studies conducted in 2006 and 2008.


  The studies conducted on EFL teaching and learning through the mobile learning method from the years 2005 to 2017 were analyzed and it was found that the highest number of studies was conducted in the subject area of computer science (23) and social sciences (18). The fewest number of studies was conducted in the subject area of psychology.


  The studies conducted on EFL teaching and learning through the mobile learning method from the years 2005 to 2017 were analyzed and it was revealed that the majority of the studies were published as conference papers (21). There was one book and one book chapter on foreign language learning through the mobile learning method.


  The countries of the authors of the studies on EFL teaching and learning through the mobile learning method from the years 2005 to 2017 were analyzed and it was revealed that the majority of the studies were conducted in China (5). This implies that both subjects were given significance in China. There were two studies from Turkey.


  The sources of the studies published on EFL learning through the mobile learning method from the years 2005 to 2017 were analyzed it was revealed that mostly there were two publications. When the graphic was analyzed it was found that the highest number of studies was published in security and communication networks.


  When the affiliated universities of the authors of the studies on foreign language learning through the mobile learning method from the years 2005 to 2017 were analyzed it was revealed that the author who published the most is from Tokushima University.
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  This study aims to carry out a content analysis of the studies on language learning of gifted individuals and determine the trends in this field. Articles on language learning of gifted individuals published in the Scopus database were examined based on certain criteria including type of publication, year of publication, language, research discipline, countries of research, institutions of authors, key words, and resources. Data were analyzed with the content analysis method. Results showed that the number of studies on language learning of gifted individuals has increased throughout the years. Recommendations for further research and practices are provided.
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  Este estudio tiene como objetivo realizar un anlisis documental de artculos sobre la enseanza de lenguas a individuos dotados y determinar las tendencias en este campo. Los artculos sobre el aprendizaje de idiomas de individuos superdotados publicados en las bases de datos de Scopus se examinaron sobre la base de ciertos tipos de publicaciones, ao de publicacin, idiomas, disciplinas de investigacin, pases de investigacin, instituciones de autores, palabras clave y recursos. Los resultados muestran que los estudios sobre enseanza de idiomas a estudiantes dotados se han incrementado en los ltimos aos. Al final, se ofrecen recomendaciones para futuras investigaciones y aplicaciones.
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  Introduction


  Individuals who show a significant difference from their peers in terms of developmental and individual characteristics and educational competencies need special education (Ataman, 2003; Baglama, Yikmis, & Demirok, 2017). Gifted individuals also appear in the continuum of individuals with special needs (Genc & Ozcan, 2017). The National Association of Gifted Children (2017) describes gifted individuals as those individuals who have high performance in one or more fields or who have a high level of potential in displaying this performance.


  It is widely accepted by many researchers and educators that regular school curriculums cannot afford to provide the educational needs of gifted children and that the education programs for gifted individuals need to have multi-dimensional and creative features. It is important for these features to support gifted individuals learning process in terms of improving individuals potential. Gifted education leads gifted individuals to develop their potential intelligence to the highest level and motivates them to study independently. Qualified and sufficient education, appropriate guidance, and motivation improve the potential of gifted individuals (Demirok & Ozcan, 2016; Turalbayeva et al., 2017).


  Gifted students show differences from their peers in terms of individual characteristics and needs (Bruning & Horn, 2000) and these differences include being more competent in terms of language development, focusing and long duration of attention, creativity, critical thinking and strong memory, high levels of interest, being active, perfectionism and idealism, being irrational, high level of confidence, sense of humor, sensitivity, and impulsivity (Sak, 2016). Gifted individuals should receive a different education from their peers since they show different developmental characteristics (Karatas & Saricam, 2016).


  Language Learning and Giftedness


  Communication with the environment is really important for humans as social beings (Uzunboylu, Hursen, Ozuturk, & Demirok, 2015; Yavuz, 2017). Therefore, it can be said that language teaching is an important component for gifted individuals as well. Language and thinking development are regarded as the bases of interaction with the environment and learning among individuals. Language is a tool for individuals to transfer their emotions, ideas, desires, and experiences to others and interpret the external world. Language plays an important role in intellectual development and reflects thinking. Therefore, language skills include receptive language, which enables individuals to listen and perform an action, and expressive language, which enables them to talk with others in an effective way and establish verbal communication. In addition, speaking, listening, reading, and writing as the four basic skills of languages are regarded as tools for achieving this competence (Soubhi, 2016). Gifted students have unique characteristics and have different ways of thinking and learning. In addition, they generally tend to have a higher linguistic ability and this ability leads them to use language in an effective way in receiving, understanding, and expressing information (Yunus, Sulaiman, & Embi, 2013). Al-Khasawneh and Al-Omari (2015) stated that gifted individuals are highly motivated to learn English. It is revealed that gifted learners know the importance of learning English to succeed in all life fields since the importance of being competent in English language is accepted worldwide (Harris, Rapp, Martnez, & Plucker, 2007).


  Gifted individuals acquire language competence earlier than their peers and the majority of gifted individuals have many characteristics based on their higher verbal competencies. These characteristics involve reading before time (before their education begins at school or just after starting school), extensive vocabulary, advanced level of comprehension skills, low amount of performing tasks for beginning the reading process or no need for doing any preparation task for reading, extensive interest in language skills and reading a wide range of subjects in an interesting and curious way (Clark, 2009). In general, reading skills and high-level thinking abilities are more emphasized in teaching language skills (Foster, 2017; Osokina, 2016).


  In preparing a language sciences curriculum of gifted and talented students, differentiation is required since they acquire language skills earlier than their peers and they show progression in a more rapid way. When differentiating the curriculum, an advanced level of content is required for gifted and talented individuals and the teaching process must be prepared and expedited to be able to satisfy their needs (Al-Khasawneh & Al-Omari, 2015; Ozcan & Katlav, 2016). It is a widely known fact that gifted students need to be busy in terms of mental work when they are performing a task, studying a specific subject, or learning new skills (Callahan, Moon, Oh, Azano, & Hailey, 2015; Kitsantas, Bland, & Chirinos, 2017). In this regard, a curriculum which would make them think and force them through the introduction of new and different resources is constituted for gifted and talented students (Altintas & Ozdemir, 2015).


  Using a high level of skills such as questioning, critical thinking, problem-based teaching, and creativity as well as motivating gifted students to perform open-ended activities is really important (Kronborg & Plunkett, 2015; Zeidner & Matthews, 2017). On the other hand, there are great differences between an ordinary language skills curriculum and a language curriculum for gifted individuals. A language curriculum for gifted individuals involves an advanced level of content and materials, open-ended activities, provides opportunities for gifted students to produce, advanced level of reading and vocabulary tasks, various writing and investigating opportunities, and multi-disciplinary work. Combining these components, a holistic structure is presented for gifted students who are more talented at verbal tasks in terms of language skills curriculum (Horak & Galluzzo, 2017).


  Aim of the Study


  This study aims to carry out a content analysis of the studies on language learning of gifted individuals and determine the trends in this field. In line with this general aim, answers to the following questions were sought in the study:


  
    	What is the distribution of studies based on type of publication?


    	What is the distribution of studies based on year of publication?


    	What is the distribution of studies based on the language of publication?


    	What is the distribution of studies based on the research discipline?


    	What is the distribution of studies based on the countries of authors?


    	What is the distribution of studies based on the institutions of authors?


    	What is the distribution of studies based on the authors?


    	What is the distribution of studies based on the key words?


    	What is the distribution of studies based on the resources used in the studies?

  


  Method


  In this section, research model, data collection tool, and data analysis are explained in detail.


  Research Model


  The document analysis method as a quantitative research method was used in the study and the data were analyzed with content analysis. Document analysis involves analysis of written materials about the targeted phenomenon or subjects. Moreover, document analysis is described as an extensive analysis of a group of documents which were produced at a period of time about a research problem or produced by more than one resource about a specific subject (Yildirim & Simsek, 2008).


  Data Collection


  In line with the aim of the study, Scopus International Network database was searched in order to determine the trends in the studies on language learning of gifted individuals. Data for the study were collected through scanning the publications which revealed a total of 115 articles on language learning of gifted individuals.


  Data Analysis


  Language and gifted education as key words were used in the study and articles were obtained in this way. The articles metadata were analyzed based on certain criteria involving type of publication, year of publication, language, research discipline, research countries, institutions of authors, keywords and resources.


  Data were analyzed with content analysis and each article was reported based on certain criteria. The aim of content analysis is to reveal expressions and relationships to explain the collected data. In content analysis, similar data are brought together within the frame of certain themes and concepts and interpreted in a clear and effective way (Uzunboylu & Ozcinar, 2009; Yildirim & Simsek, 2008).


  In the study, 115 scientific research articles about language and gifted education are grouped based on type of publication, year of publication, language, research discipline, countries of authors, institutions of authors, authors, keywords, and resources. Tables for numbers and percentages were created for the data. Nevertheless, key words were handled and evaluated as language and gifted education. All of the articles analyzed in the study are written in the English language.


  Results


  In this section, the results of the study are presented and discussed with relevant literature in line with the aim of the study.


  Results on Type of Publication


  Distribution of the studies based on type of publication is provided in Table 1.
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  As can be seen in Table 1, 89.7% of the studies are articles, and 11.5% of them are published as articles. Therefore, it can be said that researchers prefer publishing research articles more than reviews.


  Results on Year of Publication


  Distribution of the studies based on year of publication is shown in the Figure 1.
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  As can be understood from Figure 1, most of the studies were carried out in 2015. In addition, it can be seen that the number of articles in 2016 is higher than the number of articles in 2011, 2012, and 2014. Results revealed that gifted education is not handled and examined in the studies, especially between the years of 1966 and 1973. On the other hand, trends in gifted education were increased after 2000. The number of studies in 2013 and 2016 was dramatically increased, improved, and became more prevalent. However, a decrease was observed in 2009 in terms of number of publications on language and gifted education when compared to 2005.


  Results on Language of Studies


  Distribution of the studies based on language of publications is shown in Table 2.
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  As can be seen in Table 2, 108 articles were written in English, and three of them in German. Results indicated that researchers tend to produce publications in English. It is also seen that a few researchers published their articles in German.


  Results on Research Disciplines


  The distribution of the studies based on research discipline is shown in Table 3. Some articles are registered under more than one discipline.
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  Results showed that studies on language and gifted education are written in research disciplines including social sciences, psychology, medicine, and arts and humanities. Therefore, it can be inferred that authors of the articles are more commonly from these research disciplines.


  Results on Countries of Research


  Table 4 shows the distribution of the studies based on countries of the research.
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  Since some of the 115 articles were written by two or more authors, the total number of authors was found to be 123. As can be seen in Table 4, 77.49% of the studies were conducted in the United States; 8.61% of the articles were conducted in the United Kingdom; 6.15% in Canada; 4.92% in Australia; 3.69% in Malaysia and South Korea. In addition, 20.91% of the studies were shown as undefined since the countries were not mentioned. Results revealed that most of the studies on language and gifted education were carried out in the United States.


  Results on the Institution of Authors


  Table 5 shows the distribution of the studies based on institution of authors.
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  Some authors exhibit more than one affiliation. As can be seen in Table 5, 4.41% of the authors were from these institutions: Universiti Kebangsaan, Malaysia, Arizona State University, University of South Florida, Tampa, Stanford University, University of Virginia, University of Iowa; 2.94% in Florida State University, Ohio State University, Eastern New Mexico University, University of Southern Mississippi, UC Irvine, University of Windsor, The College of William and Mary, UC Berkeley, University of New South Wales UNSW Australia, University of California, Santa Barbara and Kazan Federal University.


  Results on Keywords


  Distribution of the studies based on key words is shown in Table 6.
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  As can be seen in Table 6, 68.4% of the key words were education; 59.64% were human; 48,28% were child; 42.6% were article; 39,76% were gifted child; 28.4% were students; 25.56% were adolescent, human, male; 22,72% were language; 19.88% were child, preschool, gifted students; 17.04% were cognition, female, and gifted education; 14.2% were child, exceptional, curriculum, education, special, intelligence, learning disorder, priority journal, problem solving, psychological aspect, sign language; 11.36% were case report, child development, child language, gifted learners, giftedness, intelligence quotient, language development; 8.52% were achievement, adult, child behavior, child parent relation, computer aided instruction, curricula, and ESL.


  Results on Resources


  Distribution of the studies based on resources is shown in Table 7.
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  As can be seen in Table 7, 6.08% of the articles were published in Journal for the Education of the Gifted; 4.34% were published in Gifted Child Quarterly; 3.47% in Roeper Review; 2.6% in Exceptional Children and Foreign Language Annals; 1.73% in American Annals of the Deaf, Asian Social Science, Journal of Child Psychology and Psychiatry, Journal of Language and Literature, Perceptual and Motor Skills, Proceedings Frontiers in Education Conference and 70.43% of them were defined as the others.


  Discussion and Conclusion


  This study aimed to examine the studies on language learning of gifted individuals published in the Scopus database and to determine the trends in the research on language learning of gifted individuals. Results indicated that 78 of 115 studies were research articles and 10 of them were review. Therefore, it can be inferred that researchers give more importance to research articles than review articles in terms of type of publication (Hays, 1993).


  Furthermore, studies on language learning of gifted individuals showed a normal distribution until 2010; then later there was a steady increase after 2015. When compared to before 2000, the dramatic increase was observed to be in the related field. It can be interpreted that gifted studies gained popularity after 2000. It is also seen that the language of publication was mostly English. It can be said that the language of science is predominantly English. It is necessary for researchers in this field to have a good level of English knowledge. As such, they will be able to follow the trends in the literature on gifted education and language. Similar to the results of the present study, Demirok, Besgul, and Baglama (2016) revealed that the number of studies on special education and gifted education showed a steady increase throughout the years.


  According to the results of the study, the majority of the studies on language and gifted education were conducted in the discipline of social sciences. This might be because of the fact that the gifted education field is based on the social sciences discipline. In addition to this, collaboration with other disciplines plays an important role in terms of education of gifted individuals. It was also seen that most studies on language learning of gifted individuals were carried out in the United States. Furthermore, the first four countries are among the categories of developed countries. It can be inferred that developed countries give necessary importance to this field and contribute to the development of this field. Demirok, Baglama, and Besgul (2015) also found that studies on special education were mostly carried out in the United States.


  Moreover, studies were mostly published in journals of gifted education and journals related to the field. However, it is seen that there is a limited number of journals dealing with gifted education and this leads to restrictions for the improvement of the field. Existing journals for the gifted field need to be indexed in Scopus and the Web of Science databases which are prestigious databases of scientific and academic publications dedicated to the improvement of the field. Nevertheless, results also showed that the quantity of computer-aided instruction for gifted individuals to learn a language has also increased. This is an expected result since integrating technology in education of gifted individuals has become common and it is evident that technology enhances the performance of gifted learners (Ozcan & Bicen, 2016).


  In conclusion, this study provided a framework for the trends in the field of language learning of gifted individuals for researchers and practitioners in the related field. Since there is a limited quantity of such studies in the literature, it is expected that this study would be a leading one for further research and practices.


  Recommendations


  In light of the results obtained from the study, the following recommendations for further research and practices are provided:


  
    	Educational policies and programs for gifted individuals and language need to be improved in order to enhance knowledge and understanding of educators and practices in this field.


    	Number of courses in teacher training programs at the universities might be increased in order to train teachers who are aware of teaching language skills to gifted students.


    	Similar studies might examine the trends in other databases in order to provide an extended framework.


    	Seminars, conferences, or in-service training sessions for teachers of gifted learners might be organized in order to increase their knowledge in this field.


    	Families might be informed about the importance of language skills for their gifted child and more cooperation might be enabled between teachers and families.
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