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Abstract

The present dissertation describes how the inatusioonline chat tasks influenced the
language learning process of a group of seconddrgad learners of English as a foreign
language. The group had eight 17-year-old membghgy were in the fifth class in a
secondary school in Budapest. The learners perfbroméine chat tasks in pairs or small
groups with their peers in their English classe2®mwccasions. The investigation was carried
out in the framework of a case study, which invditbe study of the various aspects of
classroom chat for the period of one school yehe dspects investigated were the effect of
the inclusion of chat on the English classes, thdigpants’ proficiency in English, the
strategies they used in language learning, thetivaton for learning English, and attitudes
towards the inclusion of chat, and the language ldsners used in chat. A mixed
methodology approach was employed in the studypluivg both qualitative and quantitative
research methods. | had two roles in the studysethaf the researcher and the language
teacher.

The effect of the inclusion of chat in the Englidhsses was approached qualitatively and a
detailed, thick description is given of the 23 ctlasses of the project. The description of the
classes shows how the inclusion of chat tasks wastdined in the course of the project,
focusing on the tasks, the composition of the glaéts, the medium of communication and
the classroom environment.

The participants’ proficiency in English and use lahguage learning strategies were
investigated quantitatively, in a pre- and post-ssign. The results of the group were
compared to a control group. The results showtti@teffect of chat tasks is comparable to
the effect of the oral communicative tasks the madrgroup was engaged in. Both groups
made significant progress in proficiency. The diéfece between the two groups was that the
chat group made more progress in writing skillsjlevthe control group improved more in
speaking. In language learning strategies, theofiseental strategies in language learning
also increased in both groups. The frequency eftesjies aimed at reducing the learner’s
anxiety decreased in the chat group, suggestirtgotie of the merits of the chat medium is
that it provides a stress-free medium of practi@nd learning the target language.

Motivation for learning English in the chat groupasvinvestigated qualitatively, by
describing the group members’ state of motivatiefole, during and after the chat project.
The changes in the learners’ motivation for leagninglish were positive in five of the
cases, while in the case of three learners, thé miogect had no effect on the language
learning process of the participants. The attitudegards chat tasks in the chat group were
compared to the attitudes of a control group whdopmed chat tasks in the English class on
two occasions. The results show that both groupbdhat tasks an autonomous, relaxed and
enjoyable way to learn, but the chat group fourat ¢hsks significantly more useful than the
control group.

The analysis of the language use in chat logs \wasdon Clark’s grounding theory (1996).

The longitudinal analysis of the frequency of groimg strategies revealed that the learners
used less techniques aimed at grounding the litiguisrm of their messages, and at

managing the task and expressing emotions. Thedray of techniques aimed at grounding

the content of the messages and acknowledging stadeling each other remained constant,
suggesting that these areas of language use araffected by the learners’ increased

experience with the chat medium or the task.
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1 Introduction

1.1 The research problem

Computer-mediated communication and computer-askiahguage learning have become
widespread in the course of the past dec@deputer-mediated communicati@@MC) is a
form of communication between two or more peoplagisomputers which are connected
through the Internet or with a network connectibne most widespread forms of CMC are
mail, which entails electronic correspondermajne forumswhere participants can post
messages to an electronic bulletin board for ottzersad on certain topics, aodline chat
which is a written form of interactive ‘dialogueatitakes place between spatially distant
interlocutors’ (Werry, 1996, p. 47).

Teachers and researchers have sought ways to coemgléhe array of ‘traditional’ language
learning tools with tasks that can be performedgisomputersComputer-assisted language
learning(CALL) is defined as ‘the search for and study pplécations of the computer in
language teaching and learning’ (Levy, 1997, miteéd in Chapelle, 2000). The project
described in the present dissertation is an exaofpletwork-based language teachjng

new and different side of CALL, where human-to-hanreeraction is the focus’
(Warschauer & Kern, 2000, p. 2), and where CMCggkace. The present study will focus
on the use of online chat within the field of netk/based language learning and teaching.

Online chatprograms make synchronous communication betweermtwnore computer
users possible if their computers are connectedcentral computer or to the Internet. In
online chat, the message is typed on a computdroegyl and it appears immediately on the
screen. In some chat programs, the chatting pacaresee the message appearing at once,
while in others, the sender of the message justchelsck on the 'send’ button, and the
message will appear soon on his or her chat p&steereen.

Even though communicating in online chat requimaestechnical knowledge, it is
especially popular with the younger generatiormary as well as secondary school pupils.
They can easily learn how to do it and enjoy ontihatting not only with their friends but
also with people they do not know and are not yikelmeet.

Online chatting as a mode of communication is son@ee between speaking and producing
a written text; it does not require the linguigtiepth of a written text, yet one has more time
to formulate the message than in the case of apgalkithe chatting partners are of a similar
age, at a similar level of proficiency and shamaasanterests, regular online chatting in a
foreign language can not only be useful but enjteyab well, and lead to an increase in
motivation to learn the foreign language and anadétmprovement in language proficiency.

Can these characteristics be exploited in foreagiyliage teaching? Can online chatting
become a regular activity in classrooms of Engdista foreign language (EFL)? What kind

of theoretical considerations justify the use dfrenchat in language teaching? These are the
guestions the present study focuses on in the Hiamgeontext and investigates how
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secondary school learners react to the inclusiagegiilar online chat activities into their
language classes.

1.2 The significance of the study

When the present study started, in the year 20@8emous empirical studies devoted to
online chat tasks in language learning could bado@ he studies by Beauvois (1992, 1995),
Blake (2000), Kelm (1992), Kern (1995), Lee (200®)akanta (2002), Pellettieri (2000),
Toorenaar (2002), and Warschauer (1996) all aimeatscribe how online chat tasks could
be used in the second and foreign language classroo

Out of these studies, only Beauvois’ case study fi®92 was conducted in a secondary
school setting; the rest of the investigations imed participants from university or language
school courses.

The topic of CALL had scarcely been researchetdénHungarian context. My quest for such
investigations yielded only two studies: Blasszg@800) on computer-supported
collaborative learning in secondary schools, angdi@&o6 (2001) on the use of chat rooms in
learning Esperanto.

The present study builds on the foundations ofiptes/studies on the topic of CALL. The
main issues explored in the literature on chat weedollowing:

- opportunities for improving one’s proficiencydhat,

- the motivating potential of chat activities imgauage learning,

- chat as a stress free medium of language legrning

- the utility of different task types in chat, and

- the characteristics of language use in chat.

The present study explored these areas of resgaacbecondary school EFL class in the
Hungarian context with a longitudinal perspectivethe paragraphs to follow, the main
findings of the study will be summarized.

1.3 Summary of the main findings

In the framework of the study, the steps the lagguaacher should take to integrate the chat
activities were worked out. The inclusion of chata@led that learners performed
communicative tasks in pairs or small groups witkirtclassmates in their EFL classes at
school on a weekly basis for the period of oneetiear.

Beside letting the learners carry out the chat, tastolving the learners in planning the task,
and evaluating chat logs with the learners are silsps that language teachers are strongly
advised to take if they want to make classroom abavities a meaningful part of the
learners’ language learning process.

The study also showed that the usefulness of atiaitees for the learners’ language
proficiency and language learning strategies isparable to that of regular activities
learners do in an EFL class. As chat is a writtedliomm, the inclusion of regular chat tasks in
the English class had an impact on the learnensingrskills and knowledge of language
elements in the first place.

As far as the motivating potential of chat is caoneel, factors such as the type of chat task
and the chat partner considerably affected theggaanhts’ level of involvement in chat tasks.
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The learners’ understanding of the goals of the @&k deepened as they became more
experienced chatters, and this also brought abotgdsed motivation.

In the participants’ view, the relaxed atmosphdrehat classes, the autonomous work they
could do in chat, and the fact they are doing ‘ghing different’ than regular classroom
tasks were the merits of including chat tasks @BERL classes.

The learners performed chat tasks over an extepeléod of time, so the longitudinal
changes in language use in chat could be investigdhe changes suggest that
communication in the new classroom medium becasggeblematic on the level of form
as the learners became more experienced chatterarfiount of attention they had to devote
to understanding the content of their partners’sages remained constant over time.

All'in all, the study revealed that including clvasecondary school language learning
provides the learners with a useful and motivatitag to learn. The usefulness of language
learning tasks performed in the chat medium is @maiple to classroom speaking or writing
tasks. The added values of a chat task are itdtgpaeathenticity and the autonomous nature
of the language activity the chatters are involwe@nd last but not least, the visual record of
the conversation the chat medium provides.

1.4 The organisation of the thesis

The chapters and appendices in this dissertat®morganized in the following way. Chapter

2 reviews the literature on models of second lagguecquisition, task types used in language
teaching and empirical research in the area of CAllapter 3 gives an overview of
approaches to research methodology in this fiehdpEer 4 outlines the research
methodology used in the present study.

Chapters 5 to 8 contain the results of the stuthap@er 5 focuses on the effect of the
inclusion of chat on the chat group’s languagenieay process. Chapter 6 examines the
effect of the inclusion of chat on the languagdipiency and the language learning strategy
repertoire of the participants. Chapter 7 discubsesthe participants’ motivation for

learning English and attitudes toward chat tasleghd as a result of and in the course of the
project. Chapter 8 examines the participants’ lagguise in the chat logs and discusses the
longitudinal changes that characterize the paditi® language use in chat. The changes are
also placed into the context of the findings of pnevious chapters.

In chapter 9, the conclusions and implicationshefstudy are discussed and suggestions are
given for future research. The Appendices incluatagge chat logs from the three stages of
the study, the questionnaires used in the studynarative account of the third stage of the
study in the Language Teacher’s Journal, the éull of the End-project Interview and the
protocol of the Member Check Interview.
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2 Background to the study

In the present chapter, the literature that seagea background to the study will be
reviewed. Section 2.1 describes the models of sklzomguage acquisition (SLA) which
influenced a considerable part of the researcharfield of online chat in language learning.
In section 2.2, the task types employed in theyswitl be defined and the various task types
will be compared from the viewpoint of SLA. Sectidi8 examines what role CMC has
played in language learning and teaching to dateettion 2.4, the issues empirical studies
on online chat have investigated are reviewed &athiated. In the last section, | will address
the rationale for conducting a chat study in thedarian context.

2.1 Models of second language acquisition

In SLA theory, the notions of input, output ancergiction have an essential function. Input
refers to the language the learner is exposedreaiding and listening, output refers to the
utterances produced by the language learner, eéitlvnitten or in spoken form. Interaction
refers to the way in which participants use languiagkeep up communication. When
communication problems arise in interactional gitwes, negotiation of meaning takes place:
the participants work together to resolve non-usi@d@ding. This is particularly important in
oral interaction, where response is immediate emubte has to be spotted and clarified in
order for the conversation to proceed.

Krashen (1981) claimed that comprehensible inpstehigey role in SLA. The learner can
understand the meaning of this input, althoughighincontain some new elements and thus
be somewhat beyond the learner’s linguistic compmeteComprehensible input should be at
the i+1 level, just one step beyond the learnewgll of competence. He or she can work the
meaning out with the help of ‘linguistic, paralingtic, or situational clues, or world
knowledge backup’ (Swain, 1985: 245).

Problems in communication may leadntegotiation of meaningetween the speakers, which
can have a beneficial effect on language acquisitiong (1983) and Varonis & Gass (1985)
argue that it is ‘the input that occurs in interactwhere meaning is negotiated’ (cited in
Swain, 1985:246) which plays a crucial role in SliAconversations, the speaker might
receive feedback from his or her partner which aigthat some part of the message has not
been understood. Negotiation is
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the modification and restructuring of interactibattoccurs when learners and their
interlocutors anticipate, perceive, or experienéficdlties in message comprehensibility. As
they negotiate, they work linguistically to achidlie needed comprehensibility, whether
repeating a message verbatim, adjusting its syotenging its words, or modifying its form
and meaning in a host of other ways. (Pica, 199494)

Varonis and Gass’ (1985) model of negotiation oameg consists of @&igger, which is an
utterance or a part of it, which has not been wtded by the hearer. The hearer can then
indicate non-understanding; so the trigger is fed by arindicator. The speaker might
respond to the indicatorgsponsgand try to clarify the non-understanding. Thepoese can
optionally be followed by &eaction to responsiom the hearer’s side. A sequence of
negotiation is a shift away from the main line leé tonversation but it might help the
interlocutors to (more precisely) understand edhbrés message and then continue the
conversation. Many researchers (among others, G88g, Long, 1996, Pica, 1994, and
Varonis & Gass, 1985) claim that negotiated inteoads beneficial for SLA because it helps
the learner notice gaps in his or her knowledgéhéncourse of negotiated interaction, the
learner has the opportunity to fill these gapsdifrcorrection or asking for clarification and
help from the interlocutor.

2.1.1 The importance of output

Swain (1985) claims that although input and inteoacare necessary conditions for
acquisition, they are not sufficient. The key faatbr of acquisition is output, which gives
the learner an opportunity to use his or her kndggein a meaningful way, and to test out
hypotheses about the target language (TL). Thedeaan analyse the input semantically,
and generally understand the message, without gaytantion to its form. In order to
produce output, however, ‘some sort of (at leagf)mentary knowledge of syntax is
necessary’ (Gass, 1997, p. 7). Output moves tliede&rom mere semantic analysis to
syntactic analysis of the language as well. Int@yas in which communication breakdown
occurs can be particularly useful for learnerghassituation can bring aboptished output
when they are forced to deliver the message imradlty more precise, coherent and
appropriate way (Swain, 1985).

In Gass’ (1997) model of SLA the input an L2 learezeives is converted into output in
five stages. The first stagedapperceived inpyr noticing ‘that there is something to be
learned, that is, there is a gap between whaetmaér already knows and what is there to
know (p. 4)." This stage can be followed ¢tymprehended inpu€omprehension has
different levels from understanding the meaninthefmessage (semantic analysis) to
understanding its component parts (structural amglyComprehension makes the third
stagejntake possible, during which the comprehended materiassimilated.

In theintegrationstage intake can either result in the development efldarner’'s second
language grammar, or storage. In the case of dewent, a hypothesis created earlier by the
learner is either confirmed or rejected on thedabihe intake received. In the case of
confirmation, integration occurs, in the case @cton, the modified hypothesis ‘awaits
further confirmation from the input (p.6).” Develognt may also take place if the input
contains information that is already included ia arner’'s knowledge base. This
information can still have a role in rule strengtimg or hypothesis reconfirmation. These
processes can make the information more easilyadlaito the language learner and thus
increase his fluency. A third way to integrate inpustorage. If some level of understanding
of the input has taken place, but it is not cleaw It can be integrated into the learner’s
grammar, integration can happen with delay, afigeréod of storage.
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The last stage isutput Producing output is a form of hypothesis testorghe learner.

‘Once learners have created a particular hypotlamist a second language form and use
that form in production (orally or in written form)athey may receive feedback and as a
result modify the original hypothesis (p. 7)’. Thesds to input again, with the possibility of
apperception by the learner, and so forth. Outpatso a form of practising language use and
therefore fosters the development of automaticitypierlanguage production.

Both Swain (1985) and Gass (1997) emphasize thertance of producing the TL, and
receiving feedback on one’s output. The oral pcadianguage learners get is thus essential
for their language development because of the dppities it gives for receiving input,
producing output and engaging in negotiation of mmeg In face-to-face conversations,
learners can test their hypotheses about the Tlgahoinmediate feedback on it. If the
learner’s message proves to be unsuccessful icotingersation, he or she is pushed to
modify the message and try to produce comprehensiitbut. However, the time devoted to
oral practice in classrooms is fairly limited andmy learners do not have the opportunity to
practise outside the classroom. Language teactegysdntly include pair or group work
activities in the language class to maximise studpeaking time.

2.1.2 Non-native dyads and opportunities for acquison

A considerable part of oral communication takes@laetween dyads. This is also true for a
good part of language classrooms. Conversationgsleet instructor and learner or two
learners are frequently used forms to practis@theél'he learners of a foreign language in
(secondary) schools usually have more opporturtitiggactise their knowledge with other
non-native speakers (NNS) than with native spea®¢®3 of the language. One might argue
that the potential for learning is greater when ohthe parties in a conversation is fully
competent in the language used. What kind of adggstdo NNS-NNS dyads have over
NNS-NS dyads from the point of view of SLA?

Varonis & Gass (1985) compared the amount of nagioti in NS-NNS and NNS-NNS

dyads, and found that negotiation of meaning isenfi@quent in the discourse of two non-
native speakers. Their results show that the inaywd status between a native and a non-
native speaker discourages negotiation, while radivé speakers, being not yet competent in
the domain of the TL, would thus also be more {ikelrespond to other-repair without
embarrassment. Because the ‘fault’ of non-undedgtgmmay reside with either the speaker
or the hearer or both, the interlocutors have sthidncompetence’ (p. 71).

In the case of NNS-NNS dyads, they have an oppityttmpractice their language
knowledge in a non-threatening environment, receipat and produce output, which has
been made comprehensible through negotiation.

2.2 The effect of task type on SLA

In addition to the number of participants and themguage proficiency level, the type of task
performed also influences the amount of negotiabfomeaning in interaction. Pica et al.
(1993) taxonomize communication task types aloegalowing dimensionsinteractant
relationshipbetween the participants, which identifies thedkol requester and the supplier
of the information in the activity, and the inforiieen requester-supplier relationship. The
second dimension iateraction requirementn which interaction between the participants
can either be required or not requir€al orientationmeans that tasks can be convergent,
requiring the reaching of a common goal from theigipants, or not converger@utcome
options the last dimension, shows how many possible om¢sothe task type can have,
ranging from none to one or more than one. Thetigsds differentiated along these
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dimensions arggsaw, information gap problem-solvingdecision-makingndopinion
exchangeasks. In the case of the first three types ddtathere is only one possible outcome
and the interactants have convergent goals. Threpeies ‘generate opportunities for
interactants to work toward comprehension, feedbaic#t interlanguage modification
processes related to successful SLA’ (Pica et%83,1p. 22). In other words, when
performing these types of tasks, learners have mgpertunities to negotiate meaning than
in the case of decision-making and information excje tasks.

2.2.1 Studies on the relationship of task types antegotiation of meaning

Deen (1995) compares the amount of negotiationazfmmg in NS-NNS face-to-face
interaction in a formal and an informal settingthe formal setting the NS, a housing officer,
interviews the NNS in order to get certain inforimatand fills in a form about the NNS, so
the conversation has an obvious aim. In the infbseting, the participants of the
conversation speak about certain topics. The owamithe conversation is not fixed. Deen
concludes that the informal conversation resultmdme negotiation of meaning, and in more
opportunities for the NNS to acquire language. €lae three reasons for this difference.
One reason is that in the formal setting, the sofiphe conversation, and part of the
vocabulary to be used is given to the participantdvance, which makes the topics more
predictable. Another reason is that the asymmattiié status of the participants inhibits
negotiation. The NNS might be too inhibited by sluperior linguistic status of the NS to ask
for help. The parties often decide to act poliiyg avoid signalling misunderstandings. A
third reason is that in the formal setting, a dartmal has to be reached at the end of the
conversation and this imposes time pressure opatteipants; there is hardly any room for
learning and creative language use.

However, other research has shown evidence ofehefizial effect of goal-oriented tasks on
SLA. Several studies investigating the role of tggle in SLA (Pica et al., 1993, Doughty &
Pica, 1986) claim that goal-oriented tasks, espggigsaw and two-way information gap
tasks bring about more negotiation of meaning And &lso more opportunities for language
acquisition than open-ended chat activities, inclwhearners 'can choose the degree to which
they would like to interact. In such instancesrehe not much opportunity for interaction,
leading to a decrease in language production’ Kditta, 2002, p.5).

Cloutier (2000) compared information-gap, jigsaegidion-making, problem solving and
opinion-exchange tasks, and found that althouglopipertunities to negotiate meaning are
higher in the first two types of tasks, more opadesl task types like opinion exchange result
in a higher number of words per turns, and are maleged to ways in which learners use
language outside the classroom. (These typesksd tae also advocated by Nunan, 1993).
Cloutier concludes that both goal-oriented and egrahed tasks are conducive to SLA; they
complement each other and help learners in aclgedifferent types of conversational
proficiency.

2.3 Producing language in online chat

The issues of the importance of output, learningntgraction, the opportunities for learning
in non-native dyads and the choice of task hawevagice to speaking skills in the first place.
A number of studies on online chat in languageniearhave also concentrated on these
issues, although the medium of communication ied#ht. In the following sections, the
qualities of online chat as a channel of commuiooawill be described and related to SLA.

If we describe online chat from the viewpoint dfeech production model, in this case,
Levelt's model (1989, cited in Poulisse, 2002) duction takes place in the following steps:
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the chatter plans the content of their messagecéuinalization). Then they plan the form of
the message (formulation), finding the grammatstalctures, vocabulary and phonetic
information that fit the message. The phoneticrimi@tion is transformed into graphemes,
since online chat is a written form of communicati®he third phase of the production is
typing: the muscles in the chatter's hand are cona®d to hit the right letters on the
keyboard of the computer. In the case of speedtyotion, the third phase is speaking,
uttering the message.

Both in speaking and in chat, the speaking or phether receives the message immediately
or within a few seconds. After understanding armtessing it, the process of answering,
producing speech or a chat utterance can beginpatteer will conceptualise and formulate
the new message. Since the two forms of commubitatpeaking and online chat, share
these features, models of SLA devised to explandke of speech in second language
learning can also be relevant to the study of entinat as a communication tool in language
classes.

2.3.1 Comparing online chatting with face-to-facenteraction

Several factors of face-to-face conversations temltze found in online chatting: turn taking
is relatively fast, which results in short utteragevith simpler syntax, and less time is given
to formulation and correction than in the case ofimg. The incomprehensibility of a
message can be signalled almost immediately ansktiger has the opportunity to try to
improve it on the spot.

Poulisse (2002) notes that there are two saliéf@rdnces between face-to-face
conversations and online chatting: the first dédfare is that in chat, phonetic information
about words is transformed into graphemes, thu$irgpelays an important role. The second
is that the chatter can monitor his or her mesbafmre sending it, so there is more time for
reflection and correction than in the case of sppggplA third difference between the two
modes of communication is mentioned by Toorena@®Zp when two learners are involved
in online chatting, they have to be more explicitheir language use than in the case of a
face-to-face conversation, since there is no visaatext to complement the verbal part of
communication. If the learner’s chat partner inthsahat the message has not been
understood, he or she has to revise it, and igfbtc negotiate meaning and produce more
comprehensible output in order to communicate ssfafy.

Owing to these three differences: spelling, monipand explicitness, in the case of online
chatting learners can gain more insight into tbain language use and learning process than
when speaking, but can still utilise what they hiagnt in a lifelike way, Poulisse concludes
(2002). Poulisse’s claims are corroborated by Rigiés (2000) findings which imply that
negotiation of meaning in online chatting leadsriproved language proficiency:

In NC [network-based communication] chats, therees have the added advantage of the
visual saliency of the model form, whether delivkexplicitly or implicitly, which can allow
for greater opportunities for a cognitive compamnisd the new form against the speaker’s
original utterance, which is also visible on theega. It is therefore possible that extra
processing time and resources allow learners terodiscriminate between target and non-
target-like forms. (p.31)

In online chatting, all utterances are recordethenscreen, which makes monitoring easier

for the learner. Revision too is facilitated, natyoduring the chat session, but afterwards
when learners can read their texts. Also, thetruesors can help with correction. Because
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these conversations can easily be recorded, emiglayiat tasks also holds an extra appeal
for SLA research.

2.3.2 The effect of online chatting on accuracy: éancing or detrimental?

Lee (2002) believes that online chatting is bemaffor SLA for the following three reasons:
Firstly, it ‘provides for more equal participatitiman face-to-face interaction. ... [Chatting] is
special, for example, in that it allows shy angfe&ll motivated learners to interact with
others’ (p. 17). At this point, it should be notkdt many learners are reluctant to talk in the
TL because they are insecure about pronunciatibattiig gives them an opportunity to
practise without having to worry about pronunciat{also mentioned by Poulisse, 2002).
Secondly, when chatting, the learner has the oppitytto define the pace at which he or she
can, and wants, to process input, as well as moaitd edit output. In most of the
conversations learners of a foreign language gei\ed in this is not at all the case. Thirdly,
Lee states that online chatting increases langpeggiction and complexity. Learners get
more turns than in the traditional classroom sgttind ‘engage more frequently, with greater
confidence, and with greater enthusiasm than ircéinemunicative process than is
characteristic for similar students in oral classns’ (Swaffar, 1998, cited in Lee, 2002).
Besides being beneficial for SLA, chatting can ddawe a positive effect on motivation for
and attitudes toward learning the TL (reported ba/ois, 1992, Lee, 2002, and Toorenaar,
2002). Some researchers, however, find that thgukege production in online chatting is of a
low formal quality and is potentially detrimentak fthe grammatical accuracy of learners.

Chat texts produced by native speakers of a larggasgycharacterized by ellipsis,
abbreviations, which make ‘the conversation iniwgtfaster, and emoticons, which express
feelings and attitudes, substituting gesture amdiony in face-to-face conversations (on the
linguistic features of online chat see Werry, 1998hile these linguistic features are natural
and practical in online chatting, the aim of mestrhers is to improve their speaking and
writing skills and become more fluent and accunatine language they are learning. Using
the TL in online chat may not be conducive to &lhese goals. Furthermore, O’Connor and
Ross (2004) in their study on the effect of CMOemarning environment found that students
retain and are able to apply knowledge betterfaca-to-face than in a computer-mediated
setting.

Kern (1995) draws the following conclusions in &iigdy on classroom interaction (whole-
class discussion) with networked computers: 'Forataluracy, stylistic improvement, global
coherence, consensus, and reinforcement of canaligcaurse are goals not well served by
InterChange (p. 470)’ He also notes that while participation in netwdased discussions
is more democratic than in face-to-face onesrit'earge on the anarchistic (p. 470)'.
Beauvois (1992) mentions that when using onling fdracommunication, students can
become ‘indifferent to the appropriate usage oftéinget language (p. 460)’ in the context of
chatting. In the concrete case she describes iathdy the teacher remedied the problem of
carelessness by printing out and reviewing theesttgi chat texts. | share Beauvois’ opinion,
and also believe that using well-planned pedagbtassis in online chat can direct learners’
attention to the importance of accurate language Big giving the chat tasks to dyads
instead of groups, virtual anarchy can be avoidedell.

2.4 Empirical studies on chat in language learning

! InterChanges a kind of software which allows students tcetglart in collaborative, synchronous written disiws on a
topic. It is comparable to Internet Relay Chatténpiossibilities, but it operates in a Local Areztwork (LAN), not on the
Internet.
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In the paragraphs above, the focus was on thetiggatif online chat that make it a
potentially useful medium of communication in laage learning, and the specifications of
how chat can be included in language learninghénparagraphs to follow, the key issues of
using chat tasks in the language class will betdati on the basis of the most influential
empirical studies on online chat in language lewyni

2.4.1 Meaningful use of the target language (Beaugp 1992)

In Beauvois’ case study (1992), the case of a Taigimschool student, Alex is described.
Alex was going to fail French in Beauvois’ cladde'had had many extra help sessions with
a private tutor and with his classroom teachettoatio avail. He did not seem to be able to
retain the grammar or vocabulary presented’ (p).4B&auvois organized four chat sessions
with Alex and one of his classmates at the enth@ftérm. Although four sessions are
comparatively few, the researcher-teacher clairasttiey had a decisive effect on Alex’s
attitude towards French and he passed in summeolksdburing the first chat session, Alex
produced 21 messages (28 sentences) in Frenchemts28 questions, and asked 4
questions himself, which was much more than heelvad produced in several traditional
French classes. Beauvois attributed the succabg ahat sessions (the amount of language
produced by Alex and the fact that he finally pd$se the novelty of the medium and the
fact that it gives the language learner a high @egf autonomy; he has more time to
formulate his message than in an oral task. Claitifrrench also made Alex realize that the
foreign language can be used for lifelike purpoBesuvois interprets Alex’s change of
attitude this way: ‘I think that to some extentwriting messages to his classmate, Alex
experienced the use of French as a ‘natural’ oeags, perhaps for the first time’ (p. 462).

Beauvois’ study was one of the first investigationie using chat in language learning and
described the case of just one learner, relyingasticipant observation in the chat sessions
with the learner and the chat logs produced ingtlsessions. The studies in the field of online
chat in language learning in the following yearsaatened in scope and used a variety of
research methods to reveal more about the natuhe afew medium.

2.4.2 Increased participation and more complex langage in chat (Warschauer, 1996)

Warschauer compared the language of face-to-fatelaotronic discussions. Four groups of
four adult learners of English of Filipino, Chingedapanese, and Vietnamese nationalities
participated in the experiment. The face-to-facgewassions performed by two of the groups
were tape-recorded and transcribed, the electdisatissions of the other two groups were
saved, so the two types of texts could be compared. #anser claims that the language
used in the electronic discussions was lexically syntactically more formal and complex,
and that the ‘findings showed a tendency towardenegual participation in computer mode
and revealed some factors which correlated witreased student participation in that mode
(p. 7). His findings imply that electronic discimss provide a good practice opportunity for
learners who are too anxious to speak in classoupgdiscussions.

The features of language use investigated in Wartsafs study provide a static view of
learning through communication and do not condiderinteraction that is a key element in
the process of language learning. The followingéhstudies investigate what opportunities
chat provides for learners to expand their langymgéciency through interaction. The
studies also shed light on how chat should be dezlun language learning programs in order
to maximize the beneficial effect of the mediumlamguage learning.

2.4.3 Improving grammatical competence with goal-aented tasks (Pellettieri, 2000)

2 Warschauer used the software Daedalus InterCharnieh makes synchronous electronic communicatassiple.
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The participants in Pellettieri’'s experiment wergversity students of Spanish in the United
States. The experiment lasted for five weeks, bagarticipants carried out five chat tasks in
pairs. The tasks varied in type: in two of themyamie outcome was possible, while three of
them were open-ended and allowed for multiple auten Pellettieri investigated the chat
logs from the point of view of possibilities forglilevelopment of grammatical competence.
There are instances in the text where the chatters difficulty understanding each other,
and are forced to modify or correct their originedssage in order for the conversation to
proceed. Pellettieri claims that these modificatjar in other words, instances of negotiation
of meaning, give the chatters opportunity to imgrtiveir grammatical competence. The type
of tasks which have only one possible outcome gthealled goal-oriented tasks) compel the
chatters to clarify the messages which are not étedheir chat partner more often than
open-ended tasks.

Pellettieri concludes that when performing a chakfthe learners ‘have more time to
process and monitor their interlanguage’ (20003).8o ‘chatting can play a significant role

in the development of grammatical competence anstaggroom language learners’ (p. 34).
The frequency of opportunities for meaning negmratan thus be intensified by choosing
goal-oriented tasks. However, beside the poteatialtask to elicit negotiation of meaning,
the language teacher should also consider faatiotsas social and cultural relevance and the
appropriacy of the electronic medium for the taskiitioned by Warschauer, 2000). These
factors might have influenced teacher-researcloensé open-ended discussion tasks in
online chat, like in the following two studies.

2.4.4 Autonomy and motivation in classroom chat (Le, 2002)

Lee involved third year college students of Spafiis Texas in her experiment. The
participants chatted in small groups about topiomftheir language classes. The teacher-
researcher prepared open-ended questions aboutogécho help the group discussions. The
main aim of the chat-sessions was to practise ewide what the students had learnt in class.
The researcher saved the chat logs, commented rantel fsedback on them, and gave them
back to the groups. The chat logs suggest thaesttgludent interaction creates more
opportunities for negotiation than interactions vehie instructor is also present. The
members of the groups were encouraged to discusectons with each other. The texts
were collected in the students’ portfolios for fimal evaluation. Lee finds that the revision

of chat logs is necessary in order for the chadistés have a beneficial effect on the chatters’
language proficiency. Lee does not give an in-deptiysis of negotiation patterns in the
chat logs like Pellettieri. Nevertheless, her stgiyes language pedagogical insight into the
classroom application of chat by showing how claat lose integrated into a language course,
and advocating the revision of chat logs with terhers.

The four studies introduced above all have in comthat they involved participants from
the same institution, so the situation of ‘meetindgjne’ in chat was simulated, and in three of
the four studies, the first language of the chatngas was identical. A truly authentic
situation for chat between language learners igwihey are far from each other
geographically, and their only lingua franca is tlwget language, as was the case in the
following study.

2.4.5 Intercultural encounters and learning from pers in chat (Toorenaar, 2002)
Two groups of students of Dutch as a second largguagolled on courses in two Dutch

cities, Purmerend and Zaandam, participated in8rcaar’s experiment. The participants had
different language backgrounds. They took partiast-cessions every Friday for one term.

51



Online chat in the secondary school EFL class
3 An overview of research approaches

They chatted in pairs, each learner form Purmehaada partner from Zaandam. The pairs
did not know each other. The topics of the chaewsrsed on the textbook both groups were
using. Toorenaar's main research question was: Wlhae added value of online chatting for
language learners? Having investigated the chatadbthe tasks, she mentions the following
points:

1) Since the chatters do not see each other, @ny o be more precise in their language use
to make sure their partner understands them.

2) While performing a chat task, the chatters &endorced to modify their own or their
partner’s utterances, and this is potentially bieredffor their language development.

3) In chatting, one has more time to modify one&seage than in face-to-face conversations.
4) The chatters produce the chat log collaboratj\aatd the text appearing on the monitor
helps them do this.

5) When two learners chat with each other, theyhhg opportunity to get to know each
other and become friends. They can learn about@then’s culture.

These phenomena can have a motivating effect olatigeage learners. Toorenaar, like Lee
(2002), also advocates the revision of chat-texts te learners. The merit of Toorenaar’'s
study is that the linguistic factors of explicitsend modifications in chat appear, and the
medium’s potential to lower learner anxiety and@ase motivation to produce the target
language in an authentic situation are shown.

In the five studies described above all had in comthat they found evidence for chat being
a beneficial medium in second and foreign languegming. This implies that chat can also
be employed successfully in the Hungarian context.

2.5 Rationale for studying chat in the Hungarian cotext

The use of computers and the Internet has becodesmiead in Hungarian schools in the
past decade. Although a great number of schools bamputers and the Internet at their
disposal, the use of computers in teaching subgbes than Information Technology (IT)
cannot be called self-evident. The reasons forghistion are probably the following:

Firstly, teachers of foreign languages, Historyhysics, just to mention some of the
subjects taught in Hungarian schools, are neith@réd nor encouraged in the course of their
education to include computer-assisted activitetheir teaching. Secondly, the number and
quality of computers, and the Internet connectiomast schools would make computer- and
internet-based projects cumbersome to carry outdfhmost computer-based activities
require the learners to work alone or relying agirtbeers, which makes it difficult for the
teacher to control what is happening during theviagtand what the outcome will be.

However, communicating with and through computergehbecome everyday activities for
people of all ages, especially the generation grigwip at the beginning of the 21st century.
The traditional notion of literacy is now complentexhby the concept of electronic literacy,
which stands for the ability to communicate witlddhrough computers (Warschauer, 2000).
By developing the learners’ electronic literacyd &iiving them tasks to perform on the
computer, the learners are practising in an authemdium that is likely to be a part of their
life in the world of work a well. If we considerdtgrowing importance of computers in
everyday life, at work and in people’s homes, ti@aéased inclusion of computers in
teaching at school should also be beneficial ferd¢larners. This claim is especially valid for
the case of foreign language teaching, as thenet@pens a gate for its users to an excess of
materials, speakers and native speakers of valangsiages.

In order to make computer tasks meaningful, clasaresearch on the inclusion of such

tasks and the development of materials are eskeftianteresting example of textbooks for
using the Internet in English language teachingaiga’sVirtual Visits (2004). As
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mentioned above, people can communicate with, larodigh the computer. The latter form
of communication is often referred to as computediated communication, or CMC in
short, as it was introduced in chapter 1. CMC idekie-mail, forums and chat. In all three
cases, humans communicate with humans. Po6r (20049 book on technology in language
pedagogy describes these three forms of commumicas tools for fostering learner
autonomy in language learning.

There is a sharp contrast between the ubiquitypofputers and the scarcity of empirical
studies on how language learners can benefit frmeet new forms of communication in the
Hungarian context. One of the few examples is Blassr's study (2000), which investigated
how secondary school EFL learners participatedilalcorative e-mail projects by using
participant observation and an attitude surveycldians that his project had positive results,
as the participants ‘reported high levels of satisbn over developing technical, language
and collaborational skills’ (p. 1). Concerning raxssh methodology, Blasszauer followed an
ethnographic and process approach. His descripfitme project serves as a useful source of
ideas. However, in Blasszauer’s study, no measureaidhe language skills of the
participants is included, and no linguistic anaysigiven of the learners’ e-mails.

Bujdoso6 (2001) explored how secondary school learoEEsperanto profit from practising
the target language at an Internet Relay Chat eéfameated for learners of Esperanto. He
mentions that in chat, learners

- could start writing even at very low levels

- were willing to learn hundreds of words in ortiebe able to chat in the target language
- could later meet their chat-pals at a youth camp

- were able to pass an advanced level exam justafie semester of learning

These results could probably not fully be applieéoreign language classes in other
Hungarian secondary schools. However, Bujdosétirigs, just like Blasszauer's (2000),
indicate that CMC in language learning yielded psang results in the Hungarian context as
well.

More research is needed that explores the varigpeces of integrating CMC in language
learning (also advocated by Ortega, 1997, in ttermational context), with a focus on
secondary schools, including how to set up a CMgjept, the learners’ attitudes and
motivation, and the investigation of language ums€MC.

The present dissertation describes a year-longprbadct conducted at a secondary school in
Budapest. The study will be referred to as the Bdigga School (BHS) chat project. The aim
of the study was to explothe effects of including chat tasks in an EFL gropwas shown

in the previous sections, language learning innentihat has multiple aspects. The BHS chat
project intended to investigate the aspects shawigure 2.1.

Figure 2.1 The aspect®sf online chat investigated in the BHS chat project
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The divergent aspects of the research topic cédied research design that is suitable for
encompassing a topic of such a broad scope. Ifollogving chapter, a brief review of
research methods will be given, with the intentibgiving the rationale for the combined
methodology approach employed in the study.
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3 An overview of the research approaches used ingfBuda High School Chat Project

The aim of the present chapter is to review tleediure on research methodologies used in
SLA and to provide an overview of the assumptiomdeulying the research methodology
employed in the present study, the Buda High Sc{®id5) chat project (see 4.3), and the
pilot studies preceding it (see 4.2).

In section 3.1, the assumptions underlying theitatisde and quantitative research paradigms
will be discussed. By reviewing both the qualitatand the quantitative paradigm, | intend to
justify the employment of themixed methodologgpproach in the study. The merits of
combining the two approaches are discussed inoge8tR. In section 3.3, the issues of
trustworthiness, validity and reliability are intigated, and the steps taken in the present
study to ensure that these are fully addressedem@ibed. Section 3.4 will summarize the
issues discussed in this chapter.

3.1 Assumptions of qualitative and quantitative resarch methodologies

The differences between the two research paradighhnise illustrated along the following
dimensions: théocusof the investigation, the researabjectivestheproceduresf research,
theresearcher’s rolen the study and th&tyle ofwriting used in reporting the study. The
comparison of the two research methodologies isas three seminal works on research
methodology, Seliger & Shohamy (1989), Creswelbd)9 and Holliday (2002). Table 3.1
summarizes the key characteristics of the qualadind quantitative approaches.

Table 3.1The main characteristics of the two research appcbas

type of approach qualitative approach guantitative approach
focus of investigation  process product

research objectives hypothesis-generating hypothesis-testing
research activities fieldwork measurement
researcher’s role ‘filter’ interpreting reality no impact on results
style of reporting narrative, subjective tone objective account

3.1.1 The research focus and objectives

The qualitative approach to research is primamigaerned withnterpreting social reality
and describing thprocesse®ehind it. Another term used in place of quakltatis
interpretative which also emphasizes thataningis the primary point of interest for the
researcher in this paradigm. In the course of tatale researcthypotheseabout the
research problem can benerated

In quantitative research, the underlying assumpsidhat the behaviour of a chosen
populationcan be understood by investigatingaanplefrom that population (Ferguson,
1981). In order to ensure that the results of tivegtigation are generalizable, which means
they hold true for the population, the sample stidnd representative of the population.

In quantitative studies, the researcher has canatetis about what is salient to look for
when commencing the research. The ‘segment’ oitygalestigated is defined in terms of
variablesin quantitative research. The changes in the bisaare measured by research
instrumentsThe researcher makes predictidmgyotheseabout how the variables will
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change as a result of tlreatment the intervention planned by the researcher. éncthurse
of the quantitative investigation, the hypothesedestedby the means of statistical
procedures. The changes (or lack of changes) imatiables reveal something about the
research problem.

3.1.2 Research procedures

In the present section, the research activitiessike of the population investigated, and the
interpretation of research rigour in the two pagats are addressed.

The following steps are taken in quantitative redeahe researcher defines the research
focus, then they devise the research instrumedtaftar these two steps, thabjectof

research is approached. The focus of the resgheehariables to be studied, and the
instruments, e.g. questionnaires and tests, aigeoho advance. The researcher also predicts
what kind of answers might be found to the resequestions in the form of hypotheses,
which can be supported or contradicted by the rebeasults. This approach to research, in
which the researcher begins the investigation pidtonceived notions and expectations
about the outcome of the investigation, is catleductiveor hypothesis testingesearch.

In qualitative research, the first step is to definresearch topic or subject, and then the
researcher takes the initial steps towards expdtie topic. Research activities are
emergentno a priori decisions are taken on themes, facisthe research, or the research
instruments to be used, as the researcher shatidro allow these to emerge during the
course of their investigation.

Qualitative research entafigldwork which means that the researcher is present aitthef
research for an extended period. During fieldwthik, researcher observes the participants
and setting, conducts interviews and collects daimand other data which might help
them to better understand the specific featurésegetting.

Data collection in a qualitative project beginshet moment of entering the setting, and it is
further shaped by the themes and focuses the obsggudges to be relevant, based on
experience accumulated prior to, and during thdystlihis experience, together with other
factors that might influence the researcher, atedtexplicitly in the research report.

The emergent nature of qualitative research mdeatgtte researcher believes that the themes
and focuses important to the research topic chasitemerge during the data collection.

The researcher also believes they have the alddigevise research procedures to fit the
situation and the nature of the people in it, &y tre revealed’ (Holliday, 2002, p. 6), and

she is able to interpret results arising from them.

If we compare thsize of the population investigatedqualitative and quantitative studies,
we can conclude the following: as qualitative stsdaim to probe deeply into the chosen
topic and setting, they normally do not span adgrgpulation, in contrast to quantitative
studies, which generally do. Qualitative studiepeeially case studies, focus on smaller
groups of people, or in many cases, individual® fdason for this is that the in-depth
investigation of a given phenomenon, and the ifgartb provide a holistic picture of that
phenomenon, compel the researcher to limit theesobghe investigation.

Rigourin quantitative research entails that the researapplies established rules to
statistics, experiment and survey design. Quaivigaesearch is characterised by a high
degree of control. Being fully informed of the cemtions of quantitative methodology, and
following them, is a prerequisite for carrying qutality research.
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The emergent nature of qualitative research, amdctt that the researcher’s subjective view
of the problem play a significant role in qualit&tistudies,, do not mean that qualitative
studies are conducted in an ad hoc manner. Rigogualitative studies means finding
research strategies that fit the setting and ppatnts being studied, and also that the
researcher continuously endeavours to keep traekanfts, find the best way to record them
and instigate the next step in the inquiry. Thelitatave researcher leaves andit trail in

their study, which outlines the decisions they hiaken in the course of the study.

3.1.3 The researcher’s role and the language useadrieporting

As far as the style of writing is concerned, tharmjitative research report is characterized by
an objective, impersonal style. The researchesstathe background, and the use of the
passive, the word ‘researcher’ and the third pessagular are encouraged. The researcher
should not have an effect on the data collectderesults of the research, as objectivity is a
key prerequisite for quality quantitative researtie people participating in the research are
usually referred to asubjectsor participants.

The role qualitative researchers play in their 8165 quite the opposite of the role of the
gquantitative researcher. In the qualitative panadidne researcher is the main instrument of
research, and all of the data and the resultslegeetl through her interpretation. Subjectivity
is thus present in the investigation, and the rebea’s experience, biases and opinions are
explicitly stated. For an example of a descriptbthe researcher’s personal role see
Cherney (1999).

The qualitative study is characterised by a nareagtyle. The text describes the participants,
the setting and the events taking place in thegmess of the researcher. As the researcher is
present at the site of research the descriptigiven from her point of view. It is customary
to use the first person singular in these desongti The people participating in the research
are usually referred to asformantsor participants.

3.2 Combining qualitative and quantitative methods

As shown in the paragraphs above, quantitativeqamdltative research methodologies have
opposing assumptions and objectives. The resultsraal by the two types of investigation
are also of an entirely different nature. In spit¢he sharp distinctions between the two
research traditions, it is possible to combinetti® methodologies in one study. Numerical
results and descriptions concerning the same @spanblem can shed light on different
facets of the same topic, and provide a more réfareswer to the research question. Using
combined methods also increases the validity efidys(Jick, 1979, Creswell, 1996). By
using two different methodologies and collecting analysing two or more data sources to
answer the same research question, the researnengulatestheir findings, and the results
drawn from one source may be confirmed by the te$udm a second one. For example, the
researcher’s observations at the site of reseanthbe confirmed (or contradicted) by the
results of a questionnaire given to the informanthe site. (The concept mfangulation

will be dealt with in detail in 3.3.1.)

The main study, the BHS chat project, was precégdd/o pilot studies. In these studies, the
problem of inclusion was approacheelristically The use of this approach meant that my
aim was to find the dominant themes, and the pettef student behaviour in an EFL class
where chat tasks are included in the syllabus.
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In the present dissertation, which describes th& BkRat project, a combined qualitative and
gquantitative research approach was employed. Tasonefor this combined approach is that
the phenomenon investigated, that is the effett@fnclusion of chat tasks on a group of
secondary school EFL learners, had not been the edgmpirical research in Hungary at the
time of this project’s commencement. Due to theatigwof the subject of the study, |
considered it important to present a detailed pictund description of the chat project, and to
describe the English classes and chat session®ttaplace within the framework of the
project. At the same time, previous studies on thtte language classroom suggested some
themes worth investigating. Consequently, | wag &bldefine a number of steps to be taken
before beginning the research. The variaptediciency in Englishandthe frequency of
language learning strategiasere investigated using quantitative methodsigaré 3.1 the
different stages of the study are shown. The thirdl most important stage of the study, the
BHS chat project, can be seen in the middle Unaketime line of the project, the
guantitative and qualitative elements of the priogee shown. The qualitative element is the
case study of a group that had regular chat sessiats EFL classes for one school year.
The guantitative element included in the studyés t

chat experiment.
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Figure 3.1 Data collection in the BHS chat project
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Since the qualitative and quantitative methodsqidegn equally important part in the study, the
methodological approach of the BHS chat projecstiiiies an example of ‘mixed methodology’. Green
et al. (1989) claim that by relying on both paraasgn a study, different facets of a phenomenon may
emerge. The possibility for exploring different é&s of the inclusion of chat in the EFL classes thas
asset of mixed methodology that | wished to expiothe BHS chat project.

From the qualitative angle, the pilot projects #melBHS chat project are examples of case studies
(Stake, 2000, Yin, 2003). Within the framework loé tcase study, | intended to explore the themes
relevant to the group’s language learning prodéssn the quantitative angle, the effect of chat was
investigated using a quasi-experimental design¢hvimvolved three intact school groups. The indosi
of chat in the language classes was the treatriengffect of which was measured by the use obuari
instruments. The changes in the variables are cadpeith the results in the control groups.

The aim of the present study therefore, is toaadtgenerate hypotheses concurrently, and to sbhaw h
the various components of a chat project functama what added value a chat project can bring to
language learning.

3.3 Concern for the trustworthiness, validity and eliability of the study

In quantitative research, the concepts of validitg reliability play crucial roles in defining havgeful
the findings of a study are for its readers anghstoners’, the people and institutions who may apipy
findings. Similarly, a key concept in qualitativesearch isrustworthinesswhich shows how far the
readers of a study can trust the findings describedqualitative report. Guba (1981) lists four
components of trustworthiness in a qualitative gtadedibility, transferability, dependabilityand
confirmability. In the following paragraphs, these conceptsvélexplained. It will also be shown how
the four concepts relate to notions used in respfesitmilar concerns in quantitative studies: insdrand
external validity, reliability and objectivity. T&3.2 summarizes the four qualitative conceptsthant
equivalents in the quantitative paradigm.

Table 3.2The components of the concept ‘trustworthiness’

Component corresponding concept in the quantitative paradigm
Credibility internal validity

Transferability external validity/generalizability

Dependability reliability

Confirmability objectivity

3.3.1 Credibility

Thecredibility of research refers to how far the findings cacdid#irmed by the sources of the data. In
qualitative research, the researcher can cheosréubility of their findings by doingnember checks
which means asking the participants of the reseatdt they think of the findings and conclusions.
Another method of checking credibility is the arsédyof several sources of data, for example chegdkin
the observation notes, and the interview conduestétdthe participants both lead to the same
conclusions. The technique of using two or more daurces to show that the findings of research
converge is callettiangulation (Seliger & Shohamy, 1989, Creswell, 1994, Hollida§02).
Triangulation is a basic technique used to ensomércnability. Both member checks and triangulation
were used in the present study to ensure the digddf the findings. Member checking was done by
conducting post-project interviews with two of tharticipants and the English teacher of the control
group about the findings of the study. Triangulaticas achieved by collecting and analysing data fro
different sources for each research question.
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The concept of credibility in qualitative reseaisltomparable to that of internal validity in quitattve
research, which is the measure of how far the t®sfiresearch were affected by the manner in wiieh
research was conceived (Seliger & Shohamy, 1989).

3.3.2 Transferability

The second component of trustworthinegsaasferability The concept of transferability concerns the
degree to which the findings of research can bestesired to a context similar to that of the reclearhe
detailed thick descriptiorof the context of the research can assist readestimating how other
contexts compare to that described in the rese@lubk description in qualitative research is the
technique of reporting an event or describing anpheenon by presenting its different facets and &mgpw
its complexity. In the case of a classroom projistlifferent facets can be shown by; presentirg t
participants’ opinions, the investigation of thatten product of the class, the teacher’s expedaeand
the observation of the participants’ behaviour. Traesferability of research should also be ensured
gualitative studies by leaving amdit trail, a record of the steps and decisions taken iedhese of
research. This record enables the reader to trathsf@esults to another setting. In the preserlyst
transferability was ensured by presenting thickcdpions, and giving an account of the important
decisions taken in the course of the researchytiised in Chapters 5 and 7, which approacheddpie t
of chat in the EFL class qualitatively.

In quantitative studies, generalizability is a keycept. Generalizability means that the findiofys
research are applicable to the whole populatiorséimeple was part of. The findings of qualitatived#ts
cannot be generalized to larger populations Howednechoosing the setting in which an in-depth
analysis of the phenomenon researched is postieleualitative researcher can provide a descriptio
that helps their readers ‘vicariously experien@séhhappenings and draw conclusions’ (Stake, 2000,
439). Consequently, the investigation will be tfargble, and the reader can compare the motives and
patterns described to other cases and settings.

3.3.3 Dependability

The third concept of trustworthinessdispendability The quantitative counterpart of dependability is
reliability, which refers to how accurate and ceteit the data collection was. Dependability also
concerns the stability of the research instrumblotsever, as humans are used as instruments in
qualitative research (Guba, 1981), shifts in tlsériiments are not interpreted as errors, as tleyar
guantitative research. Changes in the ‘instrumentsattributed to the emergent nature of quaiviitat
inquiry. As the researcher progresses in theiriiigg) they have ‘evolving insights and sensitesti
(Guba, 1981, p. 81). In this procesagckability takes on the main role, instead of consistency.
Trackability means that the decisions the reseanmtiages in the course of research are precisely
documented in the research report. Dependabiliqualitative research thus consists of both cossist
and trackability. In the present study the two ¢Begconcerning qualitative research, chapter bitahe
evolution of the inclusion of chat tasks in the Edffasses, and chapter 7 about changes in motivatid
attitudes towards chat, provide an account of #eésibns | made in the course of the project.

3.3.4 Confirmability

The fourth and last concept included in trustwontisis iconfirmability. Confirmability concerns the
neutrality of the data produced. While conductimg study, the qualitative researcher collects fiiata
different sources so that the findings can be gyigatted. The qualitative researcher should alsordethe
events in the study, reflect upon them, and kesgktof the decisions they made during the studierAf
the study has been conducted, and the researgietsen the research, it should be extensively
documented, so that the data is available to theéers. The presentation of all the products ofarese
including the data, is callagbnfirmability audit(Guba, 1981). The word ‘audit’ here refers tofdm that
the researcher makes it possible for her readersamine all the documents of her research. Inracde
achieve confirmability, the qualitative data wareluded in the appendix of the study (see Chapter 4
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The guantitative counterpart of confirmability isjectivity. Objectivity is achieved by removing the
investigator from the inquiry. While in qualitativesearch, the main instrument is the researcher
themselves, in quantitative research, the reseaechploys objective research instruments to make su
that their personal bias and subjectivity do ntarifiere with the findings of research. In qualitati
research, the researcher explicitly states theopatdiases that influence data collection and
interpretation. In the present study, the perstawbrs that influenced the course of research were
recorded in the Language Teacher’s Journal (sewigigsn in 4.3.7.8 and the document in Appendix 3)
As a result, the reader is aware of the factorsttad an impact on the course of the research.

3.4 Summary

In the preceding paragraphs, the assumptions ymigthe qualitative and quantitative research
paradigms were discussed. The comparison of thedsearch approaches, the rationale for using
combined methodology in a study, and the descriptichow the two differing approaches ensure the
credibility of the findings of research were praatbas a theoretical background to the complex and
unusual methodology used in the present study.

In the following chapter, the methodology employethe BHS chat study, and the two pilot studies
preceding the chat project, are elaborated on.

4.1 The research problem

The main question the present study focuses what influence the inclusion of chat tasks hashen t
language learning process of Hungarian EFL learnkenguage learning process encompassed issues
related both to the language learners and the dgggalasses. The inclusion of chat tasks in thdiging
classes was investigated in three stages. Eaoch stagprised a chat project. The first two of the¢h
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successive chat projects were pilot studies. Tdirfgs of the pilot studies helped me to narrowftioels
of research and determine the design of the BHfgqtro

4.2 Pilot studies preceding the BHS chat project

In the following sections, the two pilot studiegpeding the BHS chat project are described, and the
rationale for the main study is outlined. The fpsbject (Pilot 1) took place at a Hungarian seeond
school near Budapest, in the spring semester &&.20%&Id a number of chat sessions with an English
teacher colleague’s group at the school. The sepmjdct (Pilot 2) was carried out at an English
language camp for secondary school learners iauhener of 2003, where | was working as an English
teacher and had daily chat sessions with the leameny group. The final, and largest in scal¢hef

three projects, the main study, was conducted daBligh School, a secondary school in Budapest fro
September 2003 to June 2004. Figure 4.1 show$itee tonsecutive chat projects.

Figure 4.1 The three stages of the chat study

Pilot 1 Pilot 2 BHS chat patje
spring 2003 summer 2003 school year 2003-2004
—>> o > . >

4.2.1 The first pilot study

In the spring of 2003,organized chat sessions for secondary schoaléesiof English in order to
explorehow chat tasks worked in a language classroangwhat attitudes the learners had towards
online chat

4.2.1.1 Setup

| was not teaching at a secondary school at time. tAn English teacher acquaintance at a secondary
school near Budapest offered me one 45-minutenegseeek with a lower-intermediate group she was
teaching. The group consisted of twelve 16-yearstidents.

There were six chat sessions altogether. Thewsitg.trefort.netwas used for chatting, because it could
be used without altering anything in the computérthe school, it was possible to save the chathege
and several of the participants were already familiith it. The first session was spent learnintptpin
and use the chat site. In the following sessidresparticipants performed various chat tasks irsp@he
tasks were selected from a collection of commuive&ictivities for pre-intermediate learners of ksig
(Kay, 1999). At the end of the chat-project, | asKee participants’ opinion about online chattinghe
language classroom in a questionnaire (see Appehdix

4.2.1.2 Findings

The project described in the preceding sectionltexin the following findings. The first finding
concerned the composition of chat pairs. Althoughgarticipants were enthusiastic about chatthmey t
were not all present on every occasion, so there ne set pairs. This had a negative effect on the
participants’ performance: some pairs did not lilarking together at all.

The second finding was related to how a chat taskfit into a secondary school English class: a 45-
minute-lesson was not enough for logging in to winefort.net which sometimes took 5-10 minutes, and
completing the task. The chat sessions were imrtedglifollowed by another class in the computer room
so most of the time the chatters could not finfghtask and left the chat session disappointed.

The third lesson learnt in the project was aboobsing tasks for the chat class: | did not know the
participants very well, and had no opportunity bs@rve their English classes regularly, so | cowatd
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really tailor the chat tasks to their proficieneyé¢l and needs. This became apparent from theettat
the learners produced. If a task was too diffitaithe learners, they could not complete it susfualy.
(For a sample chat log saved from one of the sessiee Appendix 1.)

4.2.1.3 Preparing the second pilot study

Using the findings of the first investigation, lailged to carry out a second, improved project. &hre
important factors needed to be modified in the pesject. Firstly, | concluded that the chat tadkswdd

be designed for a group I myself teach and knaeo8dly, double (i.e. 90-minute) lessons were eded
in the computer room. Thirdly, the chat site usadchatting was not ideal for learning purposes:
sometimes it took very long to log in and studéxest forgetting their passwords. | had to find atctite
or software that was easier to work with.

4.2.2 The second pilot study

This investigation was intended to find answergh#ofollowing questions:

1) What steps should the English teacher takecladie and integrate chat tasks into her lessons?
2) How useful is the inclusion of chat for the lezns’ proficiency in English?

3) What is the learners’ attitude to the inclusifrchat in EFL classes?

4.2.2.1 Set-up

The second, improved chat project took place inramser camp in Hungary in July 2003, where | was
teaching a group of 10 intermediate students fday&. The age of the participants ranged between 15
and 18 years.

Every day there were six 45-minute English less8rmdouble lesson was spent in the computer room.
The participants carried out nine different typéshat tasks, and | chose them so that they were
connected to the topics of the other lessons. d$lkstwere taken from Kay (1996) and Greenall (1996)
The sitewww.chat.huwas used for performing the chat tasks, becawgasteasy to reach and work with,
and one did not have to register and use a passwdwd in. Most of the time the participants ckdtin
pairs. There was one whole-group online chat dsonsn the programme. The chat texts produced by
the participants were saved.

Six of the nine tasks were goal-oriented, as latet by the three examples below:

1) Jigsaw reading: student A and B read differertston the same topic, and they asked questidirdto
out what the other text was about.

2) Taboo: student A got a list of words. Studerta8! to find out these words with the help of A’s
definitions. Under each word, there were four wardsely associated with the words to be guessed, f
example if the word ‘bank’ was to be guessed, #s®eaated words could be ‘building, money, save,
account’. Student A was not allowed to use theselsvim the definition. This made defining and
guessing much more difficult.

3) Picture dictation: Student A and B got differpidtures with a lot of small details. Student Actdted’
her picture to student B, who tried to draw thduie. Then they exchanged roles. The student wiso wa
drawing could ask questions about the picture thenthe drawing as precise as possible. Three of the
tasks were open-ended tasks, such as the follcadgtigties:

4) Discussing musical tastes in pairs.

5) Group discussion about a film watched in theviones lesson.

At the end of the project the participants weresdskbout the whole chat-project in the form of a
guestionnaire (see Appendix 5). The participantevasked to rate the chat tasks according to how
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interesting and useful they found them. The memobktise group also wrote an essay in English ontwha
they thought about chat tasks in language learning.

4.2.2.2 Findings

During the second chat project, | was able to dater the composition of chat pairs, the materialdus
the non-chat English classes, and observe therggideehaviour in the classes. | could also reviesy
chat texts produced after each chat class. As hiweé control over the teaching process, and could
integrate the chat tasks better in it, the findiafjthe study provided a more accurate picturénef t
influence of chat tasks on EFL learning than th& pilot study. Three factors emerged as decfsoa
the viewpoint of the success of the chat sessienchoice of chat task, the quality of language the
participants produced in chat and the stabilitthefsite used for chatting.

As far as thehoice of tasks concerned, the comments the students made ichiit classes, the analysis
of the chat texts, and the student questionnaénesated that the participants enjoyed play-orietdsis
the most, where creativity was required. The mesftul and enjoyable task turned out to be Taboo.

When investigatinganguage usén the chat texts, | found that the learners didnmecessarily make an
attempt to write correct English in online chateythad to be encouraged to do so. Revising and
correcting the texts (by teacher and chatter)radeed important steps if chat tasks are to be fesed
language learning purposes.

The participants found performing chat tasks vesgful for improving their English. However, sintey
were all Hungarians, they had the same L1 andm@llbackground, and communication was easier for
them than it would have been with a partner witlomtthe only shared language would have been
English. The problem of using L1 in the chat sassioould be controlled by revising and checking the
texts.

The results of the project evaluation questionnainel the essays the participants wrote aboutichat
language learning revealed that the group founahia¢ tasks to be an interesting and useful patteof
English course.

Thesite used for chattingvww.chat.huwas technically very good, but still not perfeat fhe purposes of
a chat project. Since the site is public, the enativere sometimes disturbed by ‘strangers’ looking
chat partners on the site. The ideal chat roomgropgect should be protected from strangers.

4.2.2.3 Implications for the Buda High School chaproject

After having conducted two chat projects, and hgwvaviewed the literature on using chat tasks in
language learning, the assumption that online iclgatian be a useful tool in language learning for
secondary school students seemed well-foundetkended to learn more about how it can be included
within the framework of a secondary school Engéighabus, and what effects its inclusion would have
on the language learning process of the particgpdifte following paragraphs will list the lessoearht
from the pilot studies that assisted me in desmaitarger-scale study, the BHS chat project.

The students’ reactions to the questionnaires stidlagt chat tasks can offer an enjoyable means of
learning, and the inclusion of chat in the languelgss can be a source of motivation and generate
positive learner attitudes towards learning Englidte motivating nature of chat tasks in language
learning, and the usefulness of revising the atgd hfterwards are also mentioned by Beauvois (1992
1995), Lee (2002), Toorenaar (2002) and Warschd@86).

As far as thenethod of including chas concerned, | regularly read the participantsitdexts, and

realized it should be made clear to the participabthe beginning of the chat-project that, besside
performing the task, correct spelling and grammnarvary important.
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During the course, the learners often made evakiabmments and came up with ideas about what they
would like to do in a task. This behaviour wasgnif the learners’ involvement, and made me realiz
that the chatters’ involvement can be increaseduiiging their feedback into the chat tasks todwi! |
devised a model of the steps that should be takeorporate chat into the EFL classes. Figure 4.2
shows the seven steps of tthat inclusion cyclewhich consists of the preparation of the session,
designing the task, the chat session, and itsnadiiév. Then the cycle begins again with the desfgheo
task.

Figure 4.2 The chat inclusion cycle

1) Teacher design$
/—v chat task ‘\‘
7) Teacher 2)Teacher
evaluates chat logs presents task in
class
A
A 4
3) Learners grasp
6) Learners correc task, give feedbac
their chat logs
5) Teacher reads 4) Learners carry
chatlogs and [« out task, give
gives feedbac feedbac

To remedy the problem of chat instability on thieinet, IRC (Internet Relay Chat) software can $edu
When using IRC, the participants are protected fstnangers, and no Internet is needed for classroom
chat. This is a great advantage considering how Biternet connection is in most secondary schiools
Hungary.

Using the experience gained from the pilot studiest out to conduct a year-long experiment at a
Hungarian secondary school, in order to explore ti@iinclusion of chat influences the EFL classes
Section 4.3 is devoted to the description of théhoes used in the BHS chat project.

4.3 The Buda High School chat project

In the following sections, the research methodsl us¢he chat project are described. Section 4.3.1
outlines the research questions guiding the ingastin. Section 4.3.2 gives a description of théree
Section 4.3.3 is about the participants involvethmproject, the chat group and the control grolmps
Section 4.3.4, the chat tasks used in the studgleak with. In Section 4.3.5, the software usedfat is
introduced. In Section 4.3.6, the types of datéect#d are listed. Section 4.3.7 briefly summarizbat
has been said in chapter 4 about the methodolothed8HS chat project, and provides a preview ef th
chapters on data analysis.

4.3.1 Research questions
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The aim of the present study isdescribe the effect of the inclusion of chat tasksecondary school
EFL classes on the participants’ language learnimgcessThe effect of the inclusion was investigated,
focussing on the following research questions:

1 How can the chat tasks imtegrated into the EFL classas school?

2 How does the inclusion of chat influence theipgrants’ EFL proficiencyandlanguage learning
strategie®

3 How does the chat inclusion cycle influence tagipipants’attitudes to chat taskandmotivation for
learning Englisf?

4 What impact does the inclusion of chat have erprticipantslanguage use

Table 4.1 outlines the research questions andatiesponding types of data collected in the chaitigr

For each data type, the type of analysis condustgven. All of the data listed below was colktin
the school year 2003-2004.
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Research guestion

Data type

Analysis

1 How can the chat tasks be integrated into the &&$ses at
school?
(Chapter 5)

guestionnaire on background

gualitative analysis

chat logs gualitative analysis
journal gualitative analysis
interview gualitative analysis

2 How does the inclusion of chat influence theipgodnts’ EFL
proficiency and language learning strategies?
(Chapter 6)

pre- & post-test papers of proficiency in
English

guantitative analysis

pre- & post-test
strategy inventory questionnaire

guantitative analysis

3 How does the chat inclusion cycle influence thgigipants’
attitudes to chat tasks and motivation for learrnglish?
(Chapter 7)

journal
background questionnaire
chat logs

gualitative analysis

guestionnaire on attitudes

guantitative analysis

4 What impact does the inclusion of chat have erptrticipants’
language use
(Chapter 8)

chat logs

quantitative analysis
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4.3.2 Setting

The chat project took place at a secondary scinoBudapest in the school year 2003-2004.
Whilst looking for a secondary school where | coebahduct the study, | was offered a group at
Buda High School, with the assistance of a colleagfwniversity. In June 2003, | visited the
school to discuss the practicalities of the proyeith the headmaster, the head English teacher
and the I.T. teacher at the school. The group badéetting seemed optimal for conducting the
study | had planned. For details on the first yisite the first entry in tHeanguage Teacher’'s
Journalin Appendix 3.

4.3.3 Participants

In the BHS chat project, three groups were involvedifferent stages of the data collection. The
investigation focussed on the case of the chatyf@hG) and further involved two control
groups, control group 1 (C1) and control group 2)(C

The chat group

The chat group consisted of eight 17-year-old sitgjesix males and two females. The group was
taking five English lessons a week. English wasstndents’ second foreign language. The
English proficiency of the learners was approxinyadt level B1. The general proficiency test
(GPT) results of the participants at the beginmifithe project are shown in table 4.2. The
learners in the chat group came from two diffedasses and did not form a group in any other
classes. When they started their first year at BH&y all knew some English already. According
to the students’ own, and their class teacher'ggatent, they stood between levels B1 and B2
(Common European Framework, 2001) in German, wiigh their first foreign language. They
were fairly experienced language learners. In $eipée 2003, when the project started, they
were in the third year of secondary school. | wessrtthird English teacher at BHS. Both of their
previous teachers told me the group was diffiauthandle.

In table 4.2, the background of the members ottte group is given. The information was
gathered by means of a background questionnaieed(8e7.1) at the beginning of the project, in
September 2003. For the sake of confidentiality,rtames of the students have been changed. |
gave them new, English names which resemble thaugkrian names. The following names are
used in the study thus: Mitch, Ben, Footie, Pipat, Tom, Seth, and Matrtin. Piper and Dot are
girls, the rest of the students in the group agesb@®n a number of occasions, an American
exchange student also participated in the claSseswill be referred to as Lara.

The second column in Table 4.2 shows the partitgaasults on the pre-test General

Proficiency Test (see section 4.3.7.5). The narhésegparticipants are aligned according to how
high their total score was on the test. Only onthefgroup members, Ben, had a score above
80%, the level above which candidates at The E@aophanguage Certificate language exam (see
www.telc.hy can receive an intermediate-level exam certiéic@his type of exam was used to
measure English proficiency at BHS.) Six particiigamere between 60% and 80%, which is at
B1 level. Only one participant, Mitch, was loweath60%, thus not yet at level B1.

The third column in Table 4.2 shows the score gacticipant gave themselves on a self-
assessment scale about proficiency in English fotmh column shows how often they used the
computer. There was a computer in all of the pigditts’ homes, and they all had access to the
internet. They had all tried chat before.

The fifth column of the table shows how each sttifi@habout language learning at the

beginning of the project, in September 2003. TRéhgiolumn shows how they felt about
speaking English. Mitch and Dot, who were the I@asficient in English as the test scores
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showed, were not positive about learning Englisbugh Dot thought that language learning was
interesting sometimes, so she had a partly positivterde towards learning English. Three
members of the group only marked negative adjest@mut how they felt when speaking

English. Footie and Piper had mixed feelings alspetking English: they felt it was exciting and
they felt embarrassed at the same time.
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Table 4.2Background information about the members of the dhgroup

name gender GPT max:35 frequency language when | speak
max: of learning is ... English, | feel ...
100% computer
use
Ben male 83 28 1-2 hours ainteresting it is an exciting
day challenge
Footie male 73 28 every day interesting, easy it is antiexc
challenge,
embarrassed
Mart male 71 21 notvery - it is an exciting
often challenge
Tom male 70 23 several interesting, confident
times a entertaining,
week easy
Piper female 69 31 2-3 times a interesting, easy it is an exciting
week challenge
embarrassed
Seth male 66 25 every day interesting, anxious
entertaining
Dot female 64 20 every interesting anxious, silly
second day (sometimes),
difficult
Mitch male 43 23 every day boring, nerve- embarrassed
racking

Control group 1

In order to answer research question 2, the pesfay skills and the language learning strategies
of the chat group were compared to those of cogimmlp 1 in a quasi-experiment. The types of
data collected in this group and the time of cditecare shown in Table 4.3 below.

Table 4.3Data collection in control group 1

Research question Data collected in C2 Time dhta collection
Influence of chat on Pre- & post-testing of October - April 2004
proficiency and learning  proficiency

strategies

Pre- & post-testing of learning
strategies

The members of control group 1 were in the thirdry&f secondary school in 2004-2005, just
like the chat group a year earlier. The languagems in the third year at BHS were formed on
the basis of which foreign language the learnedsbieen taking at school, from either German or
English. In each year there was one group whick Exalish as the first, and one group which
took English as a second foreign language. Thigireat it was not possible to compare the
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chat group’s performance to that of another groughé same year. Hence, the control group was
observed in the school year 2004-2005.

The group had 17 members, and they all came frensdime class, unlike the members of the
chat group. Another difference between the two psouas that the control group was made up
of real beginners at the start of the first yeaestondary school. This meant that the members of
the group learnt the items they knew together,gncaip. They also had two years of continuous
instruction suited to their own level. The confgobup had the same teacher for the first two
years. From their third year at secondary schbeir form teacher took over as their English
teacher. The control group’s first teacher, and floem teacher also, stated that it was a good
group, and the students were fairly easy to wotk.wi

As the description above reveals, there were a ruwitbasic differences between the chat
group and the control group. Firstly, the contnaugp was more than twice the size of the chat
group. Secondly, the level of their English difiésmhen they started learning English at BHS.
Thirdly, the control group was a community in whitle group dynamics worked quite well, and
the group members had positive experiences ofilgainglish together. According to their
previous teachers, this was not the case in thiegchap.

In spite of these differences, which are obviouedts to the validity of the results of the study,
the similarities between the groups, the fact they had been learning at the same school and
were both in their third year, and that both grorgeived instruction suited to their level for the
school year studied, made the comparison worthwhile

Control Group 2

During the BHS chat project, in the school year2Q004, a fourth-year English group was
asked to participate in two chat sessions. Thiggtad 14 members. The purpose of the chat
sessions in control group 2 was to collect chad datin English group at BHS where there was
no regularinclusion of chat tasks and no reviewing and aioa of the chat texts. Table 4.4
below shows the type of data collected in this grand the time of collection.

Table 4.4Data collection in control group 2

Research question Data collected in C2 Time dhta collection
1 The effect of inclusion Two chat sessions March, May 2004
cycles
3 Attitudes to chat tasks Questionnaire on attituand May 2004

motivation

It was considered advisable to collect chat datanfa group in the same year as the chat sessions
in the chat group were taking place, because ttitha it was possible to use the computer room
for chat, and | had daily contact with the Englishchers at BHS, so the sessions were relatively
easy to organise in another class. The membelreafroup were also asked to fill in a
questionnaire about attitudes towards chat tasitseirclass.

4.3.4 The treatment: the tasks used in the chat pyect

The BHS chat project included 23 chat sessionsimitie framework of the English lessons of
the chat group. Appendix 14 contains the complstef tasks used in the project, and the type
and source of the tasks. There were seven task igppeduced in the chat sessions:

1) jigsaw

2) information gap

3) opinion exchange

4) story-telling
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5) interview
6) role-play
7) vocabulary and grammar practice

These types of tasks are frequently used in tleedreduction phase of language classes
(Scrivener, 1996), in which learners are supposgutdduce target language freely and

creatively. The choice of the tasks was motivatethbee sources: the task types suggested in the
literature on chat in language learning (see Ch&)tehe lessons learnt from the two pilot

studies (see section 4.2) and my experience gaintbe course of the BHS chat project. (For a
thick description of the latter, see Chapter 5.)

4.3.5 The software used for chat: Internet Relay Cdt

The software the participants used when carryirighaichat tasks was Internet Relay Chat
(IRC). IRC is a synchronous form of computer-mestiatommunication. This means that two or
more people, who are sitting in front of their cartgy at the same time, can communicate with
each other with the help of their computers. Thamaters communicating with each other must
be connected by the Internet or an intranet.

The software used in the project was text-onlythgoparties engaged in chat only had to express
what they wanted to say to their partners by usiegcharacters on their keyboard. There was no
sound or picture in the software.

When using IRC, the chatters see two windows oin toenputer screen. In the lower window,
the message can be typed and edited. By clickinhefsend’ button, the chatter can send their
message to the other party or parties, who camwrimsend a reply to the message in a similar
fashion. There is also a larger window on the camepscreen, where messages sent by
participants in the chat conversation appear. inislow thus shows the dialogue to which all
parties can contribute. The text of the chat diaéggvhich is called a chat log, can be saved on
the computer.

Chatting in IRC takes place in chat rooms or chbntiat can be created by the chatters, or the
chatters can log on to existing channels. A roora channel is a virtual space where the chatters
can meet and ‘talk’ to each other.

4.3.6 Data collection procedures

Within the framework of the study, the followingos of data were collected:
1) Questionnaire on Background (QB)

2) Questionnaire on Attitudes (QA)

3) End-Project Interview (EPI)

4) Task Evaluation Questionnaire (TEQ)

5) General Proficiency Test (GPT)

6) Strategy Inventory for Language Learning (SILL)

7) Chat logs from the chat group and control group

8) Language Teacher’'s Journal (LTJ)

9) Member checks (interviews)

Figure 4.3 below shows when the different datdédhat group were collected in the course of
the school year, between September 2003 (begimfitige project) and November 2005.

Figure 4.3The data collected during the BHS chat project

123



Online chat in the secondary school EFL class
Chapter 4 Research Methodology

ChG, C1 Cc2 ChG, C2
Sept 2003 March,May Oct 2004  April 2005 Sept 2005 Nov 2005
2004 N -
(M NYNRYNINONY
QB member check 1 (teacher)
23 chat tasks ChG pre-GPT,SILL post- member check 2 (students)
LTJournal GPT.SILL
QB
pre GPT,SILL  post-
GPT,SILL
QA, EPI
chat tasks C2
TEQ
TEQ

In the following paragraphs, the data collectioogedures are described.
4.3.7.1 Questionnaire on Background

A questionnaire on the background of the partidpamthe chat group and control group 2 was
administered at the beginning of the 2003 schoaf.yEhe questionnaire was administered to
control group 1 a year later, at the beginninghef2004 school year.

The questionnaire was compiled based on the magistipnnaire provided in Gedeon et al.
(1993). Questions about the participants’ languagming experience and computer skills were
added. The questionnaire included questions aheuotlowing topics:

1) reasons for learning English,

2) self-assessment of different areas of languagfécigncy,

3) computer access at home,

4) internet access at home,

5) frequency of computer use,

6) type of activity conducted on the computer,

7) self-assessment of typing skills,

8) attitude to learning English,

9) feelings about speaking English.

The chat group’s answers helped me to form the djfael students worked in when performing
the chat tasks. At the beginning of the chat pitpjguut students with similar computer literacy
levels, proficiency levels and interests into thme pair or small group. (See the complete
questionnaire in Appendix 6.)

4.3.7.2 Questionnaire on Attitudes

The questionnaire on attitudes was based on thplsajuestionnaire in Gedeon et al. (1993),
Beauvois’ questionnaire on attitudes towards CM@E) and my observations about the chat
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inclusions. The language of the questionnaire wasgidrian. (See the complete questionnaire in
Appendix 7.)

The participants in the chat group and the comrolips were asked to fill in the questionnaire at
the end of the school year. The questionnaire oweda’ questions, covering the following
points:
1) reasons for learning English,
2) attitudes towards learning English,
3) classroom activity preferences,
4) emotions related to speaking English in class,
5) attitudes towards chat in the EFL classroomuifing questions addressing the following sub-
topics:

a) The inclusion of chat tasks makes languag@ailegimore interesting.

b) Chatting is a useful tool for language learning

¢) When doing a chat task with a fellow group membcan work autonomously,
without the teacher’s control.

d) When doing a chat task, | can learn Englisa stress-free environment.
6) self-assessment of language skills developezhht;
7) overall evaluation of the inclusion of chatliretEFL classes.

The questionnaire consisted of open-ended itesmsitvhere students were asked to mark on a
Likert-scale, between 1 and 5, how true an itemfeathem, and items where students could
choose one or more from a number of answers.

The guestionnaire was validated by two types ohos. The first method was expert-rating, in
which two experts in the field of applied lingucstiwere asked to give their opinion, both about
the questionnaire as a whole and its items. Théadedf expert-rating is advocated in Brown
(2001). Using the feedback given by the two expdhnts questionnaire was modified, and the
corrected version was given to two students, aagid a boy, who were not participants in the
chat project. They were asked to fill in the quastiaire and vocalise their thoughts while filling
it in. This method is called thtink aloud procedureand it is used to explore the mental
processes taking place in the head of informantkewiling in a questionnaire, taking a test, or
doing some other activity involving important caotiye processes. | took notes of the students’
questions and ideas, and modified the questiontmimeake sure the questions posed in it were
clear and suitable for the purpose intended.

4.3.7.3 End-project Interview

At the end of the BHS chat project, | interviewedtle participant in the chat group to learn about
how they evaluated the project and the group’snassy The interviews were conducted in the
last week of May 2004, one week before the pr@edtinstruction finished. | conducted the
interviews myself. | had asked a colleague to aigsésin the interviews and take notes of what
the students said. The language of the intervieas Mungarian. Six of the eight participants let
me record the interview with a Dictaphone. Two stud did not want to be recorded, so both of
us took notes of what they said. The questiongladull text of the interviews are included in
Appendix 8.

At the beginning of the interview the intervieweesre told that we were planning to launch a
new chat project at another school, and this is wéyvanted to know how the interviewee
evaluated the project. The interviews took betwHgand 15 minutes.

The interview was standardized and open-endednBuiie interview, the same eleven questions

were put to all of the participants. The questimese open-ended. This type of interview ensures
consistency across the interviews, makes compaatsanswers possible, and minimises the
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variation among the interviewees (Patton, 2002 fbinmat of the interview was focussed on the
issues raised by the questions, so time was ufiegtefly, which was very important considering
the school setting. However, | remained open terogsues related to the evaluation of the chat
project, and a number of times asked some followugstions to the participants and encouraged
them to elaborate on the topics the participardsdint up in their answers. When compiling the
questions for the interview, my aim was to gaimasgh information as possible about the
participants’ experience of the inclusion of clasiks in the EFL class. | expected that the
participants would touch upon the positive andgtablematic aspects of the chat project as well,
and talk about how they thought the medium, thiestathie correction of the texts, the chat
partner, and the group influenced their learninthenchat project.

4.3.7.4 Task Evaluation Questionnaire

At the end of the first semester, in February 2@ at the end of the second semester, in June
2004, the members of the chat group were askedalaate the chat tasks they had completed
according to how useful and interesting they hathébthem. The participants were asked to give
grades to these tasks, between 1 (useless/bonddj éuseful/interesting). In the first semester,
the participants were also asked to write dowmtraes of the three group members they
enjoyed working with the most, and to explain ttisice. In the second semester, the
participants were asked to write down who theyWwatked with, and to evaluate their common
work. The question about partners was Questionbdih questionnaires. In both questionnaires,
in Question 3, there was room for the participafutther comments or requests.

The purpose of the questionnaire was to gain infbion about each participants’ evaluation of
the chat tasks, and to find out how they felt altbeir chat partners and what made them feel
their partners were good or unpleasant to work.with

4.3.7.5 General Proficiency Tests

To answer research question 2, pre- and a poghtafstiency tests (that show fine changes in
the learners’ proficiency level,) were administeredhe members of the chat group and control
group 1. The pre-test was administered to the gitwatp in September 2003. The post-test was
administered in March 2004. Control group 1 took pine-test in October 2004, the post-test in
April 2005. Consequently, there was a time inteofdlve months between the pre- and the post-
test in both groups.

Both of the tests were standardised general peofayi tests of English. The pre-test was the
International Certificate Conference Examinatioftirglish. The post-test was the Mock
Examination for level B1 of The European Languagetificates. The reason for choosing these
tests was that the school administers them eveytpethe third-year students who have English
as their first foreign language, so | could obtamn compete sets of proficiency tests. Both tests
were for intermediate-level learners of Englishhigwing 60% on the test was the threshold for
reaching level B1. Achieving 80% or more in thessid meant that the candidate had reached
level B2, and could obtain an intermediate-leveglish Language Certificate from the
Hungarian Institute of Foreign Language Studie&}IT

The proficiency test had five sub-sections:
- Reading Comprehension,

- Listening Comprehension,

- Language Elements,

- Letter Writing, and
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- Oral Examination.

An overview of the items in the five parts is givierAppendix 11. The first three sections of the
test were corrected using the answer keys foretsis.t The writing and oral parts of the test were
assessed by myself and another examiner, an Engéisher colleague from BHS. Each score
was calculated by taking both of the individualresowe had given into consideration, and an
agreement was reached.

4.3.7.6 Strategy Inventory for Language Learning

The language learning strategy repertoire of timéggaants in the chat group and control group 2
was investigated with the help of Oxford’s SILL,rg®n 7.0 (ESL/EFL) (1990, pp. 293-300).
The SILL is a self-report survey of language leagrétrategies. Oxford claims that the SILL was
‘extensively field-tested, demonstrated to be highlid and reliable, and used for both research
and classroom practice’ (p. 199). Janssen-van Digi@92) also claims that self-report can serve
as a valid and reliable tool in assessing the Warskills.

The pre-test questionnaire was administered tahhégroup in September 2003. The post-test
questionnaire was administered in March 2004. @bgnoup 2 took the pre-test questionnaire in
October 2004, and the post-test in April 2005. @guently, there was a time interval of five
months between the pre- and the post-test in bothpg.

The inventory is a list of 50 statements dividet i sections. The sections contain statements
about the following strategy types:

A. Remembering more effectively

B. Using all your mental processes

C. Compensating for missing knowledge

D. Organizing and evaluating your learning

E. Managing your emotions

F. Learning with others

When filling in the inventory, the students wer@posed to mark the statements according to
how true they were for them, on a scale betweamd15a A profile of the student’s language
learning strategy repertoire could be compiled whih help of the inventory, which included the
average of scores given for the different sectians, an overall average of how often they
employ language learning strategies.

| assumed that the results of the self-report wpuoidiide a realistic picture of the learners’
activities. To ensure that learners would not waidpgut giving low grades to the statements, |
reminded them before filling in the questionnalrattthere were no right and wrong answers.

The SILL was translated into Hungarian. Two thiehy students, a boy and a girl, who were not
members of the chat group, were asked to fill angbestionnaire using the think-aloud method
(Cohen, 1987, Elekes, 2000). While filling in theegtionnaire, they were vocalising their
thoughts. | made notes of the students’ ideas ardtipns, and modified the translation of the
questionnaire accordingly. This enabled me to enthat the ideas expressed in the original
version of the SILL were translated accurately idtongarian (see translation in Appendix 10).

The participants in the two groups were askedltinfthe SILL both at the beginning of the
school year, and at the end of it as well. | inahtb find out if any changes in the participants’
repertoire had occurred in the space of a yearydnather the chat project had had an effect on
any such changes.

4.3.7.7 Chat logs in the chat group
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During the BHS chat project, the chat group took pa23 chat sessions. In the chat sessions, 23
different chat tasks were completed. An importaep $n completing the chat task was saving the
text onto a floppy disc. The chat logs were sawell&rosoft Word documents. The texts were
printed so that | and the participants could revikgtexts afterwards. | wrote my comments
about the chat logs on the printouts following eelsht session and gave the printouts to the
students in the class following the chat sessitie. Siudents’ task was to correct their chat texts
with the help of the comments. The students windecbrrections on the printouts. The printouts
were collected in a file (for a sample of chat Ifgsn the different task types, see Appendix 9).

4.3.7.7 Chat logs in the control group

During the BHS chat project, on two occasions tieenimers of control group 1 were asked to
participate in a chat session. The texts of thedessions were saved. The purpose of these two
chat sessions was to be able to compare the ahgp’grattitude towards chat tasks with that of a
group which did not have chat included in their Esfigcourse at school.

4.3.7.8 Language Teacher’s Journal

During the whole BHS chat project, | kept a jourofithe events that occurred in the classroom
and at the school. On the one hand, the purpodegburnal was to record my observations
about the project, and to note down the particgar@mments, which | intended to use as data in
the study. The journal was also meant to servesasiace of data for triangulation. The results
gained from other data sources could be verifiei@lsified by the processes that could be traced
in the journal.

On the other hand, the journal was a useful réfletbol for the teacher. Recording the main
events in the journal helped me to reflect on nagléng and use my experience in planning the
lessons ahead. As the chat project had a partlygéngedesign (the order of chat tasks was not
predetermined, and the choice of tasks dependedyariass experience as well), evaluation of
previous classes was carried out with the heleeorations noted down in the journal. The
journal thus constitutes audit trail of the events that took place and decisions tleséwaken in
the course of the research. This record of evardsiacisions improves the trackability of the
research.

When the project ended, the journal, which was haritien in Hungarian in my notebook, was
translated into English and typed into a word doentnThe notes in the journal were taken
during and after the English classes. The presasetis often used in the journal to show that |
observed the processes relevant to the workingsegbroject as a participant. The complete
journal can be read in Appendix 3.

4.3.7.9 Member checks

In order to check the credibility of the findingktbe research (see 3.5.1) | conducted member
check interviews with two members of the chat grawuith the assistance of a teacher from BHS.
The teacher was the English teacher of controlmfgishe will be referred to as H. S.
henceforth. The performance of control group 1thedchat group was compared in a quasi-
experiment (see 3.4.1). In order to check if myatesions converged with those of my
colleague, | conducted an interview with H. S. Titerview took place in September 2005. |
listed the results of the quasi experiment to Harfsl asked her how she could explain the
differences. | took notes of what H.S. said. Thearhpared H. S.’s explanations to my own. The
results are included in Chapter 6.
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The second member check interview took place ineddber 2005. By that time, | had finished
analysing the data collected in the BHS chat ptojgarepared a brief list of the main findings
(see Appendix 12), contacted two of the students sdd been members of the chat group, and
conducted an interview with both of them. The iigawees got the list of results on a piece of
paper, were asked to read the statements one bwaadeell me what they thought of them. The
interview was recorded and transcribed afterwarte.results are included in Chapters 5, 6 and
7.

4.3.8 Summary

In the above sections, the research methods entploytbe BHS chat project were described.
After the section devoted to the research questtbassetting and the participants of the project,
the chat tasks included in the English classesl@doftware used for chat were presented. The
final section contained the details of the datéectibn procedures.

In the following chapters, the analysis of the datlected will be provided. Each chapter will
focus on one of the five research questions. Ch&pteplores how the inclusion of chat
functioned in the chat group. In Chapter 6, theafbf this inclusion on proficiency and
language learning strategy repertoire is outlitgtapter 7 shows how the participants’
motivation for learning English and attitudes todsthe inclusion of chat tasks was affected by
the project. Chapter 8 gives an account of howehelar inclusion of chat tasks influenced the
learners’ language use in chat.
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5 The effect of the inclusion of chat tasks on thgarticipants’ EFL learning process

5.1 The inclusion of chat in the EFL classes

To answer Research Question 1:

How can the chat tasks be integrated into the BBEses at school?

I relied on qualitative research methodology. la pinesent chapter thick description(see 3.3)

of the Buda High School chat project is given. @ascription intends to show the various
aspects of the chat project, and is based on thguame Teacher’s Journal (Appendix 3) with a
focus on the notes about the chat sessions, aruhétéogs produced by the members of the chat
group. The aspects relevant to the descriptioh@friclusion of chat are thask thechat

partner, thetechnical conditionsind theclassroom environmernthese four motives will form

the bases of the analysis in the present chapter.

The basic units analysed in the chat project wesddllowing: thechat sessiorwhich is the

term used for an English class spent on a chat émskthechat inclusion cyclewhichis the
process of planning a chat task, letting the learperform it in class in a chat session, and
evaluating it with the learners as shown in Fidgaiiebelow. During the BHS chat project, the
members of the chat group participated in 23 chssiens.

5.1.1 The seven steps of the inclusion cycle

The inclusion of chat tasks in the English classeslved the seven steps depicted in Figure 5.1.

Figure 5.1 The chat inclusion cycle

1) Teacher design$

/—V chat task —\‘

7) Teacher 2) Teacher
evaluates chat log presents task in
class
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English classes in that weesntinuously § porate the
partoipargs—recuoack 0N previous chat tasks, ttegeawith the les e classes

and the chat logs produced. | also regularly cotatlimformal interviews with the members of
the chat groyp d|  5) Teacher reads[Nd Out| 4) | earners carry |S towards the inclusion of
chatin the En chat logs and |« out task, give
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The second step w#lse presentation of the tagkclass. This step usually involved an
introductory task, which was used to warm up th#igpants, and the instructions for the chat
task proper. The participants trieduiederstand the taskesponded to my instructions, and often
asked questions about the task. After the presentat the taskthe participants carried it oun
pairs, or a number of times in groups of three.r&heere groups of three on two occasions, when
the chat task was designed for trios. Also, a nurobémes when there was an uneven number
of participants present in class, | formed a grofihree so that everyone could take part in the
task. Carrying out the task also involved savirgydhat log on a floppy disc at the end of the
task.

After the class, | printed out the texts in thectesr’'s roomyead themandcommented on the
languageand contentn the chat logs. This step usually took place ediately after the chat
sessions. The following day, | gave the studerds tthat logs and asked them to correct the texts
on the paper with the help of the comments writterthem. | encouraged themdorrect the
textseither on their own or with the help of their pedrfound it important to let the students
correct their own mistakes, because a considepateof the correcting involved elements of
grammar and vocabulary they already knew. Whestingents did not know what the correct
form was, | also helped them find the solutiorthéy asked for it. Every four to six weekgave
each participant a graddor their chat logs and correction$his grade contributed to the end-
term evaluation | was to give them two times a ygaFebruary and June. The last step in the
inclusion of chat tasks was a return to the firgt:d designed a new tasksing the lessons |
learnt from the previous series of inclusions. Uahg chat tasks in the EFL classes was thus a
series of cyclic processes.

5.1.2 The chat group’s background

Before beginning the chat sessions, in Septemt@8,2@sked the participants to fill in a
Background Questionnaire (see 4.3.7.1) in whicsked them how often they used the computer,
what for, and how good their typing skills were sBd on their answers, | paired the participants
who had similar computer skills. Ben and Tom, Magnd Dot, Mitch and Seth, and Footie and
Piper were put in pairs. Gaining background infaioraand pairing the learners was part of the
task design phase. Chatiquette (see http://wwwisihrajib.com/esl|-chat/etiquette.Hthmlds that
the chatters should wait for their partner’'s ansefore posting their new message. For learners
with a high level of proficiency it takes less titiweproduce and process messages than for their
less proficient peers. It is thus better to maearders with similar skills, as they are more kel

to be tolerant towards a similar partner.

5.1.3 The setting of the chat sessions

The chat sessions took place in the school's coenpabm. This was the room where I.T. lessons
were held. Between two classes, the door of thepaten room was locked. The learners in the
school had no opportunity to use the computerbarbreaks or after school. Neither was it
possible to give the learners homework that inwblsearching on the Internet.

The computers were between 3 to 5 years old, insgfacould estimate. They worked, but they
were very slow. The learners could sit on two siafabie rectangular room. There were seven
computers on both sides. When sitting in fronthef tomputers, the learners were facing the wall

% The grades were the following: 5 (excellent), dad), 3 (moderate), 2 (pass), 1 (insufficient)tHe
majority of cases, the learners got 4s and 5shfeir tvork in chat.
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with their backs turned to each other. Howevenyd learners sat on the same side, they could
easily speak to each other, without having to stgnd

Not all of the computers worked equally well. Soohi¢hem were difficult to start up, while on
other computers the mouse did not work properlyfirat, IRC was installed on six computers on
the left side, and three on the right side of th@m. This was good enough to carry out chat tasks
in pairs. As the project progressed it became alsvtbat the pairs in chat should sit as far as
possible from each other, otherwise it would haserbdifficult to ‘pretend’ that they were far
from each other, and needed chat for communicdtiater on, the I.T. teacher installed IRC on
the rest of the operable computers as well.

The chat group had chat sessions on Tuesday< itothble English classes, between 9.20 and
10.50 am. We usually held the class without a break

5.1.4 An overview of the chat tasks

Appendix 14 contains a list of the chat tasks usdHte project, the source of the tasks and the
type of the tasks according to Pica et al. (1968,as0 2.2), in the case that the task was
mentioned in their scheme. The 23 chat tasks foitimedbasis of the BHS chat project |
conducted in the school year 2003/2004. The fregquehthe task types is given in Table 5.1
below.

Table 5.1Frequency of the task types in the BHS chat project

task type Frequency

role-play

Jigsaw
information gap
interview

opinion exchange
story-telling

RIN|Ww(|&~]|o1|00

Jigsaw and information gap tasks were goal-orieatetirequired the learners to ask for and
supply the information given in the task. In thessks, the vocabulary and set of language
functions to be used was limited. The role-play emerview tasks were open-ended. The roles
the learners played and the situation were givlesg factors had an impact on the learners’
language use. However, they could still producguage in a creative way, unlike in the case of
jigsaw and information gap tasks. The learnersgimation had an important role in these tasks.
Opinion exchange and story-telling tasks allowedl#arners to use their English in a given topic
in an open-ended way, without playing a role.

In the following sections, the 23 inclusions of timthe EFL classes are described.

5.2 The description of the 23 chat sessions of tB&S chat project
Session 1, getting started

The very first chat session took place on 9 Sepger®2003, in the second week of the school
year. We used internet-based chat because IRCatgehinstalled on the school’'s computers.
This form of chat does not require special softwastalled on the computers. There are free
websites which have chat software. At some of ifes,ssuch asrww.epals.comthe chatters

need to register first, while at other sites, saslthe Hungariawww.chat.huthe chatters only
need a username to enter. | used the latter siteeisecond pilot study (4.2.2) and found that it
was easy to log in to the site and save the tegtglained and showed the participants how they
could save the chat log they produced.
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Here is the journal entry from the first sessiohjal talks about the problems | faced. The chat
task | chose was a jigsaw crossword. In this tsgldent A gets all the horizontal, and student B
all the vertical words from a crossword. They thaifldefinitions for their words, and tell their
partner the definitions. The partner tries to gueesvords and complete his or her version of the
crossword.

LTJ extract, 9 September Tuesday first chat class

The students are going to chat with each otherinspWe try the chat rooms | created at
www.epals.corbut some pairs do not manage to get into it ktTdde sitevww.chat.hwdoes not
work on the school’'s computers, either. 2 pairselthe chat window before we can save the text.
No texts are saved this time.

The task is a jigsaw crossword, some of them ithosipeaking. The task is not much of a success,
just as it wasn'’t in Kiszed, although | thought it was a very interesting taBkey are filling in

the task sheets without a smile on their faces.

It became obvious during the first session thair@ven 8 chatters, could not use the same
internet chat site simultaneously on the compuggwvark of the school. The only solution

seemed to be the software, Internet Relay Chat)(IRfich the system administrator promised

to install during the following week. IRC makes thammunication possible between computers
even if those computers do not have high qualitgss to the Internet. The internet connection of
the computers in the school’'s computer room wag staw and unreliable.

Two pairs managed to complete the task in chattHayt closed the chat window before saving
the chat logs. Steps 5, 6 and 7 from the procesxlfding the chat task in the EFL class were
thus not completed. The inclusion cycle was natsagul as it could have been had the steps
involving reviewing and correction taken placeohsidered it crucial to the success of the chat
project that all the steps of the inclusion cyelket place at each inclusion.

Session 2: Facing technical difficulties again

By the time the next chat session took place, IB€ dready been installed. The system
administrator showed the participants how to lotpiand save the chat logs in IRC.
Consequently, the opportunity to use the chat nmedind to save the chat logs was ensured.
However, at the next session, on 30 September,ard@ypair of the four, Ben and Tom saved the
chat. The others either did not succeed in saviadext or forgot about it. After the class, | told
the learners again that saving the chat logs wpseritant for our project and | showed them again
how to do it.

Session 3: Achieving the complete inclusion cycle

At the next session, on 7 October, the chatterg w®en a discussion task. The following extract
from the journal describes the task and the session

LTJ extract, 7 October Tuesday

We read the text Customs abroad (Doff and Joneé®}, 18 30) to prepare discussion about what
they know about people from different countriegylimatch pictures with descriptions of
customs, and then discuss the customs in chaigUéstions posed in the course book are:
‘Which customs surprised you?’

‘What would you tell a foreigner about Hungary?’

We concentrate on saving the texts, which resuléslot of stress at the end of the class. The
right mouse button does not work on Footie’s comipwo he can't copy the text. He is very
annoyed.

4 The site of Pilot 2.
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All the pairs managed to save their chat logs, sofiteem with their peers’ or my help. The

cycle could thus be completed and | could usedbgdns learnt from the session and the texts
when designing the next chat session. | was eageat] the texts, and discussed my impressions
with the participants. | asked them how they fblbat the previous chat session and the task. The
only definite answer was given by Ben.

LTJ extract, 8 October Wednesday
Yesterday's chat texts don't really make sendgnktthey misunderstood the task. Ben thinks the
task was not very good.

When reviewing Ben and Tom'’s chat log, | found tthaly made sense, but the task did not
trigger much interaction between the two chatf€ogics were often changed, as the extract from
the chat log in which they answered the secondtiqumgsWhat would you tell a foreigner about
Hungary?’ showed. Ben did not react to any of tpécs brought up by Tom. Tom reacts to (2)
with posting (5), to (4) with posting (6), and 9 {n (9), but these 11 turns are actually jussta |

of ideas, no real interaction takes place.

Chat extract, 7 October, Ben & Tom

1 [ben] Suggests for foreigners to Hungaria:

2 [ben] Dont thin that anything is punctual, yoan be late

3 <tom> Avoid the skinheads

4 [ben] In restaurants you should give tip.

5<tom> You can be late but not more than 1butgs

6 <tom> Yes give tips a lot of tip

7 [ben] Its common to jump the queue, until yaeta stonger person

8 [ben] Than you're in trouble

9 <tom> Yes | am the stronger man

10 [ben] People are happy if you try to talk kemin Hungarian, but its quiet difficult
11 <tom> Sometimes | push the old grammys asidget the sitting place

| found that the criterion for a good chat wasriattion between the learners. | expected them to
cooperate and react to each others’ postings.drk@ltheory of language use (Clark, 1996, see
Chapter 8), interaction between the chatters enjiht projects of presentation and acceptance.
A presentation-acceptance sequence usually invaleggstion-answer, or a statement-reaction
pair. When reviewing the learners’ texts, | waskiag firstly for presentation-acceptance
sequences The presence or absence of these sexjpemaz to be a reliable meter of how good
a text was and how involved the learners were.éi)tiact shown above was a text | did not
judge to be interactive enough.

The chat logs also contained stretches of playfdadirse, which is a typical feature of chat
discourse on internet chat sites (Werry, 1996). dundity of the chat logs revealed that the task
may not have given the chatters enough ideas toatloait. The extract below is the closing of
Martin & Lara’s chat log from 7 October.

Chat extract, 7 October, Martin & Lara

1[martin] That's allG

2 [martin]  all

3 [martin]  .sjkdfsu8oAFIOZ

4 <lara> really?

5[martin] Do you want to know more about tdwintry
6 [martin] ?

7 [martin]  ?

8 [martin] ?
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9 [martin] ?

10 <lara> well, yes but i dont really know at shinoment.
11 <lara> soithink i am done asking questions

12 [martin]  Oh, | have a geustion for you.

13 <lara> okay

14 [martin]  Can you chat with your nose?
15 [martin]  Look!
16 [martin]  gbghj
17 [martin] Haha

Having read the chat logs from 7 October, | figuiteat although the task fitted well with the
topics we were dealing with in the class (custobrsad), it was not a very authentic task. In line
3, Martin just played around with his keyboard @netended this sequence of letters and figures
was a message. A dialogue or an interview on angigic, the two genres characteristic of real-
life chat, seemed to be more authentic and thusilpegasks for future chat sessions. Another
task type which was potentially interesting forssi@om chat was a game where the lack of
shared visual context presented a challenge totthters.

Session 4: Reflections on the composition of pairs

For the 14 October session, | planned a chat titbktwo steps. The course book contained
interviews with people whose jobs everyone hatbs. dnswers in the interview were printed in
the book. The learners were asked to work out tiestipns to these answers in pairs, in chat, and
then as a follow-up task, to perform an intervi@eplay in chat. One learner was supposed to
be a journalist, the other learner a person whalseyerybody hates. | made the following notes
in the journal:

LTJ extract, 14 Oct Tuesday

| ask the students to conduct interviews with apemwhose job everyone hates. IRC is not
working properly, and some of the floppy discssietk in the drive. It's all very annoying. |
walk around monitoring the students who managegktanto the chat.

The task is to work out the questions for the answkthe interviews in the book (Doff and
Jones, 1994, p. 40-41). | see the mistakes theg miaite writing the questions; we should have
discussed these in advance.

Later, | read the texts. Ben and Tom produced g frerny text, while Dot and Martin were
obviously bored to death by the task. Piper andtiéadid the intro tasks so precisely that they
never got to the interview.

Ben and Tom were a good match as far as typintp skild level of English were concerned.

They could both grasp the task quickly. Howeverach of their chat logs, either Ben, or Tom,
or both of them, got to a point when they startedde bad language. Below is an extract from
the interview chat. Tom us®¥TFin line (10) to show he had difficulties understagdwhat Ben
had written. This is an abbreviation of the sengeli¢hat the fuck’. The sentence is often used in
English-language films by certain characters toeraleir partner repeat what they have said, but
it was a style not welcome in classroom chat. Tams ®ither irritated by Ben’s post, or he
thought it was cool to use these three letters.

Chat extract, 14 October, Ben & Tom

1 [ben] 5 feladat Im a BKV ticket controller. Interview me!
2 <tom> Do you like your job?

3 [ben] Hello, I'm Ben, your ticket please!

4 [ben] | think its the most beautyful job inglity.

® Feladatis the Hungarian word for exercise.
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5 <tom> No I'm an journalist, not a passenger
6 [ben] | like to piss people off.

7 Tom> Beautiful why

8 [ben] I like to piss people off.

9 [ben] | have more than 1000 tickets home

10 <tom> WTF?

11 [ben] and 100 season tickets

12 <tom> And what can you do with it?

13 [ben] 1 just collect them

14 [ben] Its my hobby

15 <tom> And how much money do you earn?
16 [ben] | earn 65800 plus a bonus of 120 forimés fine
17 [ben] If I fine you, I get 120 forints

18 <tom> but | am not a passenger!

19 [ben] If you're inside the metro, then YOU'RE

| was satisfied with the content of Ben and Tonfiat¢cbut at the same time | warned them not to
use rude language in chat each time | gave thedi&ai on their chat log.

Dot and Martin produced a chat log that had littlelo with the task. It was more like a chat log
one can see at free internet sites. They did rdiyrgrasp the task, or did not have the motivation
to carry it out properly. Below is a extract froheir chat log.

Chat extract, 14 October, Dot & Martin

1 [martin]  It's too many informations for me
2 <dot> Can you ask something interresting?
3 [martin]  Or much

4 <dot> sorry my little boy

5 <dot> but

6 [martin]  but

7 [martin]  butt

8 [martin]  Heke

Martin also noted in the end-project interview (HR&rtin, Question 8) that ‘they’ (he was
talking about himself and his chat partner) weremuoch interested in the chat tasks at the
beginning of the chat project. Nevertheless, | dedinot to change the pairs at that point, as |
hoped that the repeated, improved inclusions wbald the participants improve their chats.

Session 5: Booking success

For the following chat session, on 28 Octoberahpked an interview task again. The participants
played roles. One of them was a scientist, therathe a journalist. They had read a text entitled
‘The new ice age’ as homework. The journalist welsray the scientist questions about the
phenomenon of the new ice age. The journal notes #imat | was content with the chat class.

28 October Tuesday

In any case, today’s chat was really positive ytepent 30-40 minutes fully on task. A good
warm-up with a meaningful task (based on Doff amue$, 1994, p. 43).

In the extract below, Piper plays the role of tbierstist who believes that a new ice age is
coming. Footie, who is playing the journalist, fanithe idea of a new ice age unrealistic, so he
posts Piper a smiley to show this in line (5).

Chat extract, 28 October, Footie & Piper
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1 <piper> nowadays in hungary is the weather mactuer than a few years ago
2 <piper>

3 [footie] in summer with the 40 degrees as Well

4 <piper> yes thats right

5 [footie] :-D

The combination of the chatter being on task anding their own opinion was something |
considered to be the optimal approach to completinnterview chat task. This combination
meant that the learner was involved in the tas#,arthe same time was using their English to
express their own opinion, and thus used the lagguaan authentic situation, spontaneously.

Session 6: Cheating in chat

The task for the next occasion, 4 November, wa®®abhe learners worked in pairs. Each of
them received a list of 10 words. Under each wbedd were 3 other words which were closely
associated with the original word. The learnerskedrin pairs. Their task was to define their
words to their partner without using the three vgoadd the original word. The four words were
thus taboo. The partner had to guess the wordetgfibhis task proved to be the most popular
among the tasks used in Pilot 2. While the paicip in the camp enjoyed the challenge in this
game, the members of the chat group at the BHShs@ligrnative ways to solve the task. The
journal entry about the chat session reads asafsilo

LTJ extract, 4 November Tuesday

Today'’s task is Taboo. Some of them are tryindnéatand find their partner’'s words by
walking up to them and asking questions. If theds@re too difficult, using a dictionary might
help.

Some of their comments, and lots of negotiatianexdning are lost, because they do it in
speaking. They opt for the easier, more economjcofaommunication. While monitoring their
chat, | encourage them to ask each other questiookat.

Some pairs are sitting really close to each otlhehould be more careful next time. No wonder
they can’t simulate chatting with someone far away.

It became obvious to me that classroom chat comration had its maxims, just as face-to-face
conversation does. The setting of the project nsatee of the participants feel that it was
uneconomical to complete the task by making dédingt and guessing words in chat. The
following extract revealed how Martin gave up tlaeng after one guess, and asked his neighbour
(Seth) for the solution. Martin’s partner, Dot, fggbthe remarkjnye-bejnyda playful

expression of disapproval in Hungarian] in line & show Martin that she noticed how he had
managed to find the right word.

Chat extract, 4 November, Dot & Martin

1 [dot] a place

2 [dot] where you can find your grandparents
3 <martin> graveyard

4 [dot] grand-grandparents

5 [dot] other word

6 <martin> cemetery

7 [dot] you aren't allowed to ask Seth...Ejnyénlge
8 [dot] vyes.

9 [dot] 3.

10 <martin> sorry
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This goal-oriented task thus did not necessarilgefdhe learners to be more explicit in their
language use, as | had expected. Instead, thed faltarnatives to making a linguistic effort and
found the solution to the task by ignoring the sule

Session 7: Role-play: a new approach to chat tasks

After having tried a number of different task typeshat, such as a jigsaw crossword, two
opinion exchange tasks, two interviews, and a voleap game, | decided to give the learners an
open-ended chat task. The task was a role-playdlm@sthe essays they wrote about their ‘new
identity’. (The instructions the learners receivedwriting the essay are included in Appendix
15.)

Although open-ended chat tasks are said to trigggsrnegotiation of meaning than goal-oriented
tasks (Pica, 1994), open-ended tasks allow thedesto use their English in a creative way. This
presupposes that learners use a wider range obultzeg, and experiment with the language they
are learning. On the 11 November session | asletetiiners to chat with their partner, and get
to know as much as possible about their partnevsidentity. Here is the journal entry of 11
November.

LTJ extract, 11 November Tuesday
The students chatted with their new identities. fElts are pretty good - there was quite a lot of
interaction, and they asked each other questions.

As | was not entirely content with the chat logshd first six weeks, | decided to rearrange the
pairs in the chat group. Dot and Martin formed &, fiut they could not produce serious chats
together. Ben and Tom were a good match, but dhait logs regularly contained rude language,
as this text from 11 November shows a dialogue betvwthe two ‘new identities’. Tom was a
famous sumo fighter, and Ben was a dock-workersep€l, a suburb of Budapest.

Chat extract, 11 November, Ben & Tom

1 [ben] Do you earn so much money as a sumos
2 <tom> I'm the yokozuna ,so yes

3 <tom> Like an Amrican buisnissman

4 <tom> Like an Amrican bisnissman

5[ben] OK

6 [ben] | dont earn that much

7 <tom> You poor peasantl!!!!

8 [ben] YOu f*** fatty ass****

Such exchanges were frequently present in the phatiiced by Ben and Tom, as the chat
extracts show. In the end-interview Tom mentiorfed Ben was not the ideal chat partner for
him, because Ben’s character was that of a priendiock-worker, and it was difficult to converse
with him (EPI, Tom, Question 10) Although my inittypothesis was that students at a similar
level of proficiency and with similar typing skillsould make a good match, | realised that
making sure that the partners' personalities wemgpatible was equally important.

Mitch and Seth were also problematic as a pairciMgroved to be a much faster typist than Seth,
so | decided to separate them. Piper and Footie weery good match. They both grasped the
tasks quickly and carried them out well togetheswidver, | realized they would be just as good
in combination with other group members. | decittechake new pairs for the following session.

Session 8: A boring task
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At the following session, on 18 November, the task goal-oriented again. The class was based
on the previous day’s class activity. The chat @sk8 November proved to be the least popular
in the first half of the project, as the Task Ewaion Questionnaire revealed. The reason for this
was probably that the task in the traditional claas not very interesting either. Here are the
journal entries about the two classes.

LTJ extract, 17 Nov Monday

We learn expressions with music and then play agjng game with them (Kay, 1995a,
Worksheet 5). There are two teams, and they arildnasth each other. | am not happy with the
atmosphere of the class. Is this a meaningles® t@skt does not work because of the way |
introduced it? They do not really get enthusiaatiout the task. :(

LTJ extract, 18 Nov Tuesday

Chat task with a vocabulary exercise with expressieith music. There is an information gap,
but it doesn’t seem to make sense to them to wolkidging this gap, | feel. Not a very
authentic task.

Although the chat task at this session was releteawhat we had learnt in the English class, the
learners did not find it as enjoyable or relevanthieir learning.

Session 9: Role-play: back to a task that worked

I intended to use the ‘new identities’ regularly,after the 18 November session | decided to
return to open-ended tasks. On 25 November, thenas the same as two weeks before: the new
identities met each other and asked questionsriareged the pairs so that each learner had a
new partner: Footie worked with Dot, Tom with Sethd Ben with Martin. Mitch and Piper were
not present. | found that, disregarding the infdramal gained from the Background
Questionnaire, it was worthwhile trying new pairchat.

| expected the task would create a gap betweechiugers, and this gap could be bridged by
asking questions, as often happens on free cleatlstween chatters who meet each other for the
first time. After the 25 November session, | wrtite following in the journal:

LTJ, 25 Nov Tuesday

They chat with their new identities again, witHaliing levels of enthusiasm.

| ask Martin what keeps him from asking his partiiner words he doesn’t understand. It is
embarrassing and it appears in the chat text, hessa

Although during the chat class not all the learegse enthusiastic about the role-play task, the
chat logs turned out to be interactive, coherexistd he success of the task was thus evidenced
by the chat logs.

Session 10: A shift in evaluation

On the following occasion, on 2 December, only 4heflearners were present. | asked them to
chat with their new identities again. | made thiéofeing note in the journal:

LTJ extract, 2 Dec Tuesday

They chat with their new identities again. They'tiseem really enthusiastic. Seth says if he had
known he would need this so often, he would haiteewm better one. I tell him to take up any
identity he likes. He chooses to be James Bond.

When | ask them to finish chatting, they ask fonesonore time. They are involved, | figure.
Mitch says his text needs to be censored. | thinttdheted some lines in the text pad version of
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the chat text, where the text is copied beforesthdents save it. Why is it so much fun using bad
language in chat?

| have the impression that they get better ancebeitt grasping the task. They get deeper into
topics, and ask more questions from each other.

The enthusiasm the learners showed when | wasrgnegéhe task was a kind of barometer for
me of how interesting they found the task. | wdkianced to a great degree by how the learners
reacted to the chat task when | presented it tmthéound the students’ positive attitude crucial
to the success of the inclusion. The fact thaatedl such an emphasis on the students’
enthusiasm was due to two main factors. On thehand the students had an important role in
designing the new chat task. On the other hand lihdted experience of teaching at secondary
school, and there were important lessons | hadaimlabout how far the students’ first reactions
reflected the usefulness of a classroom task.

As the project progressed, however, | learnt thait ffirst reaction to the task presented was not
decisive. Their lack of enthusiasm at the presemathase did not mean that they would not be
involved when carrying out the task. This obseoratiad two consequences for the inclusion
cycle: | remained open to the learners’ feedbadkeapresentation and completion phase of the
task, but | also realized that the learners’ ihiiak of enthusiasm could quickly change while
carrying out the chat task, and the learners cprdduce ‘good chats’ on these occasions, too.

Session 11: Combining role-play with a grammar poin

At the following session, on 9 December, | decittedombine the new identities with a task
focussed on the grammar point we were dealing wéhorted speech. The task came from the
course book (Doff and Jones, 1999, p. 79). Thenwarwent to an imaginary party, where they
met and talked to two of the guests. Learner AButalked to different guests. The learners
received a picture of the guest they talked to,alist of the sentences the guests told them. The
learners were asked to report what they had ‘heartfieir chat pair. Here is a extract from one
of the chat logs:

Chat extract, 9 December, Dot & Footie

1[dot] So, | met a guy

2 [dot] His name is George and he is 35 years old

3 <Footie> are we still the same personalities,last time?
4 [dot] What you want

In line (4) Footie asked if they were supposedk@tup their identities. This showed that the task
instructions were probably not entirely clear,attFootie did not pay attention throughout the
task presentation phase. The focus on what thg gaeist said, having to report it in chat and
playing a role, all in one task, might have beemdomplicated for Footie. This reminded me that
task instructions should be kept simple.

During the 9 December session, there was a lobltdlaoration between the group members.
Here again, classroom chat turned out to haveatdns and some of the chatters completed the
task relying on more efficient means of classrooftaboration than those facilitated by IRC.
They asked for words from each other and claridilealt posts orally.

LTJ, 9 Dec Tuesday

They asked me about a lot of words and sentencegydhe chat. Probably because the task was
focussed on grammar. They are helping each otber,It someone needs a word, (s)he asks
his/her question aloud, sort of sending it into thieldle of the classroom, and another student,
who knows the answer, helps him/her.
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| feel that this way of using the common discospssce of the classroom is positive. (As opposed
to using it to fool around and make funny commanksungarian, which often happens in our
traditional English classes.)

Although | saw this form of communication as a gesievent from the viewpoint of group
dynamics, | kept encouraging the chatters to keggt guring the chat and only use the computer
to communicate. On the one hand, using only chebtemunicate could ensure that the language
of communication was English. On the other hawegs very much interested in how they solve
their communication problems, and when they sotthedoroblem orally, this type of collateral
communication could not be recorded. | remindednthigat in the situation they were acting out,
their partner was far away, and that was why tleyraunicated in chat.

The chat logs showed that the task was successftihey contained many instances of correct
use of reported speech. But the task was not aintEnesting one, as the following extract
produced by the Ben-Piper-Lara trio shows:

Chat extract, 9 December, Ben & Piper & Lara

1 <ben> Piper, what did the womwn say about tbekfeller family?
2 [piper] well, she said she had known them feairg

3 <ben> OKi

4 [piper] Il fall asleep

5 <lara> sounds good to me

The reason for this could have been the fixed camtethe chat. However, what they wanted to
say about how they feel, they said in chat. This amobvious sign of involvement from the
learners’ side. | considered getting the learmarslived in the task pivotal for the success of the
inclusion of chat tasks in the EFL classes.

Session 12: The beginning of the second phase of fbroject

After the 9 December session, the Christmas holdaye. There was a break of four weeks
before the following chat session. | had plentyimk to think about how to improve the chat
tasks and the way the tasks were included in theddsses. | made the following notes during
the first chat class in January:

LTJ extract, 6 January, Tuesday

| decided to try group chat. Having 2 partnersta same time might make chat more interesting
and challenging for them. For some of them it ffialilt to enter the same chat room, and to use
the same server. Seating is not perfect eithemygrates are sitting too close and communicate
orally. Their chat paces are different, and thesailot of talking.

Seating was often a problem in the chat classdR@svas only installed on 8 of the computers
in the room, six of which were on one side. Therees preferred to work with the same
computer every class.

The task for the 6 January session was story-tglbased on a task from the course book. The
learners chatted in trios, and gave extended ragsdo the following questions from the book:
‘What's the silliest thing you've ever done?

What's the biggest surprise you've ever had?

What's the luckiest thing that's ever happeneddao? (Doff & Jones, 1999, p. 9)

As the journal entry shows, there were obviousssimfrinvolvement in the chat group.

LTJ extract, 6 January, Tuesday/2
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Footie, Tom and Mitch make a good trio, they loekinvolved. They ask me not to look at the
text while they are chatting, only afterwards. Teays 'Tanard dijat fog kapni, hogy ilyen jo
szorakozast talalt ki nekink!” [You are going tad gerize for giving us such a funny task.] |
suspect they are sharing their 'coolest’ adventures

The three learners took turns to tell each otheusthe silliest thing that had ever happened to
them. The chat log consisted of three short stooleisby the three chatters. The story-tellers
posted their stories in several instalments. Thstipgs were sometimes interspersed with the
partners’ questions and comments, as in the fotigwixtract, in which Mitch was the story-
teller:

Chat extract, 6 January, Mitch,Tom & Footie

1 <mitch>0On the beach was sitting, many german goamd they have drunk.
2 <mitch>And | sad: Earlier we bought a glass of LK VELVET.
3 [tom]Good choice

4 <mitch>And we drinking and drinking.

5 [tom]And what happened in the morning?

6 <mitch>A littke bit late, we have tried go home.

7 <mitch>Trying and trying.

8 <mitch>And that is not an easier thing.

9 <mitch>When the peaple is hmmmmm.....

10 <mitch>Then we arrived home...

11 <mitch>In the mourning i woke up and i see:

12 [tom]If you want to keep your honor, please tteil us more
13 <footie>That's a silly story indeed!

When reading the chat log, | was really contenbwhie degree of interaction between the
chatters, and also with the involvement of the tefnst

Session 13: The learners want to relax in chat

A week later, on 13 January, | chose a goal-oriktask again. Here is the journal entry for that
day:

LTJ extract, 13 January Tuesday

One of the classes is cancelled because they basaetthe school’s doctor. They ask if we can
just chat in that one class. | approve, becausetmalitions seem ideal for a good chat.

The task is picture dictation, and they work inrpaStudent A describes a picture in chat, student
B has to draw it and may ask questions about ienTthey change roles.

The chatters produced fairly good, coherent téausthe task was not very interesting for them,
as the following extract from Lara & Tom’s chat ltgtifies:

Chat extract, 13 January, Lara & Tom:

1 <tom> | think this is enough for me... yet, dodever. | don't like painting!
2 [lara] ok...that is good with me

3 <tom> compare!

In the following week, | decided to spend the deutlhss with traditional, non-chat activities. |
felt that after 12 weeks of chat classes, and lgaiviad so many different types of task, the
learners might profit more from traditional actig& for developing speaking skills.

Session 14: The first sign of Dot’s change of attitle
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On the following occasion, on 3 February, the leesrchatted in trios again. One of them
interviewed the other two about their experienckafning English. Dot asked me a question
which made it clear to me that she kept thinkinguathow to produce a chat log for which she
could get a good grade.

LTJ extract, 3 February Tuesday
We get to the chat tasks. Dot asks what grammactstre she is supposed to use in chat. She
would like to know what | expect. | like that.

Her question about the tense she was supposeé shawed that Dot had become sensitive to
the goals of the tasks and was making an effddam from the tasks.

Session 15 & 16: Recording speaking

As part of mapping out how the inclusion of chdieets the participants’ learning process, |
wanted to explore how performing a classroom chskt tiffers from performing a speaking task.

| designed a task in two versions and recordedirtsteversion in speaking, the second one in chat
with the learners. The class on 10 February wastspedoing these tasks. The task was goal-
oriented, with one possible outcome. The learnenked in pairs, and each learner was given
different sets of cartoons. Some of the pictureevigentical, others were different. The pairs
were asked to find out how many identical pictubese were.

When the 15 session took place, only 4 of the 8 members otz group were present. In

order to have the same chat task performed byf #ileon, on the 17 February session | asked the
learners who had been absent on 10 February torpethe task of the fBsession. The other
learners were given a similar task, but insteachotfoons, there received geometrical shapes to
compare.

Session 17: Role-play again: repeating a succesdfiype of task

When planning the task for the next session, 24ueel, | was trying to find a task which would
be interesting for the chatters, and allow themd® their English in a creative way. It was a role-
play task in which they could say/write what thegamt, but at the same time | included a goal in
the task so that the learners would have a topeh&d about. A couple of days before the session
| asked them to write a description of their neenitity again, because some of them complained
that they got bored of the first identities theyl aritten in November. The 24 February session
was the first time they chatted with their secamely identity*. Here are two extracts from the
journal entry on 24 February. The description eftidsk is included in Appendix 15

LTJ extract, 24 February Tuesday

Chat in groups of three, with their identitiesnivent a situation in which they chat with their
identities, and there is a gap between what thegmalities want to do, they do not know what
their partners’ aims are, so that they have enotmgthat about.

In some of the groups it works. Tom feels he ihemargin and keeps complaining about it
while chatting.

| put Tom in one group with Ben and Lara to make=dhat the language level of the 3 chatters in
the group was similar. A week later, Tom told mevtiee felt about chatting in threes. The
problem was that there was not much interactiowdet Tom and the other two participants.
Here again, it became obvious that the studentsopality traits played a more important role in
creating good pairs in chat than other factors siscproficiency level or typing skills.
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LTJ extract, 2 March Tuesday

Tom broaches the subject of chatting in threestelg me it is more fun to do a task like this
with students he knows well. (He chatted with Behlaara.) | think the point is that his friends
make an effort to involve him in the conversatlbis a good point. It did not happen last time:
Bend& Lara did not accept his topics.

Session 18: Describing games in chat and speaking

For the 2 March session | selected a task whidnded 4 identical subtasks. Again, | wanted to
learn about the effect of the medium on perfornargsk. The task included 4 descriptions of so-
called parlour games (Hadfield & Hadfield, 1995nt&al). Each learner was given two of the
descriptions. The learners read the descriptiodgréad to memorize the main points, so that
they could explain the game to their partnerskédghem to explain one game in speaking, and
the other one in chat to their partners. Hereesetkplanation of one of the games, the Adverb
game, in chat.

Chat extract, 2 March, Tom & Mitch

1 <mitch> The Adverb game

2 [tom] Can you begin?

3 [tom] Super

4 <mitch> The players sit in a room. The groupobe a man who go's out.

5 [tom] OK

6 <mitch> The group stay in the room and thinkaaverb. for example: angrily, lazily,
unhappily

7 [tom] OK

8 <mitch> The person who goes out, come in.

9 [tom] OK

10 <mitch> He has to guess the adverb they h&vesen, by asking members of the group tp
perform actions in the manner of the adverb.

11 <mitch> to perform

12 [tom] OK

13 <mitch> For example: Rosita, could you look the window, with the manner oh the
adverb?

14 <mitch> of the

15 [tom] OK

16 <mitch> The person asked must then performattion lazily, unhappily etc

17 [tom] OK

18 [tom] Is it the end?

19 <mitch> And if enough player perform an action

20 <mitch> the man who goes out, guess the answer

21 <mitch> | think thats all

22 [tom] OK

The learners complained about the games beingceenplicated. | noticed in the chat logs that
the learners tended to copy whole sentences freroriginal description of the game into their
chat explanation, like Mitch did in lines 4 andn@tiie extract above, with inaccuracies. The fact
that the learners needed to memorize the instngtd the game in order to be able to describe
them, made it difficult for them to concentrateamturacy in the task. This suggested that tasks
leaving more room for selecting the content woultkenpractice more useful.

Session 19 Combining role-play with a reading task
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The next session took place a week later, on 9 Mdreere were two tasks in chat, both of them
based on a reading text in the course book. Themax about a man who had committed murder
and then disappeared (Doff & Jones, 1997, p. 28.I&arners were first asked to choose 4
difficult words from the text and think of defirois for these words. They sent their definitions
to their partners in chat. The partners tried nal the words in the text. The second part of the
chat task was a role-play in pairs. Both learnezsevdetectives. They got different pieces of
information about the man who disappeared. Theydoonly find the man if they managed to
cooperate. The chat logs showed a high degreawfdeinvolvement. This suggested that the
role-play task should include guidelines on whathat about.

After the 9 March session a longer period withdatesessions followed. This was because the
Easter break came, and also because | neededuble dtasses to administer the post-test
proficiency papers to the group.

Session 20: Practising new vocabulary in chat

The following session took place on 27 April. ItsM@ased on the vocabulary we had learnt in the
previous class. In the first part of the task, heas defined and guessed words related to cooking
in pairs. In the second part they compared twodat#fferent pictures. The pictures showed
different stages of preparing a dish. Some of tbheeies were the same for both learners, others
were different. Their task was to find out how mashgntical pictures they had in common.

Although this was a task with a fixed scenario, aotimuch creativity was needed to complete
either part of it, | found it a useful task becaitseade the learners practise the particular items
of vocabulary we had learnt in the previous classuld be sure that the learners used those
words and expressions again in chat. In the clogt llocould also see how they used the new
words. | also found that the learners used the rmlealium to manage the task, as shown in the
following extract from Footie and Martin 's chagto

Chat extract, 27 April, Footie & Martin

1 <footie> do you have this with the SOY sauce?
2 <footie> which is poured on the food?

3 [martin] No

4 <footie> Yes? or No?

5 [martin] Not obn the food, only to a plate
6 <footie> plate with food?

7 <footie> or there's no food on the plate?
8 [martin] There isn't any food on the plate
9 <footie> baaad

10 [martin] Sorry Footie, it's not our day!

Session 21: A relaxing, inspiring task

Two weeks later, for the 4 May session, | desigmetat task based on their new identities again,
just as on 24 February. | also decided to inclutextfrom the workbook. The text was about a
special drug called burundanga, which makes itssifeeget who they are and what had
happened to them before taking the drug. It wasg &nd difficult text. The learners were tired
and not in the mood to work hard in class.

It seemed to me that they were happy to beginhhétask because then they could be ‘alone
with the computer’ as Ben worded it at the begigrohthe project (LTJ, 4 November). After the
class | read the chat logs immediately. | was $sedrby how good and creative their texts were.
Even though it was difficult to convince them tadehe text, it became obvious to me from their
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texts that they enjoyed stepping into the imagimeoyld of the chat task with their identities.
(See the LTJ for instructions for the task.) Hera extract from Dot and Lara’s chat log:

Chat extract, 4 May, Dot & Lara

1 [dot] so, hello my friend?

2 [dot] How are you?

3 <lara> well i am a bit confused. i am in a haspin colombia and cant remember how i got
here

4 [dot] oh...

5[dot] no

6 [dot] really?

7 [dot] What happened?

8 <lara> i cant remember at all what happenend
9 <lara> i just woke up here

In the chat log produced by Seth and Mitch, thgtleof the posts evidenced the chatters’
involvement:

Chat extract, 4 May, Seth & Mitch

1 <seth> | would like to ask you for help. | doatnember what happened to me and how can it
be zhat Im in a hospital?

2 <seth> that)

3 [mitch] | have an Idea.

4 [mitch] The drugs is my speciallity and i thimomebody put something in your drink.

5 [mitch] Maybe burundanga

6 <seth> | cant remember anything. Could you aipit me how did it happened?

7 [mitch] Maybe my friend, maybe.

8 [mitch] If somebody use it, they have hypnasisl loss his memory.

9 <seth> So what happened? Sombedy put thistdrogy food and the moment | eat from it, |
lost my memory. | dont rememberwhat | have eatdnrdamnk, and what happened after that.

The degree of involvement the chat logs showedestgd that we should go on with role-play
tasks.

Session 22: playing roles and having a good time

In the last couple of weeks at school, from ther@gg of May onwards, the learners were
really tired. They had to write tests almost ewvaaty and there were recitations in different
subjects as well. All these tests made the paaiti life fairly stressful in those weeks. |
decided to use the last couple of double classeshtd. | laid emphasis on designing enjoyable,
and of course, useful tasks for the chat clasdefioived the role-play track as | had experienced
that this was the type of task in which the pgptcits were really involved. In role-play tasks
they used their English in life-like situations,drspontaneous way. All of the members of the
chat group were planning to take a language examgithe following school year, so | chose 4
role-play tasks (situations) from an intermediatare preparatory book written for Hungarian
learners of English. | asked them to perform tweheftasks orally, and two of them in chat.

In one of the tasks, one learner was the fatherother learner the daughter who would like to go
to a party. In the following chat extract, Dot palythe daughter. She was trying to persuade her
father to let her go to a party. Ben played atstather who was not willing to let her daughter go
to parties. He used block letters, which signifkeuting in chat.

Chat extract, 25 May, Ben & Dot
1 <dot> She has birthday today so all of my fderare going to go to the disco
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2 [ben] EXCEPT FOR YOU!!!

3 <dot> to celebrate this big day

4 [ben] YOU STAY HERE!!

5 <dot> and so... so | want to go as well

6 [ben] NO WAY!l!

7 <dot> He!lam 16 Dad

8 [ben] Thats why I dont let you, you're ONLY 16.
9 <dot> Please Papa itis so important for me

| had the impression that the tasks were optinaife learners’ mental state. | noted the
following in the journal:

LTJ extract, 25 May

Some of them ask if we are going to chat. Afteckia, to my great surprise, we complete
another task on relative clauses. They are sooodioed!

Mitch broke his arm, it is in plaster. He tells @iethe beginning of the class that he is not able t
write, but later he types and writes a little adlwe

While the students continuously complained aboirtdoexhausted, | was impressed by the
degree of involvement they showed in the chat sassi

5.2.23 Session 23, the last role-play in the ladtat session
Before the very last chat session, on 1 June ddchitite following in the journal:

LTJ extract, 1 June, last chat
| design the last chat task so that it providesesd&imnd of closure for what the students’ different
identities have been doing in the past few months.

The description of the chat task is included in épgix 15.

| found the texts really good again. | concludeat the success of the task was due to the fact that
the goals were obvious, and they were involvedhag thatted with their self-invented
‘identities’. Here is a extract from Tom and Mitstehat, both of whom had related identities:

Chat extract, 1 June, Tom & Mitch

2 <mitch> now begin the task, my friend

3 [tom] Now Sanchez | have something to tell you!

4 <mitch> what?

5 [tom] One of my friend, an astrologer said stmreg!
6 <mitch> Its interrestin, last night i dreamtmsething...
7 <mitch> something very silly

8 [tom] What | want to say thet's silly too!

9 <mitch> Than say it, | am a brave man

10 [tom] |am too! So...

11 [tom] He said that | have to change my lifesty

12 [tom] Unless something wrong will be happen!

13 <mitch> | dreamt : the ***japos catch you, arlden they kill you!!!

The 1 June session closed the series of inclusiocisat tasks in the EFL classes. In that week,
my project with the chat group also ended.

5.3 Lessons from the inclusion cycles
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As the descriptions above of the 23 sessions simoluding chat tasks in the EFL classes was a
process of continuous analysis of the sessions leteay and a constant fine-tuning of the steps
of the inclusion cycle. The success of a sessipem#ed on a number of factors, as described
below.

The first and most important factor was ttat taskwhich had to be well-described and easy to
grasp, and related to the context of the EFL ckseeluding the subject matter of the previous
classes, or the framework of identities the leared created for themselves. The tasks included
in the project emerged as the chat project progtes® | could continuously improve the tasks
and suit them to the objectives of the EFL clas§he.most important findings about chat tasks
were firstly that the students’ own input in thekasuch as creating a personality for themselves,
can increase the degree of involvement in the sdisgions. Secondly, the instructions for the
tasks should be given in written form to the pgpaats, and the instructor should check whether
the participants have understood the objectivekenfask before beginning the chat. As far as the
development of chat task design was concerneds Isatisfied with the outcomes of the project.
The fact of improvement in the chat tasks was etsdirmed by the participants in the End-
project Interview (4.3.7.3) and the Member cheek8.7.9).

The second factor in the inclusion was findargoptimal chat partnefor the participants. As the
descriptions in 5.2 showed, | made a considerdhdet ¢o find the best matches by talking to the
students, evaluating their chat logs, and adminigjehe Task Evaluation Questionnaire (see
4.3.7.4) to them. In the End-project Interview (de27.3 and the results in 7.2.3.1), all of the
participants could name at least one person igitep with whom they both enjoyed chat and
found it useful at the same time. However, my ahifiroposition that learners at similar levels of
proficiency and typing skills make an optimal paas only partly justified: while typing skills
turned out to play a crucial role in making goodgaroficiency level was not of primary
importance. My efforts to find the chat pairs ie tiroup who can cooperate well had satisfactory
results. On several occasions, the compositiora$ fnad to be handled flexibly, as some of the
learners were not present at the class. Howevemtst important point was thalt learners
found at least one group member they liked chattiitiy.

Technical conditiondike the computers and the servers IRC was cdaddo, also had a role in
the chat sessions. Technical difficulties couldeai the success of the chat session or shorten
the time the learners could spend on the task.eT\vese conditions provided by the school
setting that | could not alter. As the project pessged, the participants became more skilled with
computers, they handled IRC with ease and savimghht logs became a routine task. This
implies that even secondary schools with a failtiyset of computers, like BHS at the time of the
chat project, can set up projects involving chat.

The fourth factor that had an impact on the incnsf chat washe classroom environmerfthe
chatters shared the same physical space so ke assthuctor, had to make sure that the situation
of the chat tasks was simulated well. This entdileebing the chatters far from each other, so
that they could only communicate in chat. In tstfphase of the project, it was also very
important to monitor what the participants werengidin the sessions, and to make sure that they
were on task during the chat sessions. Puttinghihtters in two separate rooms could have made
it possible to exclude oral communication in thatatlasses. However, at the time of the chat
project, it was not possible to separate theme®tivas only one computer room at BHS.
Separating the chatters would also have made nmogtand helping them difficult for the
teacher. Furthermore, as time went by, and thécjahts became accustomed to the chat
sessions, they also showed development in stidkitige rules of classroom chat, and refraining
from oral communication during the sessions.

The results of the member check interviews confititiat the four factors above shaped the
product of the chat sessions, the chat logs. Istieigdy enough, in the interview, both learners
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completed the description of the project | gavartheéth the following: they mentioned that the
task and their chat partner was decisive from teepoint of their own involvement in the task.
They also both commented that although they hadhedpportunity to say what they thought of
the chat tasks, they thought their opinion didstatpe the course of the chat project
considerably. My view of their involvement, andittevaluation of their own role thus differed
considerably. They also mentioned that it was éwvesron and correction of chat logs that made
the inclusion of chat an opportunity for languaggtiovement for them.

After this detailed description of the chat sessjdnwould like to show how the inclusion
affected the participants’ language learning pre@eserms of proficiency test results, and how
their repertoire of learning strategies changethéncourse of the school year. These issues will
be discussed in detail in Chapter 6.

6 The effect of the inclusion of chat on EFL profiency and language learning strategies

In the present chapter, in order to answer reseqrektion 2:

How does the inclusion of chat influence the pgénts’ EFL proficiency and language learning
strategies?

the changes iEFL proficiencyandlanguage learning strategiese investigated. The
investigation was started with the following hypeghs:

H1: The effect of the inclusion of chat on profing is comparable to the effect of regular
communicative tasks in the classroom.

H2: The inclusion of chat will result in increasieequency of language learning strategies.

A combined methodology approach was chosen to exth@ changes iproficiencyand

strategy useThe investigation was carried out in two stadémse two variables, and the
instruments used for measurement: the proficieesyand the strategy inventory questionnaire,
were selected before the beginning of the projeut. scores for thgeneral proficiency testnd
the strategy inventoryvere analysed quantitatively. Following this stabeend-project
interviews thejournal and thechat logs the three data sources which also containedrretion
about changes in the learners’ proficiency andeggsarepertoire, were analysed qualitatively.

In section 6.1, the pre- and post-test Englishuagg proficiency test scores for the chat group
and the control group are shown, and the differebe¢ween the two groups are discussed.
Section 6.2 presents the pre- and post-test syraiggntory scores for the chat and the control
group, and the discussion of the changes in theesctn these paragraphs, the findings of the
qualitative analyses are also included and the@gance between the two types of analyses is
shown.

6.1 Results on the general proficiency test

The proficiency test consisted of 5 parts, eachti€h focussed on a different skill. Table 6.1
below shows the pre- and post-test scores forlthegroup and the control group on the five
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parts of the test: reading (read), language elesr(&amg), writing (writ), listening (list), speakjn
(speak), and the total test score (total).

Table 6.1Pre- and post-test scores on the proficiency tefit{cores are given in percentage,
the maximum is 100%)
name n pre post- pre- post- pre- post pre- post pre- post- pre- post-

- read lang lang writ - list -list speak speak total total
rea writ
d
chat 8 81 87 69 76 50 71* 80 79 60 65 67  75*
group
total

contr 12 80 77 52 72* 59 62 71 73 61 70* 63 71*
ol

group

total

*p<.05

T-tests were used to reveal if the changes betiesepre- and post-test results of the two groups
were significant. The asterisks mark the mean sciva show a significant positive change in
the post-test result compared to the pre-testtrdauhe case of thehat group the results of the
language elemenigaper, thevriting paperand theotal resultof the proficiency test were found
to be significantly better in the post-test. Tdomtrol groupproduced significantly better results

in the post-test when compared to the pre-teshelahguage elements papahespeakingpart

and thetotal scoreof the proficiency test.

The following sections will discuss the test scaneghich there was a significant increase for
both groups: Firstly, language elements and tta sobre are focussed on, then the two skills in
which only one group showed development: writinghi@ chat group and speaking in the control
group. In the last part of the discussion, the $kitls where no significant development took
place: reading and listening are discussed.

6.1.1 Language elements

The t-tests showed that both groups made signifisargress on the language elements paper of
the proficiency test. In the case of language etesavhich include grammar and vocabulary, the
increase in scores can be explained by the redelalopment of the learners’ grammatical
competence and vocabulary in the English clasdemdnts of grammar and items of vocabulary
are present in virtually all types of classroomaist If learners take part in five English classe

a week over an extended period of time, as wasdbe in both groups, their participation can
result in the improvement of their skills in thegeas.

As both groups show a significant increase in @mgliage elements paper of the test, the
usefulness of chat classes appears to be compaoabke usefulness of ‘traditional’ classes, as
far as the acquisition of language elements isewma. The chat logs produced by the chat
group also contain evidence that there were oppibkes to learn while performing tasks in chat.
The following chat extract shows an instance ofatiatjon of vocabulary, which is a regular
phenomenon in the chat logs produced in the BHS Eiuect.

Chat extract, 2 December, Seth & Tom
[tom]I've just protect him. | wasn't smuggler.

® In the total corpus of 69 chat logs, there aréndfances of meaning negotiation.2
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<seth>What does proteckt mean?
[tom]Defend, guard...
<seth>ok

Sequences in which grammar is negotiated hardly@aur in the chat logs. In both groups, the
participants’ development in grammar can be attethwo the instruction, and in the case of the
participants of the chat group, to the regular potidn of English texts in the chat classes.

6.1.2 Total test score

Besides the language elements paper of the tabtgbaups made significant increase on the
total score as well. The groups’ progress on tted swore can also be interpreted as the outcome
of the regular English instruction the learnersuaiegl. Making progress between the beginning
and the end of a school year is probably what esecpndary school language teacher expects
from her learners.

There are learners in probably all language grdigsMitch in the chat group, who do not make
progress, or at least not in a way that can be uneddy a proficiency test. Not making progress
can have several reasons. The learner may lackatioth, or the instruction may not match his
learning style. Following the post-test proficieriegt | gave the participants their results and
conducted a short interview with all of them ablooiv they interpreted the results. My first two
questions were:

1 How would you explain the changes in scores?

2 What differences are there between the testpte8#er and this one? Which one did you take
more seriously?

Here are the answers Mitch gave to the questions:

LTJ, 30 March, Tuesday
1 ‘I was not interested in the test, | was in a loagod when writing it.’
2 'l took neither of them seriously.’

6.1.3 Writing skills in the chat group

The chat group performed significantly better om plost-test writing paper than on the pre-test
paper. The writing part was a letter writing taslbth cases. The score for the writing paper had
three components. The first component e@smunicative valyavhich indicated how well the
learners completed the task. The second comporesdacsuracy The third component was a
score forthe form of the letter

As the inclusion of chat tasks in the EFL clasgsgaiked that the learners understood the tasks
and carried out the instructions precisely, thebpbly became fairly task-sensitive, and learnt to
pay attention to task instructions. The inclusibrlmat tasks also involved regular spontaneous
writing practice, and the regular correction of ghat logs. This explains why the participants
could focus more on accuracy in the post-test.gutie regular English classes, we devoted a
lesson to letter writing conventions. Reviewing i@gsions used in letters was also a useful
activity that could have been conducive to goodite®n the writing part of the post-test.

During the interview in which the participants bétchat group individually evaluated their own
performance, Martin said he was surprised by theease in his score, but he also added that he
had prepared for the post-test in order to perfoenter (LTJ, 30 March). Piper, Footie and Tom
all mentioned that they attributed their progresthe writing part of the test to the fact that we
had talked about letter writing conventions in slaghe interview with the control group’s
English teacher (see Member checks, 4.3.7.9) regi¢hht the control group also received
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instruction on writing letters. This showed thafasas training in letter writing is concernedg th
two group’s situations were similar.

6.1.4 Speaking skills in the control group

The control group performed significantly bettertba speaking part of the post-test than on the
pre-test. As the control group’s English teachgi@red, this positive change can be attributed
to the speaking activities done in class. A goad iathe free production activities the control
group did in class was in speaking, and consequdh# learners developed a certain routine in
face-to-face conversations.

The control group’s gain in the speaking part jseeglly important from the viewpoint of the
chat project, because practising speaking skills avdominant theme in the chat group. A
considerable proportion of the free productionwiiéis was spent with chat tasks in the chat
group, and the time devoted to class chat excetdeiiime spent on free production speaking
activities, such as role-play or discussion. Fduhe eight participants mentioned in the end-
project interview that there should have been rspesaking in the classes. One of the questions |
asked in the end-project interview was:

Was there anything you missed from the Englishsek2Below are the answers Footie, Dot, Seth
and Piper gave to this question.

EPI, Footie, Question 9

Footie: (sziinet) Hm. Hat a chaitlpéldaul a szébeli kommunikéacio hianyzott. De uggkor az
irasbelit azt fejlesztette. Tehat szobeli kommuidkean is kellett volna ilyen feladatokat csindlni,
de igaz, hogy azok nem maradnak igy meg, mintta cha

[Footie: (pause) Hm. What | missed from chat faareple was oral communication. But then
again, it developed written communication. So weukhhave done such tasks in speaking a
well, although those cannot be saved like chat.]

EPI, Dot, Question 9

Dot: A tobbi 6réardl: talan a beszélgetéseket. Sggték stilusu, két ember a csoportbdl. Taldn
beszéd#l volt a legkevesebb.

[From the other classes (Dot means the classewitbhat): maybe oral conversation. Role-
play-style, between two people in the group. Propale did the least of speaking.]

EPI, Seth, Question 9

R: Mi volt, amit esetleg hianyoltal az 6rakrél?

Seth: (nevet) Hat talan tébbet kellet volna igyziés, hat ilyen parbeszédes feladatokat kellett
volna tobbet oldani.

[R: Was there anything you thought was lackingrfithe classes?

Seth: (laughs) Well, maybe we should have done tatkiag, we should have had more
conversation tasks. ]

EPI, Piper, Question 9
Piper: Picit tobb beszédes feladat.
[Piper: A few more speaking tasks.]

As shown above, four of the eight learners in tiat group felt we did too little speaking in
class. The lack of focus on speaking is an expiam&or the lack of significant progress in
speaking skills. However, there is an overall teegeor numerical increase between the pre-
and post-test scores in both groups. Significaahgks in all fields of a learners’ proficiency can
hardly be expected to result from one year’s irtsibn at school. Depending on the focus of
instruction, the learners’ development will vanytie different areas of their proficiency.
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6.1.5 Skills unchanged: reading and listening

There were no significant changes in either groapiseir reading and listening skills. There are
two possible explanations for this. The first osi¢hiat in both groups, the pre-test scores are
relatively high, so in order to increase the sctite,group members should have performed at a
near perfect level on the tests. It should alstaken into consideration that both groups received
instruction aimed at developing the productivelskdpeaking and writing. Significant
development in reading and writing, without spetiaining focussed on the receptive skills, was
not possible.

In spite of the lack of statistical differencesviegn the pre- and post-test scores in these two
skills, the chat group’s score in reading incredseah 81% in the pre-test to 87% in the post-test.
This positive tendency, which was not characteristithe control group (see table 6.1), could be
a result of the regular reading the participantsinlithe chat sessions. While performing the chat
tasks, the learners were reading and interpretiagrtessages in real time, and responded to what
they had understood. Consequently, they both peovahd gained evidence of understanding
their partner's message correctly. Although thetlerof a chat post is just a fraction of the length
of most reading texts learners have to tacklegthiek and spontaneous understanding of these is
crucial to the success of the conversation.

6.2 Results on the Strategy Inventory for Languagkearning

Table 6.2 shows the pre- and post test mean gaupson the Strategy Inventory for Language
Learning (SILL). An average score of 2.5 pointsagoart of the SILL is supposed to mean that
those language learning strategiessamaetimes usdaly the students, while scores below 2.5 are
given to strategy types which agenerally not usebly the students. Language learning strategies
generally usedhould fall between 3.5 and 4.4. None of the twoupgs’ mean scores fall in the
generally usedr thealways or almost always usedtegory. The mean group scores on the
subparts of the SILL show that these strategies@retimes usedvith the exception of the chat
group’s post-test score on Part A (2.29) and P&t ®, and the control group’s pre- and post-
test mean scores on Part A (2.1 and 2.37) andtgsistnean score on Part E (2.29). The mean
scores on these parts show that these strategigeragrally not usedAccording to their pre- and
post-test total scores, both groups fall intorttediumfrequency user category according to
Oxford’s (1990) interpretation of the scores.
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Part/Group Part A Part B Part C Part D Part E Part F Total score

Remembering  Using your Compensating Organizing and Managing your Learning with

more effectively mental processesfor missing evaluating your emotions others

knowledge learning
Pre-Test Post- Pre- Post- Pre- Post- Pre- Post- Pre-  Post- Pre- Post- Pre-  Post-
Test Test Test Test Test Test Test Test Test Test Test Test

Chat group 2,57 254 2,73 29 2,82 2,92 3,82 2,86 1,9* 3,04 292 283 261
Control group 2,10 233 2,82 3,39 3,36 2,75 2,95 2,75 2,29 2,58 28 268 2,75
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The paired samples t-tests of tteat groups mean scores on the six parts and the total SILL
showed a significant positive change on Patt&ing your mental processashere the pre-test
mean 2.54 increased to 2,73, and a significaniedseron Part BJanaging your emotionsvhere
the pre-test score 2.86 decreased to 1.9. Thegobiap’s pre-test score on Part E suggests that
students used these strategiemetimesvhen the pre-test was administered to them. Thetest
scores reveal that the strategies meant to mamagioss were generally not used at the time
when the post-test was taken by the participants.

As far as theontrol groupis concerned, the t-test showed a significant gaan one part of the
SILL, Part B,Using your mental processéshe pre-test mean sca2e33 increased to 2.82 in the
post-test. The pre-test mean score belongs todimaitigenerally not usedvhile the post-test
mean score to the domaometimes used.

6.2.1 Using mental processes

Both the chat group and the control group showsidrficant increase odsing your mental
processesThis part includes strategies of using one’s @gmocesses while learning a language.
Part B contains the following statements (states&@t23 in the questionnaire):

10. | say or write new English words several times.

11. I try to talk like native English speakers.

12. | practice the sounds of English.

13. | use the English words | know in different svay

14. | start conversations in English.

15. I watch English language TV shows spoken ifdi&ngr go to movies spoken in English.
16. | read for pleasure in English.

17. 1 write notes, messages, letters, or reportsriglish.

18. I first skim an English passage then go baakraad carefully.

19. I look for words in my own language that amaifr to new words in English.
20. | try to find patterns in English.

21. | find the meaning of an English word by dirglit into parts that | understand.
22. | try not to translate word-for-word.

23. I make summaries of information that | hearead in English.

Using language learning strategies implies thatidex spends time on learning the language, and
engages in various activities that help them tanlehe increased scores on the post-test in both
groups show that the learners spent more time esethctivities at the time of the post-test than at
the beginning of the school year, when the prevtestadministered to them.

The majority of activities listed in Part B concéhe acquisition of vocabulary. The improvement
in mental strategies is in accordance with theifigdhat the two groups made progress on the
language elements part of the proficiency test §s&8.1). In the End-project interview, the
members of the chat group were grilled about thgsveaat influenced their language learning
process. During the EPI, Dot gave the followingvegrsto question 8n what ways did chat
contribute to your language learning?

EPI, Dot, Question 6

D: Nem tudom, sokat segitett-e. Inkabb érdekeésNekem nem segitett a nyelvtanban. Mégis
gondolkodtam k&ézben, meg szavakat tanultam.

[I don't know if it actually helped. I'd be morediined to say it was interesting. It didn’'t help me
with grammar. But | was thinking while doing it,cahlearnt new words.]

Seth mentioned in the EPI (Question 6) that if ggirword repeatedly can be called learning, he
learnt new words in chat. This is the first strgtégted in Part B of the strategy inventory.
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As the participants made progress in proficienog, ased mental strategies to improve their
English, also in chat, it can be concluded thatéggilar inclusion of chat involved the learners in
language learning activities that lead to the imaproent of their language skills.

6.2.2 Managing emotions

The chat group’s significant decrease on PaviaBaging your emotionsf the SILL can be
attributed to the fact that producing languagénendhat context is less stressful than doing the
same thing in speaking (Beauvois, 1996, Lee, 20@#schauer, 1996) This is especially true if the
learner has to speak when the whole group is lisgent was often a problem during our classes
that the learners would not listen to each othed,made negative comments about each other’s
performance. The following extract from the langeiégacher’s journal shows that speaking in
class was a continuous problem.

LTJ, 30 March Tuesday

| have all the test results. | am amazed to seelttbavdifference there is between pre- and post-
test scores on the speaking part. | should notpgrssed, speaking in class is a continuous
problem. 'We should speak more,” some of them &ag@pg, but they will switch to Hungarian all
the time, and when they do answer in English, Italy hear what they say.

Dot talked about how she felt about her group memivethe EPI. Her comments were in line with
my observation that she was anxious to speak gsdlacause of her classmates.

EPI, Dot, Question 11

R: Milyen a jo nyelvtanulé csoport?

Dot: Kevesen legylink, 8-10 ember. Ez itt idealézdpmeinyben szeretek lenni, de legyen aki
jobban tud nalam. Es fiuk legyenek. De itt miljigk ¥annak! Nem érzem, hogy van aki rosszabbul
tudna. Footie-nak kicsit tolerdnsnak kéne lenni.

[R: What kind of group is ideal for language learg?

There shouldn’t be too many learners, only 8-1@ itleal here. | like to be in the middle, but

there should be learners who are better than mel.thare should be boys. But not like these! |
don't feel there’s anyone whose English is wors@ tlmine. Footie should be a bit more tolerant.]

Three of the eight learners also talked about lta¢ classes being more relaxed than the traditional
classes. The first two questions in the EPI weeddhliowing:

1 What was the atmosphere of the chat classes like?

2 How did the chat classes differ from traditionkdsses?

Here are the answers given by the three learners:

EPI, Ben, Question 1

R: Milyen volt szerinted a chat 6rak légkdre?

Ben: Hat felszabadultabb, mint egy ilyen altaladose.

R: Szerinted miért?

Ben: Talan a szamtek terem miatt, mert ott hagailiink,

R: Uhiim

Ben: meg hat nem tudom.

[R: What do you think, what was the atmosphereeotiiat classes like?
Ben: Well, they were more relaxed than traditiociakses.

R: Why was that do you think??

Ben: Maybe because of the computer room, becauseeveesitting with our backs (to each other),
R: Uh-huh

Ben: and well | don’t know}.
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Ben’s remark shows he usually did not enjoy ‘fathig group mates in the English classes. The
Language Teacher’'s Journal, and chapters 5 andcTilde the difficulties in group dynamics that
made the cooperation between the members of thp glifficult at times. Ben’s sentences suggest
that these difficulties were not present when tiveye working together in chat.

In the following extract, Dot emphasizes the autoaos nature of chat tasks, the feeling of having
the chance to decide what she wants to do witl@rirdmework of a given task.

EPI, Dot, Question 1 & 2

Dot: JO, tényleg, jobb, mint a rendes 0Ora, jobbare#tik, mint a nyelvtani dolgokat. Kicsit azt
csinaltunk, amit akartunk.

[Dot: Good, really, better than traditional classege enjoyed it more than grammatical things. We
sort of did what we liked.]

Piper mentions autonomy in the chat sessionsatmbthe fact that she felt chat tasks were more
positive than other tasks in class:

EPI, Ben, Questions 1 & 2

Piper: Jobb a hangulat a chat 6ran, konnyedebleladat is, meg a gépekkel a munka, énallébb is.
[Piper: The atmosphere is better in the chat clasere relaxed, the task too, and working with the
computers, it is more autonomous.]

As the extracts above reveal, the chat classea haeldxed atmosphere. In the non-chat language
classes the students often had to answer questidmt of their classmates, maintain a pace
dictated by me when doing the tasks, or face adrfivith their classmates or their teacher. These
are fairly normal events in language classes Howéhey can cause anxiety in learners and
potentially impede their learning process (D6rngé01, Piniel, 2004). According to the results of
the SILL, the members of the chat group profiteahfithe relaxed atmosphere of the chat classes
and needed less strategy to compensate for anrietstss than at the outset of the project.

6.2.3 Strategies unchanged: remembering, compensagi, organizing and learning with others

In four of the six parts of the strategy inventagmembering, compensating, organizing and
learning with others, there were no significantraes in either group. In the control group, the
teaching approach and the activities used in el@ss not new in the school year investigated,
which can explain why there were no marked chaimgdse use of these strategies. In the case of
the chat group, the inclusion of chat tasks didimitience these areas of strategy use.

As far aemembering more efficiently concerned, the visual record of the chat cazatéan can
help learners remember new words they encountdrdh In order for this to happen regularly,
more tasks for learning vocabulary could have beelnded. However, the evolving insights of the
chat projects showed that the participants coufetfiemore from open-ended task types.

In the case ofompensating for missing knowledgeur types are included in the SILL: guessing,
gestures, word coinage, and approximation (formprehensive list of compensation strategies
and their definitions, see Dornyei and Scott, 199fgse strategy types are only partly relevant in
compensation in chaBuessinghe meaning of unknown words aapiproximatior are strategies
that can greatly help the learners in chat to wtdad their partners and get their own message

" Approximation is when the learner replaces worlshshe does not know with a synonyms or related
word.
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acrossGesturesare not present in their traditional form in chest,the chatters do not share the
same visual context. Although emoticons and otiverltased devices can be used in chat
communication to express emotions and add extraimg#o the verbal message (for an inventory
of these devices in chat, see Werry, 1996 and edr897), these were not included in the SILL.
Instances ofvord coinagdn the chat logs are rare. A possible explandtionhis is that when
learners were not sure about how to say a worchgligh, they often resorted to using another
language, Hungarian or German, because they krenprtner would understand. Word coinage
is an efficient technique in the case of learndns @o not share the same first language.

Organizing and evaluating one’s learniing/olved learning activities outside the schoibde |

doing homework or reading, writing, or speakindemglish. The former activities in the group
were not changed by the project, and from therlattévities, there were only a few mentioned by
the learners. An example of such activity was batt preferred to correct the chat logs at home, or
that Piper and Dot e-mailed their friends in Erglisee LTJ, 2 February). An intercultural chat
project in which the learners have partners frootlzer country can inspire the learners to
correspond, e-mail or chat in English in their ftieee, given of course that they become friends
with their partners.

The last group of strategies which remained unckamgadearning with othersThree of the six
statements in this part of the SILL referred td omanmunication, the other three were general. As
group dynamics were fairly poor in the chat groamqd did not improve considerably in the course
of the project, the lack of change is not surpgsidowever, as completing a chat task successfully
requires collaboration between the chatters, amdliat logs indeed provide evidence that the
learners made an effort to collaborate in chat &hedysis of the chat logs in chapter 8 confirms
this), an increase in this field could have begueeted. All the learners had group members they
liked chatting with, and in the end-project intewi Tom, Footie and Martin explicitly mention that
they enjoyed working together with their pals imtf{see 7.2.3.1). Statements oriented more
towards communicating in the target language imaitia, including CMC, could have better
shown the changes in the chat group. This imptiaswith the expansion of CMC in language
classrooms, strategy inventories should be modifiemtder to include these recent forms of
communication as well.

6.3 Conclusions

The results of the proficiency tests showed pragimeshe use of language elements and the total
score on the test in both groups. The main findimgcerning the effect of the inclusion of chat on
proficiency, is that performing chat tasks and @eriing traditional, non-chat tasks in class proved
to be equally useful. The first hypothesis is tjussified, although the two groups developed in
partly different skills. The chat group’s scoreaaiiscreased significantly in writing skills, whitbe
control group showed a significant increase in kimgpskills. The chat group’s gain in writing
skills scores can be explained by the dominaneeritihg activities in the English classes,
including chat.

The inclusion of chat tasks brought about an irsedaise of mental strategies, and a decrease in
the use of strategies for managing one’s emotibne.positive change in the frequency of using
mental strategies also took place in the contreligr and can thus be considered the effect of
regularly engaging in meaningful activities relatedanguage learning, which includes chat tasks
as well. The second hypothesis is thus not jusitifiee inclusion of chat tasks did not stimulat th
use of more strategies than the regular commur&atassroom activities. In the case of
emotional strategies, the beneficial effect of dhaks on language learning was shown by the
decrease of strategies. The drop in the frequehsyategies for managing emotions in the chat
group shows that the inclusion of chat tasks ceethie possibility for a relaxed, autonomous
environment for learners to practise and improweir tBnglish in.
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In the following chapter, the participants’ motiat for learning English, and their attitudes
towards classroom chat will be investigated.
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Chapter 7 Motivation for learning English and attitudes towards the inclusion of chat

The aim of the present chapter is to describe lthages in

1) the motivation to learn English,

2) and the attitudes towards the inclusion of chat

in the EFL classes in the chat group during the BR& project.

The concept omotivationis interpreted as “théirection andmagnitudeof human behaviour, that
IS

- the choice of a particular action,

- the persistence with it,

- the effort expended on it.” (Dornyei, 2001, p. 8)

Motivation is a key element in language learning arprerequisite of progress. The learner’'s
motivation to learn induces them to execute actibaslead to learning. Persistence entails that th
learner will perform these actions over an extertdad period. The degree of effort the learner
expends on the actions is closely related to tigeedeof progress they make.

In the case of the BHS chat project, the human\bebtainvestigated was learning English in the
chat groupAttitudesare described as the opinions and feelings thecipamts voice about
learning English and patrticipating in the chat s@®&s and also their actions related to the chat
sessions.

The contents of the present chapter are the fatigwin section 7.1, Dérnyei and Ott6’s (1998)
model of motivation is presented. Section 7.2 geveletailed description of the learners’ state of
motivation in the three stages of the study. Irtierc7.3, the learners’ attitudes towards chatdask
are investigated.

7.1 Dornyei and Otté’s model of motivation

The chat group’s motivation is described with tiegphof Dornyei and Ottd’s (1998, cf. Dérnyei,
2001) model of process-oriented L2 motivation. Thiadel depicts motivation as a dynamic
process, and divides motivation into three staggesrred to astatesin the model:

pre-actional state >> actional state >> postaatistate.

The changes in motivation were investigated usumgitative methods, by describing the issues
relevant to the inclusion of chat according to¢heonological framework of the three states. The
case of each learner in the chat group is presémtader to give a full picture of the changedtha
took place during the course of the project.

The chat group’s attitudes towards chat as a tolalriguage learning were compared to the control
group’s, whose members did not perform chat tasgslarly. Quantitative methods were used to
analyze the differences between the two groups.

7.1.1 The pre-actional state of motivation

In the pre-actional state, the learner is planaimg preparing the action of language learning. This
state includes three sub-processes:

goal setting >> intention formation >> the init@iti of intention enactment

Goal setting entails that the language learnendsftheir objectives for language learning.
Intention formation is a step further than goatisgt Setting objectives takes place at an abstract
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level, while intention formation “involves commitmig (Dornyei, 2001, p. 87). Intention
formation is thus a process in which the learndgtanan concrete action plan of how they will
achieve the goals set. The last step before thedeactually engages in action is the initiatién o
the action, an event and point in time at whichabgon potentially leading to the goal set is
undertaken by the learner.

7.1.2 The actional state of motivation

The central state of the model is the actionaéstahich involves the activities that are conducive
to language learning. In this state, “one contiralygenerates (or is assigned) subtasks/sub-goals”
(p- 89). The execution of theeibtaskss followed by the learner'appraisalof their

accomplishment on the task. The self-evaluationatsm be influenced by the environment’s
assessment of the learner’s achievement. Thides tifie case in a school learning situation, where
the teacher’s assessment of the learner’s actioageéy factor. The third process that plays an
important role in the actional phaseatgion contro} which is a set of strategies the learner can
employ to regulate their learning. These strateigielside the activities listed by Oxford (1990) in
her strategy inventory (see 4.3.6.6).

As the action itself is composed of sub-actionsutitasks, the actional state is made up of asserie
of subtasks, which are followed by the learnerff*eealuation and supported by the learner’s
action control strategies. In my interpretatiorg $equence of these actions; the task, the
evaluation, and the control strategies can formcéec and the lessons learnt from earlier cycles
can be used in later ones within the same actsintg.

7.1.3 The postactional state of motivation

The postactional state follows after the seriesatifvities in the actional state have been comglete
suspended, or in some cases, abandoned. In thghkase, the learner evaluates the preceding
states, and compares the goals set in the prasatstate with their achievements in the actional
state. Just as in the actional state, lessonsec@aint from comparing the plans to the actual
achievement When the learner engages in a new, @udearrives at the pre-actional state once
again, what they learnt from the previous cycle fealp in improving planning and implementation
in new phases of learning.

Dornyei and Otté’s model is focussed on how moibrato learn a L2 can be explained in terms of
action, and also, as it happens, in terms of digts/ivhich typically make up language learning.
The ‘natural’ unit of language learning for most@edary school learners is the school year, which
begins in September and lasts until the middlesoéJdn Hungary. The motivation of the members
of the chat group is described for one school yearduration of the BHS chat project, within the
framework of Dérnyei and Otté’s process-orientedigimf the three states of motivation.

7.1.4 Applying the model to the BHS chat project

The group’s initial level of motivation is consiéerthe pre-actional state, which is described in
this chapter with the help of two sources of datee first source is the Questionnaire on
Background the participants filled in at the begngrof the project. The second source is the
information | gathered from my colleagues at BHR®] a former teacher of the chat group, N. A.,
who was no longer teaching at the school at the tfrthe project. This was recorded in the
Journal.

In the context of the BHS chat project, | considdiee actional state of motivation the school year
2003-2004, in which the 23 chat sessions took plaszorded the events relevant to the group’s
motivation in the Language Teacher’s Journal. Th&ravents from the viewpoint of the actional
state in the chat project were the chat inclusiaries, especially the step at which the participant
performed the chat task. The product of the chedise was the chat log produced by the
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participants. The chat logs were also used asid#i@ investigation of the chat group’s
motivation in the actional state.

The end of the BHS chat project is interpretechagobstactional state. The end of the project
consisted of the last two weeks of the school yieamhich the Questionnaire on Attitudes (QA)
was administered to the participants, and the Eogegt Interviews (EPI) were conducted.
According to Dérnyei and Ottd’s claim, in the padianal state the learners evaluate their learning
activities. In the QA and the EPI, they also haadpportunity to evaluate the activities they were
engaged in, their own part in the activities, arpl&n in what ways the chat project could
contribute to their language learning process.

7.2 The three states of motivation in the BHS chairoject
7.2.1 The pre-actional state
7.2.1.1 Qualities of language learning

First of all, | read the participants’ answershe background questionnaire (see 4.3.6.1) about how
they felt about learning English. In this item,thveere asked to mark the adjectives which they
thought were characteristic for learning Englishe Tollowing options were listed (after the
sentence-beginninganguage learning is):.a lot of work, interesting, horrible, boring, inwas a

lot of rote-learning, easy, nerve-racking, diffigidndentertainingThe participants were asked to
answer the questions about learning English.

| gained the following information about the menwef the chat group: 75% of the group, that is
six out of eight learners, thought that languagerimg was interesting. One learner thought it was
boring and nerve-racking. One learner did not naemk adjectives for this question. The answers
led me to conclude that the majority of the groaf h positive attitude to learning English.

7.2.1.2 Language learning objectives

As far as language learning objectives were comckrall learners in the group wanted to speak
English fluently, though only two of them answetkd question ‘By when would you like to reach
this aim?’ The two answers were ‘as soon as passbid ‘this year'. Seven of the eight
participants were going to take an English langueagen. The students wanted to have language
certificates because these could bring them extirstipwhen applying to a university. Four of
them wanted to read in English, and one participaarited to use her English for writing letters
and e-mails, and during her travels.

Thus the group was oriented towards learning talsmglish fluently and taking an English
language exam. | considered both of the objectiwvd® ambitious, and expected a hard-working
group. My expectations were confirmed by S. M., ldaler of the English teaching team at BHS.
She told me at the outset of the project that tbegwas looking forward to working hard in the
English class. The journal extract below reportsh@nconversation | had with S. M. in June 2003.
| underlined the last sentence in the extract. Tdfirs to the group’s eagerness to learn English.

LTJ extract, 10 June, 2003

She [the leader of the English teaching team] telésabout them [the students who later became
the chat group]. The group has 9 or 10 memberslesits from classes 5a and 5b. The year that is
about to conclude has been their second year di/stg English in BHS.

When they came to BHS two years ago, they knee Baglish already, but they did not want to
be in the more advanced first foreign language Bhgjroup. N.A., an experienced teacher, taught
them in the first year. She retired at the enchefytear. S. M. says | should call N. A. and prosise
to give me her number.
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The group was united with H.K.’s group of beginnarthe second year. This situation was not
really favourable for learning for either the beggrs or the more advanced students. The latter
complained a lot, and S. M. thinks they would mvevork hard in their English classes again. So
my task is to make them work really hard and |lealot.

The information | gained both from the learners &inch S.M. showed that the group was
motivated to learn English.

7.2.1.3 Group history

As has already been described in section 4.3182gmoup had a fairly vicissitudinous history. By
the time of their third year at BHS beginning, Isitheir third English teacher. Figure 7.1 shows
the three stages with the three different teadnettge group’s life.

Figure 7.1 Group history in the chat group

School year 2001-2001 School year 2002-2003 School
year 2003-2004

----------------------------- N. A. as teacher -—-------------------  --- H.K. as teacher--- ----------
----BHS chat project----------

instruction suited to group’s level combined with beginners
E.R. as teacher

In the first year, N. A. was their teacher. | cdlleer, and enquired about the group from her.
During the telephone conversation | had with hehatoutset of the project, she told me the
following:

LTJ extract, 8 September

| called N.A., their former teacher, on the phoa¢alk about the group. Ben seems to know
everything, Tom, Mitch and Footie think they knaergthing, but they are wrong. She said she
felt sorry for them, because they kept fooling abin class. N.A. thinks Piper is an exemplary
student, she is kind and diligent.

| also learned from the conversation | had withPANthat some of the members of the group were
undisciplined in the English classes. After thetfafays of the school year had passed, |
experienced this problem myself in the classeth@gxtracts below show.

LTJ extract, 10 September, Wednesday
When they are tired, they put their heads on trsksleThis shocked me. Are they so uninterested?

LTJ extract, 29 September, Monday

The first class is quite messy, their attentionasfocussed on me or the blackboard, but
somewhere in the middle of the desks, where Tdfiteh’s and Footie’s eyes and comments meet.
Most of the students do not have their textboakd, ey will not listen to each other.

I have a sinking feeling. | guess the task washallenging enough for them.

During my English classes with the chat group stuelents sometimes told me stories about their

first year. On one occasion, Dot told me in cla@& M. A. evaluated the group as a part of her
career as a teacher.
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LTJ extract, 20 January, Tuesday
Dot tells me N.A. said they were the worst groupenlife, and she retired after that year with
them.

| never asked anyone about the truthfulness ofstaiement, but | did not doubt the group had a
role in her decision. Although this was a sad stiimgvealed to me that the discipline problems |
sometimes had in the group had probably always teer, and were not due to my limited
experience with secondary school learners. Thepgnas indeed difficult to manage, and group
dynamics and cooperation were at a low level. Mseobations about the group’s discipline and
cooperation problems were confirmed by the membeck interviews with the participants.

The group got a new English teacher in the secentster of their second school year, and they
were united with a second-year group. The interatedearners were united with learners at a
lower level, who had only been learning Englishdagrear. | figured that it was probably just as
hard for the new teacher, H. K. to handle the grasifi was for N. A., if not harder. In H.K.’s
group, students of two different levels of profitig were put into one group.

7.2.1.4 Synthesis of the pre-actional state

Having collected information about the group’s difgt attitudes to English and learning
objectives, | concluded that the chat group waeré@sted in and motivated to learn English.
However, when it came to action in favour of leagnEnglish, the members of the group had
problems with discipline and working together.

In spite of these negative experiences, | was omed that well-defined, challenging tasks can
help participants get involved and make them wodether in the English class. The conditions
were provided for successful language learningh@¢earners had similar proficiency levels
(unlike in their second year), and they all clainbethave aims concerning English.

7.2.2 The actional state

In the following section, | will describe how thkat group’s motivation to learn English changed
in the course of the chat project. The initial mavéhe actional state of Dérnyei and Otté’s model
is subtask generation and implementatitmthis move, the learner sets a sub-goal anul tiddees
action, which involves learning activities. The actionvaas influenced byppraisal or in other
words the evaluation of the action, amtional contro] the sum of the strategies the learner uses to
regulate their learning process. The result ofatten is theactional outcomeAfter reaching the
phase of the actional outcome, the learner caeraitiodify or continue the action. The appraisal of
the outcome can also lead to the modification efgbal. The outcome is followed by thehieved
goal, or terminated actionln the first case, the cycle was completed withheaegree of success,
while in the second case, the action is terminbefdre it could reach its end. Both events lead to
the postactional state.

7.2.2.1 The actional state in school learning endinment

As | pointed out above, the actional state of th&t group coincided with the school year and the
English classes at school, including the chat sassin the case of most secondary school
learners, language learning is a regular parteif gthool programme, and the actional phase is
something they can plan and prepare for. In thedamvironment, the tasks are usually assigned
by the language teacher, who might involve thenlei in choosing the tasks presented during the
school year. In the chat group’s case, | assignedatsks to the learners, and, as shown in the chat
inclusion cycle in figure 5.1, | encouraged theheas to take part in planning the tasks, and give
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me feedback about the tasks. As far as the matdribe regular classes is concerned, | was also
instructed by the leader of the English teachimgnt@bout what to teach.

LTJ entry, 3 September Wednesday

S. M. [the leader of the English teaching team]ssg that | cover the most important grammar
points in the intermediate book, Language in Usefi{Bnd Jones, 1994) with the group first,
which should not take more than a few weeks, ael $kart the upper-intermediate book (Doff and
Jones, 1997). This is so that the students feglahemaking progress, and the course is
challenging enough for them.

| did not know | was supposed to use Language & (US), | thought | could choose my own
coursebook. (I thought we had agreed on that instiramer.)

S. M. says LU is an excellent book for beginndke ¢he???) from a linguistic point of view. She
offers to go through the intermediate book and shwmthe topics worth dealing with. In this
language course, units on grammar alternate withsuon vocabulary. She lists virtually all the
grammar topics from the book. We could start theespntermediate book in October or
November.

As | was a guest teacher at BHS, | consideredpbmant to follow S. M.’s instructions concerning
the syllabus of the regular classes. However, dGogerammar points quickly was not at all in line
with what the members of the chat group had sehsleé/es as a goal at the beginning of the
project (see the section on the participants itB4.Jhis conflict between the team leader’s
expectations and the chat group’s desires influgtioe participants’ motivation in a negative way.
However, it is often the case that learn@rahtsdo not converge with theireedsAs the learners
get to the evaluation phase in their motivationyale, they might realise the tasks they did nad fin
meaningful at first were beneficial to their leammiin the long run (Bygate, 1999).

7.2.2.2 Chat cycles in the actional state

In the following section, | investigate the leasiesubtask generatioandimplementationmoves.
The learners’ moves will be investigated in terrhtheir involvement in the chat tasks while doing
them, their involvement in planning the tasks amartself-evaluation of their performance on the
task. The learners generated a subtask each teyelétided to take part in a chat cycle. Taking
part could involve asking for a certain task typeencouraging one’s partner in chat to begin the
task, as illustrated in the following extract:

Chat extract, 7 October, Mitch & Seth

1 <mitch> hi

2 [seth] Hi

3 <mitch> lets beginning the work!

4 <mitch> First Task:

5 [seth] TSpain

6 [seth] What kind of tips should we give?

Implementation entailed making an effort to camay ihe task in chat. The posts in chat aimed at
managing the task provide evidence that the lesmeade such an effort. The following extract is
an example of how Martin is trying to achieve tloalg of the task by asking Footie about his
personality.

Chat extract, 2 December Martin & Footie
1 <martin> Please tell me something about yourspealities
2 [footie] What for example?

The outcome of the chat sessions was tangiblehhtelogs were saved and printed out. The
appraisal of the action took place in several stagéer the chat sessions, | read the chat logs an
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commented on the chatters’ English and the comwmtiethie chat. An example of my comments can
be seen below. | wrote my comments and questiotieeimargin of the printed text. Here the
comment is printed after the arrow. Martin posagdbestion ‘What had you use?’ My question (>
What tense is this?) about the verb tense aimelic#tng the correction of his sentence. (I igrebre
the typo in ‘Whad’.)

Chat extract, 4 May, Martin & Footie
[martin] Whad had you use? > What tense is this?

The day after the chat session took place, thedearead their texts and my comments, reacted to
the comments and corrected the texts. | immediakislyussed their corrections with them. As a
result, the learners gained insight into their chatome, and could evaluate their own work. If the
learner had set as their goal the production af@ghat, they had the opportunity in the chat
cycle to read the outcome and appraise it.

In the following sections, | will describe the actal state in the chat project in two phases. The
first phase lasted from the beginning of the priojleSeptember until 18 December, when the
Christmas break began. The second phase lastedbsfdamuary 2004 until 3 June, the last day of
the project. Figure 7.2 shows the motivationalestatbserved during the project.

Figure 7.2 The motivational states observed in the BHS chabjpct

PRE-ACTIONAL STATE

1
ACTIONAL STATE

first phase

l

second phase

!
POSTACTIONAL STATE

7.2.2.3 The first phase of the chat project

The actional outcome is followed either by the aelkd goal, or the termination of the action. A

chat cycle is a sub-action or sub-task within digigant’s actional state. | divided the group into
three sub-groups in the first month of the progatording to how the learners acted in the chat
sessions. The characteristics the members of tee ub-groups shared were confirmed by two
participants in the member check interviews.

The first sub-group: skilled with computers

The first sub-group consisted of four learners:chlitTom, Footie and Ben. All of them were daily
computer users, and very skilled with computergyTtould type faster than the other four
members of the group, and | had the impressiorttiegtfound the new medium, chat, fun to work
with in the English class. Thechnical conditioraspect of classroom chat mentioned in chapter 5
was thus hardly ever a problem for these four ke@rduring the sessions.

As far as correcting the chat logs was concerned,dd Footie were good at correcting, and from
the beginning of the project, they made an effortlass to learn from their chat logs. When it
came to evaluating the first set of chat texts @rdections on 26 November, | evaluated the two
learners’ work as follows:
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LTJ extract, 26 November

Footie good texts, but lots of German words and intdipes. Sometimes fooling around, visiting
other people’s chat room, 4/5.

Ben good corrections, you are good! Often you wentfar with Tom (rudeness)! 5

Tom and Mitch were somewhat irritated by havingeidew their texts. As the journal extract
below shows, they did not think it made sense toect spelling mistakes, and their approach was
often similar with grammatical errors, too.

LTJ entry extract, 4 November
Tom and Mitch seem to think that correcting thetdbgs is not a worthwhile goal, and there is a
difference between a grammar mistake and a typer€lis no need to correct the latter, they say.

The chat extract below shows how inaccurate Mitéiglish was in the chat dialogue he had with
Seth.

Chat extract, 11 November, Seth & Mitch

1 <mitch> NO, NO, NO!!! We are legal mans!, The Frieof freedom don't against the law.
2 <mitch> But, the police thinking, we are crimisa

3 <mitch> | hate the polce! I like kill all of tma!

4 [seth] That's why | said that you need a goaghfer.

| evaluated the first set of chat texts with thikoleing words and grades:
Tom Lots of instances of WTF (abbreviation of rudedaage) in the texts! The texts are
sometimes unambitious. Only a few of the textsamected. ¥

Mitch: very few texts corrected, language inaccuratepitld be much better! You are very handy
with computers. 3
The second subgroup: diligent and disciplined

The second sub-group contained the two most diseippland diligent learners in the chat group,
Seth and Piper. As opposed to other members afrthe, it seemed natural for Piper and Seth to
be on task in the English classes, and this helth@oregular as well as the chat classes. Initste f
weeks of the project, | could not tell how theyt B#bout performing the tasks and correcting the
chat logs. | had the impression that they justiedrout the tasks they had been assigned in the
class. Piper was really ambitious in both the aané@d the English she used in chat. | could only
praise her when it came to evaluation:

Piper. very good, ambitious, 5

Seth did not prove to be a good match with Mitobvaluated him as follows:
Seth The content could be better, there are Hungaviemds in the text. Corrections are good, 4.

Nevertheless, he worked hard in the classes, adé ama effort to learn from the chat cycles as
well. For example, he asked questions about thewmnds in chat from his partner, as it will be
shown in the following extract.

Chat extract, 2 December, Seth & Tom

1 [tom]l've just protect him. | wasn't smuggler.
2 <seth>What does proteckt mean?

3 [tom]Defend, guard...

4 <seth>o0k
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This was an action control strategy Seth used pyore his English. The rest of the learners in the
group often ignored unknown words used by theitnaar or asked the meaning of the word from
their neighbour or from me.

LTJ entry extract, 28 Oct Tuesday

There are things they do not want to do in chaty. evhen they don’t know a word, they do not
want to ask their partner in chat. Are they ashamedot knowing words? Maybe they don’t want
to leave a trace? Seth seems to be an exceptioaftéfeasks questions from his partners in chat.

After the initial phase of the project, on severatasions Seth mentioned that he would rather do
speaking tasks instead of chat. | figured this nasvaluation of the chat sessions. As the
description of the postactional state of the chatig will show (see section 2.3.1 Seth), he in fact
kept his reservations concerning the inclusionhatt ¢o himself throughout the whole project.

Piper was not convinced of the usefulness of tla cycles either, and mentioned several times in
the informal conversations | had with her that slogld rather speak than chat in class, because
she was not good at speaking.

The third sub-group: not making sense

The third sub-group was formed by Martin and Ddipwvere both slow typers and fairly slow
producers of English, which became obvious to nrenduhe first couple of chat sessions. They
worked together in the first four sessions. The flaat they both had these characteristics could
have made them a good match in chat. Howevergifitst phase of the project, they both had
doubts about the usefulness of the inclusion of.d¢hveas not impressed by the first set of their
chat texts (see examples of chat logs by Martinlwidin 5.2.4). As the evaluation below shows,
Dot was involved when it came to correcting thégsekut she did not make an effort when
producing them, while Martin often skipped the skssin which the texts were corrected in the
first phase of the project.

Dot: Corrections are OK, but you could be much befléere is a lot of nonsense in it, the content
is often unambitious. 3/4

Martin: | have not found any corrected texts! There listaof nonsense in your chat texts. No
grade.

However, in the case of both Dot and Martin a cleamigattitude came about in the second phase
of the project.

7.2.2.4 The second phase of the chat project

The second phase began in the New Year, in Ja20&¢. The first phase of the project proved to
be critical from the viewpoint of the learners’ ivation to learn English in the chat cycles. They
got to know the medium, had their first encounteith chat tasks in the English classes, and they
saw how the chat cycle worked. When a longer brigekChristmas holiday came, there was no
school for almost three weeks, and the action fvas terminated. The learners moved into the
postactional, evaluative state, and then the piieraad state again. When they set their new
language learning goals, they knew they would st in chat sessions again, and they might
have given a thought to how they could make thsises more conducive to their language
learning goals.

Both Dot and Martin began to show signs of a pesithange in the second phase. In the chat,
they concentrated more on the task and made ar &ffmake sense. The comments Dot and
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Martin made in this period also confirm the chariget asked me questions about the task in order
to be able to produce a good text.

LTJ entry extract, 3 February
We get to the chat tasks. Dot asks what grammactstre she is supposed to use in chat. She
would like to know what | expect.

Dot often found it difficult to correct her chaite, and preferred to take them home with her,
where she could talk to her brother about it. Agtfi was against this, as it was a classroomttask
correct the text:

LTJ entry extract, 3 March
Dot tells me she prefers to correct her chat textsome. | prefer to answer their questions and see
their corrections immediately.

Later | realised that Dot could profit more frone tborrections in the stress-free environment of her
home than in the 10-15 minutes allotted to thik taghe English class.

In the second phase, Martin worked harder to imgitdg English in the chat cycles and | reported
one occasion in the journal when he was looking/éod to getting feedback on his product.

LTJ entry extract, 19 February
| didn’t manage to have a look at their chat logs\Wednesday. Martin keeps asking me about it.
He feels he did well.

During the evaluation interview (recorded in theJ). Tconducted with Martin about his progress
in the proficiency test, he said the following:

LTJ entry extract, 30 March
‘| think my total result on the second test wadtgrgood. The scores give a realistic picture of my
progress. My improvement in writing surprised me.’

‘I have taken English more seriously recently,drdi do well at all in September.’

They also talked about a positive change of agitilny had during the chat project in the End-
project Interview. | am going to quote the intewiim the section about the postactional phase of
the project (see 7.2.3.1, Matrtin).

In the case of Piper and Seth, | saw no visiblexghan their attitudes during the project. | fokat
even though they did the chat tasks well, and extyutorrected their texts, they were not
convinced of the usefulness of the chat cycles ®dd me several times during the year that he
would rather do other activities instead of chathle journal extract below, | reported a
conversation | had with Seth and Footie beforead sbssion, in the break.

LTJ entry extract, 24 February
Seth and Footie ask me before the class if we @irggygo chat or speak. Footie would like to chat,
Seth would rather speak, because he does notdikentinicating in chat, he says.

Ben and Footie kept the same level of enthusiagimeirchat classes and during the correction
phase throughout the whole project. On a few oocasithey fooled around in chat, like Footie in
the following extract. He used a German word, ‘eigplatz’, because he probably knew his
partner, Piper could understand it, and he thoiigtds funny to substitute a word he did not know
in English with its German equivalent.
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Chat extract, 7 October

1 <piper> what happened

2 <piper> are you alive?

3 [footie] The tram hasn't come because of temdimistakes, and the bus took up the passengers
from the aussteigplatz, and we couldn't get in.

However, on the whole | found that they could grivbm the chat cycles and | was content with
their participation.

Mitch was much more involved in the chat tasks thiay other regular classroom tasks. He was
often fairly negative about learning English, amdnardly ever did his English homework. He also
had a negative image of BHS, as the journal extrelciw also suggests.

LTJ entry extract, 20 January

Mitch asks me in class if I'll be teaching themtngear. | tell him I'm not sure and talk about my
plans to teach a group Dutch in BHS. Mitch thinkgoin’t succeed in doing that, because nothing
works in this school.

On a number of occasions it became obvious thanjwyed working with the computer in class,
but he was not motivated to think about correctioriss texts, and this state did not change at all
during the project.

Tom seemed to like chat sessions, and he was amdmadst of the time when it came to doing
chat tasks.

LTJ, extract, 6 January

Footie, Tom and Mitch make a good trio, they loekyunvolved. They ask me not to look at the
text while they are chatting, only afterwards. Teeys 'Tanard dijat fog kapni, hogy ilyen jo
szOrakozast talalt ki nekink! [You are going ta gerize for giving us such a funny task.] |
suspect they are sharing their 'coolest’ adventures

In the End-project Interview, Tom also gave us nous ideas about what kind of chat tasks can
make learning enjoyable. He explained that he aitdhMould chat about music or go on with
their gangster identities.

As far as feedback is concerned, he was very istiggdn it, and eager to hear my positive
comments about his English and his creativity endpen-ended chat tasks. Unfortunately, he often
didn’t have the patience to correct his chat teottglid not believe me that some parts of his text
were not correct. Whenever Lara, the American sttjadeas present at the correction, we checked
these problems with her so that Tom could seeaimative speaker did not find his sentence
acceptable either. He often argued that he heatdic@xpressions in English-language films or
saw them in video games, which he was very fonéHofvever, in many cases, Tom just ignored
his language mistakes. In the evaluation intena&aut the proficiency test scores, he said:

‘I wrote the Language Elements part intuitivelyGrammar will come intuitively after a while.’

(LTJ, 30 March)

7.2.2.5 Synthesis of the actional phase

In the first phase of the chat project, the fiteps subtask generation and implementation did not
function properly, as the medium and the cycleddbks were part of were unfamiliar to the
participants. The regular inclusion of chat in Bfel classes enabled the learners to learn to
appraise their own chat performance and devel@b af action control strategies. Examples of
such strategies are; asking clarification questfom® one’s partner in chat, like Seth did, or
correcting the chat text as homework, like Dot T actional outcome in the case of a chat cycle
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was the chat text produced by the learner, and lénel of satisfaction with the outcome, which
depended on what goal had been set at the begiohthg cycle.

From the beginning of the second phase, | fountthigachat cycles ran quite smoothly, and the
participants had an optimal system in the chatesyfr learning. Their performance mostly
depended on the goal they had set themselves vdggnning the chat task. The participants’
appraisal of the chat project in the EPI confirmmsdevaluation of the project.

When the project ended, the actional state wasnated. In the last two weeks of the project, |
administered the questionnaire on attitudes tdefmers, and conducted an interview with each of
them about the chat project. The outcome of thetgprenaire and the interviews are discussed in
the following section, which is about the post-ail, evaluative state of the learners’ motivation.

7.2.3 The postactional state

The postactional state begins when the learneeaebitheir aim or when the language learning
activity is terminated. In the case of the BHS giraject, the actional state ended when the school
year came to an end. The postactional phase iledneers’ language learning process involves the
evaluation of the two preceding phases, the piiefaltstate, in which the goal was set, and the
actional state, which was spent on activities ¥eie potentially conducive to the desired goal. As
figure 7.3 shows, in this state, the learner Idokgseasons to explain their success or failurd, an
draws conclusions which can help them in the plagpaind actional phases to come, and become a
more successful learner. Before the learner stépsainew pre-actional state, the original intamtio
has to be replaced. In the new cycle, the leariles&t new goals.

Figure 7.3Factors in the postactional state of motivation

forming causal attributions- POSTACTIONAL EVALUATION — elaborating standards and
strategies

l

dismissing intention and further planning

7.2.3.1 Eliciting the participants’ evaluation: theEnd-project Interview

At the end of the chat project, | wanted to find lbow the participants evaluated the project, and
how their progress in English was influenced byittwéusion of chat in the EFL classes. In the
following section, | will describe the picture Itga each interview of the learners’ assessment of
their participation in the chat project. The ansaeported are the ones which | think best
characterise the learners’ attitudes towards ttlesion of chat in EFL learning.

Martin: a change of attitude and sensitivity to tex quality

Martin mentioned several times in the interviewt tttzat classes were more interesting and relaxed
than regular classes. He described the chat clasdeows:

EPI, Martin, question 1

Hat talan jobb hangulat volt, mert azért ez a, atciél azért tudtuk hogy altalaban ilyen jopofa
téemak lesznek, és ezaltal talan egy kicsit igydilink fokozva, vagy ilyesmi, és igy
felszabadultabban lehetett dolgozni.
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[Well, perhaps the atmosphere was better, becausa wh had a chat session, we knew that we
were going to get cool tasks, and because ofw@syere animated, or something like that, and we
could work in a more relaxed way.

He suffered from boredom in the regular Englistssts. When | asked him what made the English
classes boring, he said the following:

EPI, Martin, question 2

R: Mitsl unalmas egy rendes o6ra?

M: Hat nem tudom, hét igy, ott ugye kulodtiatlst kell forditani arra, hogy mindenkinek esetleg a
véleményét, hozzaszolasét, kérdését meghallgamitidom, és akkor ez a tobbiek, akik tudjak,
vagy nem tudjak, vagy nem érdelet, ck ilyenkor unatkoznak. Es hat ilyenkor végiilis
mindenkinek a sajat dolgaval kellett foglalkozsiném kellett gymond a tébbiek gondjaival
szembestilni, tehat, igy tudndm megfogalmazni.

[R: What makes a regular class boring?

M: Well | don’t know, there [in a regular Englisttass] you have to devote time to listening to
everybody’s opinions, comments, questions, | da1dtv, and then the others, who know it, or do
not know it, are not interested, they are bored tBan here [in a chat class] ultimately, everyone
can do their own task, and you’re not confrontethyngo to say, other people’s problems, so, this
is how | can put if.

Frontal teaching in the English class, and havnigsten to his group members talking caused
Martin’s attention to switch off.

He talked about a turning point in his attitudetat. He did not like chat tasks at first, and e d
not think the cycles were useful for his Englistt &s the project reached its second phase, he felt
the tasks got more interesting and he began tcy ¢mgom.

EPI, Martin, extract from question 8

M: Néha, hat még az elején, amikor nem voltak raély az identity-s dolgok, akkor az elején ilyen
érdekes, hat épp az, hogy nem érdekes, hanem rerjitem nem annyira j6 témak voltak az
elején, és ehlh, év elején a véleményunk éra chatsl Iényegesen mas volt, mint most.
Legalabbis az enyém. Akkor még annyira nem teeszett egész dolog, dévwel, ahogy a témak
egyre jobbak lettek, és egyre jobban el lett talé&e a szint, amdit tudunk is beszélni, mert
szeretnénk is, Ugy egyre jobb volt, és mar nemazsaklt, hogy hat ezt most meg kell csinalnunk,
és essunk tdl rajta, hanem tényleg élvezetestis vol

[Sometimes, at the beginninghen we didn't have these identity things yethatiteginning it was
interesting, or no, just the contrary, not intefegt | think the topics were not interesting at the
beginning, and because of this, at the beginnirtg@year, our opinion of chat was completely
different from now. At least in my opinion. At thiate, | did not like this whole thing much, but as
time went by, the topics got better and better, @lsd the level at which we could and wanted to
talk, it got better and better, and we did not jishk that we had to do [the task ], and let's get
over it, but it was really enjoyable

In Martin’s description above, he contrasts twoetypf attitude to a task: one in which he is
involved, the other in which he would like to geeothe task quickly.

As far as the ideal chat partner is concerned, iNMa&id it was a person with whom he could
‘achieve good results, make something good togetieract from question 10). Making here
referred to producing the chat telvtaking a good textvas a concept the participants of the chat
project often referred to. The references to thisxcept showed that they had developed a
sensitivity to the quality of the chat they proddicend that they evaluated their activities
afterwards.

Mitch: enjoying the relaxed environment but no devéopment in accuracy
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Mitch said that the atmosphere of the chat classasmore relaxed, without the boundaries of
regular classes. As Mitch put it, regular classes:

EPI, Mitch, question 2

Mitch: Hat ott ték cséndben kéne UlIni, ugye elvilegugyan ritkan valésult meg. Meg héat sokkal
szabadabb ez a feladat azért szerintem. Hogyha&ti&ell, sokkal toébb minden belefér, mint
abba, hogy mondatokat irogatok a munkafiizetbe.

[Mitch: Well, one should sit there in complete silencellgetnough this was hardly ever the case.
And this [chat] is a much more open task | thirilk.Have to chat, there’s much more | can do than
when I'm writing sentences in the workbook.]

Mitch claimed that he could pay attention to gramimahat, while in speaking, this is much more
difficult. In the following extract he describeswoole-plays contributed to his learning process:

EPI, Mitch, extract from question 6

Researcher: Mennyire érezted ezeket a szerepj@ékakznosnak? Hogyan illeszkedett ez a te
nyelvtanulasodba?

M: Hat az hogy, egyrészt itt azért a nyelvtanréiggeltem, #leg, amikor ketten voltunk. Meg
prébaltam igy normalisabban fogalmazni, szerintagvét).

R: Aha.

M: Nem olyan alparian.

[R: How useful did you think role-play tasks were@id they fit into your language learning
process?

M: Well, on the one hand, | paid attention to graanrnere, especially when there was just the two
of us. And | paid more attention to formulating whaanted to say, | think (laughs).

R: Uh-huh.

M: Not in such a vulgar way

He mentioned accuracy again when | asked him windiglal found useful in chat:

EPI, Mitch, extract from question 7

R: Mi az, amit szerettél a chat 6rakban? Mit éreatélyen haszna volt ennek a szamodra?

M: Héat az, hogy a nyelvtant félhasznaltuk. Lehetkgyolni.

[R: What did you like in the chat classes? Whatydid feel, in what way were they useful for you?
M:Well, the fact that we could use grammar. We d¢quactise}

The concern for accuracy Mitch was talking aboetsed strange to me though, as he hardly ever
made an effort to correct his chat logs after #esm®ns. He approached learning English in his
own, extremely practical way: he only participatedasks he found enjoyable. Some of the chat
tasks belonged to the ‘enjoyable’ category. Adtgtike discussing grammar in class or correcting
texts he had produced seemed either useless,ingltorMitch, so he did not get involved in these.
Some of the chat tasks also belonged to this ‘ssetategory for Mitch, as he explained in the
interview:

EPI, Mitch, extract from question 8

R: Mi az, amit esetleg nem szerettél?

M: Héat ezek a feladatok, amik amik igy nem naggtszettek. Abbdl nem is nagyon vettem ki a
részemet. Emlékszem, akkor nem nagyon foglalk@zzah hogy ezt most komolyan csinaljam.
[R: What was the thing that you did not like?

M: Well, these which | did not like very much.d dot really participate in those. | remember, |
did not really care about doing those seriously.

Mitch’s remarksn the interview, and his classroom behaviour, nradehink that he had hardly
any motivation to learn in the English classes. el of motivation did not change in the course

173



Online chat in the secondary school EFL class
Chapter 4 Research Methodology

of the project. Mitch was the only person whoseiltesn the general proficiency test did not
increase between the pre- and the post-test. Hriped some very good chat texts indeed when he
found the task interesting, but taking part in jusé step of the cycle, and omitting the next one,
correcting, did not prove to be conducive to depalent in English proficiency in Mitch’s case.

Tom: getting to know his classmates better but noancern for accuracy

Tom emphasized the social aspect of chat in tkeevigw, and said he liked in chat that he only
communicated with one or two people, not the wignteip. He said he enjoyed learning more
about some of his classmates in chat.

EPI, Tom, question 1

R: Az elg kérdésem: milyen volt az 6rak légkore?

T: Orék légkor, szerintem jok voltak, és eh, nemaag, mint egy altalanos 6ran, hogy mindenki
mindenkivel megprébal valamilyen szinten kontaktastsni, hanem egy-két emberrel. Azokkal
viszont sokkal kozelebb sikertlt igy juthom. Tgeadolom Bennel soha nem dolgoztam volna
egyltt, ha nincs ez a chat.

R: Uhiim.

T:Esezjo.

[R: My first question is: what was the atmospherthefchat classes like?

T: The atmosphere of the classes, | think it waslgand er, it was not like in a regular class,
where everyone is trying to make contact with ewagyelse to a certain degree, but only with one
or two people. But to those people | could get naloker. So | think | would never have worked
with Ben if it were not for this chat.

R: Uh-huh.

T: And this is goodl.

Tom said he had enjoyed the chat classes muchtimmghe regular classes:

EPI, Tom, extract from question 2

R: Milyen kilénbség van?

T: Kulénbség? (szlinet) Ilgazabdl jobban el van évesaz ember, és a fantaziara tud hagyatkozni,
€s nem az van, hogy oda kell figyelni egy ponsaké&or tanar, és akkor tanulunk. Ez ilyen
kreativ, sokkal kreativabb, és tdbbet ér szerintaint akarmilyen masik tanulasi forma, szerintem.
[R: What sort of difference is there?

T:Difference? (pause) You are freer and can use yoagination, and you do not have to
concentrate on one point, and the teacher, and tieare learning. This [the chat task] is
creative, much more creative and valuable thanathgr form of learning, in my opinidn.

Tom, just like Mitch, talked about the restrictivature of the regular classes, and the lack of this
restricted feeling in the chat classes, which leaight was a merit of chalom also mentioned

that chat was much like speaking, but in chat,duthe opportunity to correct his mistakes. He
sounded very enthusiastic about chat as a medilgato English. He produced some really good,
imaginative texts in role-play. | thought it wapity that he had no patience to correct his temts a
learn from them. His scores on the language elesymant of the general proficiency test did not
increase between the pre- and the post-test. idéhsaivas tired when writing the post-test, and
that was the reason for his low scores.

| thought that in both Tom and Mitch’s case, theklaf effort to correct the chat texts was partly
the reason for the lack of improvement in the LagguElements paper. Just being involved in
(some of) the chat tasks did not prove to bringuélpoogress in English. It was the whole chat
cycle that a learner could benefit from. | feltttiam did not improve in grammar, because he did
not make enough effort during the chat projectpksbably overestimated the value of mere
involvement in the chat sessions, and underestdrthteusefulness of correction.
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Footie: good grades, good fun

Footie used positive adjectives to describe thé piogect, but he modified each adjective with
adverbs like ‘quite’ or ‘fairly’.

EPI, Footie, question 1

R: Az elg kérdésem, hogy milyen volt szerinted az orak k&gko

F: Hat viszonylag kdnnyed, és elégge j6. Tehat azékak igy nagyjabdl érdekesen teltek.

[R: My first question is, what was the atmosphdrthe chat classes like in your opinion?

F: Well, relatively easy-going, and quite good.tBese classes were, on the whole, interesting.]

| figured that Footie enjoyed the chat tasks, btih@ same time, he had his reservations about the
way evaluation functioned in the English class. Wheeing Footie’s second Task Evaluation
sheet, | was struck by how low the scores were hvRmotie had given for the tasks. | wondered if
the scores showed his reservations about the &$let, tor was this his response to the fact that he
did not get the ‘five’ he longed for at the endlué first term of the school year? He was convinced
he deserved a five, but | found his classwork wajnite at the level of excellent, and gave him a
four (see LTJ, 11 February). Grades were very itambto Footie, and he wanted to get a five as
his end-term mark. He said he was happy to getegréat his chat texts, because he usually got
good grades:

EPI, Footie, question 4

R: Es szeretted azt, hogy igy jegyeket kaptatdiaae? Vagy jobb lett volna csak szobeli
értékelést?

F: JO ez igy, hogy jegyeket kaptunk, mert igy dlftah, tehat nagy altalanossagban j6 jegyeket
lehetett vele szerezni, mert nagyrészt jol sikekidt dolgok. Ugyhogy emiatt ez inkabb pozitiv
irAnyba befolydsolta a jegyeket.

[R: And did you like the fact that you got gradesliie chat texts? Or would you have preferred
just being told what your text was like?

F: It was OK like this, that we got grades, becalilse this, usually, we usually got good grades,
because most of the time we did well. Thereforeflitenced grades in a rather positive way.

Talking about the ideal chat partner, Footie saidiked Martin the best:

EPI, Footie, question 10

R: Milyen szerinted az idealis chat partner?

F: Hat szerintem a Martintal tudtunk legjobban dotgi, mert hat kdnnyeden vettik a dolgot, de
ugyanakkor meg is csinaltuk a feladatot. Tehatoviglag szérakoztaté volt dolgozni.

[R: What is the ideal chat partner like in your pjgn?

F: Well, I think | could work the best with Martibecause we took it easy, but at the same time, we
completed the task. So it was quite entertainingdik.]

Footie emphasized two issues in the descriptiazhat: one of them was completing the task,
which involved producing a text Footie could gefomd grade for, and at the same time, having
fun, enjoying the chat session.

Ben: goal-oriented learning
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Ben found that the atmosphere of chat classes weas relaxed than the atmosphere of regular
classes. When | asked him what made the differdreceaid the following:

EPI, Ben, extract from question 1

B: Talan a szamtek terem miatt, mert ott hattallisk

[Maybe because of the computer room, because wesiting there with our backs to each
other]

Ben was the only person who said he did not like-ptay chat tasks, and preferred goal-oriented
tasks:

EPI, Ben, question 3

R: Milyenek voltak a feladatok?

B: Hat valtozo, mert mondjuk azok a karakteresdatak, azok nekem annyira nem tetszettek, de
mondjuk mikor egy ilyen képet kellett leirni, adekes volt.

R: Uhum

B: Vagy egyéb ilyen szituacids feladatok.

R: Tehét azt pont nem szeretted, amiben volt egy

B: Amikor volt ez az identity, és azzal kelletrilyolgokat eljatszani, az annyira nem.

R: Es szerinted az miért nem jott be neked?

B: Nem tudom. Meg az volt a baj, hogy néh&nyaleidghetett volna rendezni igy két-harom
mondatban,

R: Aha

B: dehat azért még kellett ott valamit.

[R: What did you think about the tasks?

B: Well it varied, because those tasks with theattars, | did not really like those, but when we
had to describe a picture, it was interesting.

R: Uh-huh.

B: Or other tasks with a situation.

R: So the ones you did not like were....

B: When there was an identity, and we had to attlgterent things, | did not really like those.
R: And why do you think you did not like them?

B: I don't know. The problem was that some of tftbentasks with identities] could be completed
with two or three sentences,

R:Uh-huh

B: But we were expected to write more.]

He thought that in the chat cycles, his mistakesd:be corrected, even the smaller ones, and chat
tasks could also improve his writing skills.

When asked about the role of grades in learning,4&d the following:

EPI, Ben, extract from question 4

R: Mennyire érezted realisnak a jegyeket, amikptédta

B: Hat szerintem nagyjabol azt nézte a tad@imogy mennyire térte magéat az ember.
R: Uhum.

B: Tehat aki most nem nagyon igyekezett, az nepttkatist.

[R: What do you think, how realistic were the grages were given?

B: Well, | think you were mostly interested in howch effort we made.

R: Uh-huh

B: So those who did not make a great effort didgebta fivel.

Ben was involved in most of the chat sessionshengas very good at corrections. He achieved
the goal he had written about in the Questionr@air8ackground: he passed an intermediate
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English exam in October 2003. Most of the time beajfive, the best grade, for his tests and chat
logs in English. In the extract above, he reve#hedvay he achieved the best grade in chat, by
making an effort.

Dot: autonomy and good grades
Dot described the atmosphere of chat classeslas/fol

EPI, Dot, extract from question 1

D: Jé, tényleg, jobb, mint a rendes 0Ora, jobbaregtiik, mint a nyelvtani dolgokat. Kicsit azt
csinaltunk, amit akartunk.

[It was good, better than the regular lessons, wi@yed it [chatting] more than the grammar
things. We could, sort of, do what we wanted to.]

She mentioned in the interview that it was easiayet a five in chat than for a test. Dot explained
that this characteristic of the chat cycle contiéloito her change of attitude to using chat in the
English class:

EPI, Dot, extract from question 4

D: Chatre kénnyebb 6tdst kapni, mint egy dogaraaldr van valami motivacio.

Volt ez a kis problémank az elején. Nem jutottrédz hogy azért irjunk jo chatet, hogy 6tost
kapjunk ra. Az elején azt gondoltam, nem realislagn nehéz, szokatlan volt, inkabb magyarul
[irtunk], vagy hulyéskedés volt. Volt ez a kis peomank az elején.

[D: It is easier to get a five for a chat than faitest, and then there is motive.

We had this little problem at the beginning. Wernthtl realise we should write a good chat text in
order to get a five. At the beginning, | thought/its not realistic. At the beginning, it was difft¢
unusual, we preferred to write in Hungarian, or e around. We had this little problem at the
beginning.]

In her description of the chat tasks, Dot mentiothed she had found some of the role-play tasks
boring:

EPI, Dot, extract from question 8

R: Mi volt az, amit nem szerettél a chatben?

D: Néha tul sok id volt ra, néha tdl kevés.

[R: What did you dislike in chat?

D: Sometimes we had too much time, sometimesttiedfior the task].]

Dot mentioned that for her, the ideal group wasianghich she was in the middle, with some of
the group members better, and others worse than her

EPI, Dot, extract from question 11

D: Kézépmednyben szeretek lenni, de legyen aki jobban tudmala

Es filik legyenek. De itt milyen fitk vannak! Nemeér, hogy van aki rosszabbul tudna.

Tom annyival nem tud jobban, csak a hillye szagpegjatékbdl jonnek a szavak.

A hilyéskedés nagyon sok. [BHS tanarral] sokkglynhb fegyelem lenne.

[D: I like being a mid-level student in the groupt there should be people who are better than
me. And there should be boys. But not like the baed | don't think there’s anyone whose
English is worse than mine.

Tom is not so much better, he just knows words fhase stupid computer games.

There’s a lot of fooling around. Disciple would imeich better with a teacher from BHS.

| found Dot’s tone in the interview slightly bittabout the English group and the classes. Dot
found the way some of the boys, especially TomFfeoatie, wanted to dominate the classes
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disturbing. She thought that her English was thakest in the group. This was indeed true at the
beginning of the project, but her post-test resal$ in at a mid-level, so she had in fact reached t
goal she was talking about in the End-project riezv.

In May 2004, Dot wrote an article about the chajgut for the school newspaper. (The original
article is included in the LTJ.) | was surprisedhoyv positive her tone was. It was written in
Hungarian. Here is the English translation | made.

New methods in English teaching

This year a new teacher, Eszenyi Réka came to Bk&¢h a 5th year English group. The group
welcomed her new teaching methods. We spent twaf the five lessons every week in the
computer room and performed various tasks.

In the first half of the class we learnt grammales) and then practised them with the help of the
computer. We were divided into groups of three,w@wagerformed the tasks with the help of a chat
program.

The chat tasks brought us closer to each othey, liedped me get to know my fellow group
members better and develop my imagination Thepatidnly make the classes more interesting,
but we could also break free from doing the usiitedd series of exercises.

The greatest success among the entertaining taaksaole-play. | feel that this method could be
employed successfully next year as well

| was happy with this completely positive attitutlam convinced that Dot would not have written
an article in this tone if she had not enjoyeddhat classes. But at the same time, Dot had her
reservations about the chat project, and told ntbdarinterview that chat had not helped her
improve her English much. She was thus inconsisteimér evaluation of the chat project. Dot’s
inconsistency may be explained by her mixed fesladgput learning English. There were parts of
the course Dot visibly appreciated, although skiendi feel entirely comfortable in the English
classes.

Seth: all tasks lead to language learning
Seth described the atmosphere of chat classef@sso

EPI, Seth, questions 1 & 2

S: Véleményem szerint j6 volt. Tehat nem tapaamtademmi rosszat.

R: Milyen volt 6sszehasonlitva a tobbi angoléragval

S: Hat igy érdekesebbnelnt, meg kilondsnekit szamomra, mert ilyenben még nem vettem részt
soha. Tehat eltért az eddigiékt

[S: In my opinion, it was good. So | did not expseeanything bad.

R: What was it like, compared to the other EngtiEtsses?

S: Well it seemed sort of more interesting, ars@med unusual to me, because | had never
participated in anything like this befote.

When it came to evaluating the chat tasks, Setmelhthat tasks did not matter in language
learning as long as one was engaged in a meanitagkil When | asked Seth how chat could
contribute to his language learning process, he tfa following answer:

EPI, Seth, question 6

M: Mivel olyan gyakran nem volt, tehat nem chatdt{iezért talan nem volt olyan nagy hatassal.
Lehet, hogyha gyakrabban csinaltuk volna, akkoshakb tavon lehet, hogy segitett volna.

R: De volt olyan, hogy hetente mindig a dupla &chateltiink, az se volt rad hatassal?

M: Szerintem nem.

[M: As it did not happen so frequently, that isag gve did not chat, maybe that's why it did not
have a great effect. If we had done it more oftiegry maybe it would have helped in the long run.
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R: But sometimes, for several weeks, we alwaysthsedbuble class for chat Didn’t that have an
effect?
M: | don’t think it did]

Seth participated in 17 of the 23 chat sessiotiseamproject, so | thought he had considerable
experience with chat. | found his answer very auittory and concluded that Seth probably did
not want to say in the interview that he disliked hew medium in class. When | posed him the
question, ‘what did you like in chat?’, he gaveeaywdiplomatic answer:

EPI, questions 7 & 8

R: Mi az, amit szerettél a chatben, ha szeretsndealamit?

M: Hét, ezt igy nehéz megvalaszolni.

R: Vagy ha nem szeretted, akkor inkabb Ugy kérdeadror mi az, amit esetleg nem szerettél
benne?

M: Nem tudom, én inkabb igy beszélni szeretek.t Behd nyelvtanuldsban a beszédet tartom a
legfontosabbnak. De ez is fontos. De nalam ez &ppdrend.

[R: What did you like about chat, if you liked amwpg?

M: Well, this [question] is difficult to answer

R: Or if you disliked it, what did you dislike atiét?

M: I don’t know, | prefer speaking. So in langudgarning, | think speaking is the most important
part. But this [chat] is important too. But for ntds not of primary importance.]

In spite of his reservations about chat, Seth madyced a number of very good, imaginative chat
texts during the project. | asked him what he tidwgas necessary to produce a good chat.

EPI, Seth, extract from question 10

R: Es amikor jol sikeriilt a chat szévegetek, az mirott?

M: Talan hogy a téma mennyire volt érdekes. Esdtakinek tetszett a téma, akkor, tehéat
megoldotta a feladatot is.

[R: And when your chat text was a good one, whattditidepend on?

M: Perhaps on how interesting the topic was. Argbiheone liked the topic, then they completed
the task, toqg.

Seth’s reference to the relation between how isterg the task was and how involved he got in it
confirmed my view that the participants’ opinioreds to be incorporated by the teacher when
planning the chat tasks.

| found that although Seth was not motivated byrtieelium of the chat tasks, he made an effort to
use classroom activities to improve his Englistd e improved considerably on the general
proficiency test.

Piper: easy fives and boring partners

Piper thought that the atmosphere of the chatetadspended on the topic of the class and also on
how her day was. She pointed out the followinged#hces between a chat class and a regular
class:

EPI, Piper, question 2

P: Jobb a hangulat a chat 6ran, kbnnyedebb, a felé&& meg a gépekkel a munka, 6néallébb is.
[The atmosphere is better in the chat class, tkk ia easier too, and working with the computers,
we have more autonomy.]

When | asked her how chat tasks fit into her lagguaarning process, she said they were a bit of a
relaxation for her in the English classes. Pipentbthat the group fooled around a lot in the
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English classes. It was because of the gradesel tham for the chat texts that this did not happen
in the chat classes. | figured from Piper’s desioipthat she thought that serious work had been
done in the chat classes, while the regular clasees not so serious. Piper also mentioned that
good grades were easy to obtain in the chat cycles:

EPI, Piper, question 4

R: Mit gondoltél arrdl, hogy jegyeket kaptatokteatre?

P: A jegy miatt nem hilyéskedtik annyira el a doljem segitett a jegy az eligazodasban. Erre
altalaban jé jegyeket kaptunk.

[R: What did you think about getting grades for dmat texts?

P: It was because of the grades that we did ndtdomund [in the chat class]. The grades did not
help me in self-evaluation [she uses the word faddon’]. We usually got good grades for this.]

Piper’'s words revealed that she was not entirehpiravith the fives she got for her chats. She
thought these good grades were too easily earnddjid not help her differentiate between the
quality of the chat texts. However, | found thagbd?ls involvement in the tasks, together with her
English, were both at a very high level, so sheagswdeserved the good grades she got.

Being able to get good grades was mentioned asifivadfeature of the chat project by several
other participants in the group, such as Dot aratiEoThe chat cycle provided a framework

within which the participants could work hard indlish, and get a good grade for their effort, not
just their level of English proficiency. Piper padily found that getting good grades in chat
devalued good grades. Piper’s approach to graddsainsurprised me. By the second phase of the
task, she had learnt to produce chat texts in wthiere were virtually no grammatical errors. |
found that if anyone in the group really deserveddygrades, it was Piper.

A possible explanation for Piper’s attitude towagesting good grades for chat is that she thought
only great effort could lead to achievement Thet clyales were rather easy and relaxing for her,
so she did not value them as much as other landaaggng activities. Another factor that could
have contributed to Piper’s lack of enthusiasncfaat is that her main goals were getting an
intermediate language certificate and improvinggperaking skills. In November 2003, she
successfully passed a Pitman Intermediate Examns®f her goals was achieved. However,
Piper’s scores on the speaking part of the gepeoéiciency test did not change between the pre-
and the post-test.

| asked Piper what she disliked about chat intkerview. She gave the following answer:

EPI, Piper, question 8

R: Mi az, amit nem szerettél a chatben?

P: Kitdl és miwl, attél fliggott. Az elején idegenkedtem, de maéstateljesen megszerettem.
[R: What did you dislike in chat?

P: It depended on with who[l was] and what the topas. At the beginning, | thought it was
strange, but | got to like it completely by now.]

The only partner she liked working with was Ben:

EPI, Piper, question 10

R: Milyen az idedlis chat partner?

P: O is odafigyel, érdekli, tetszik a téma. BennelMgdt], tényleg irt, valaszolt, gondolkozott. A
tobbiekkel unalmas volt, lassan valaszoltak.

[R: What is the ideal chat partner like?

P: He or she pays attention, is interested, anedithe topic. It was good with Ben, he really wrote
answered, and gave it some thought. It was boriitig thve rest, they answered sloly.
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Although Piper was not enthusiastic about chat mb#te time, she participated actively in the
chat cycles, just as in the activities in the ragalasses.

7.2.4 Synthesis of the three states

In the previous sections, the three stages of mtiin in the chat group were explored. The
learners’pre-actional statevas described in terms of how they thought abeartning English and
what goals they had as learners at the beginnitigea$chool year. In this stage, the learners all
claimed to have the motivation to take an actiw ipathe lessons, but at the same time, | was told
by the group’s previous teachers that the grouphaadproblems working together. The
description of thectional phasavas based on the qualitative analysis of the ldggtand the
language teacher’s journal. In the descriptiorhefdctional phase, each learner is presented as a
case study, and the changes in their involvemettitdrchat sessions are focussed on. The case
studies reveal how the learners’ differing levdlsalf-confidence, capabilities, ambitions and
expectations shaped their motivation for learnimmghat. Thepost-actional statef motivation is
presented through the analysis of the end-projgehiiews, in which the learners evaluated the
project as part of their learning process. Durlmginterviews, the learners talked about motivating
aspects of the chat project, like the interestasl$ and enjoyable interaction with their peerd, an
also the negative sides of chatting in class, sisatlisliking the chat medium, or boring tasks.

A motivating aspect mentioned in all the interviemas the relaxed atmosphere of the chat classes.
When the participants compared the chat classéstindtregular English classes, they found the
former more interesting, and the atmosphere irchia classes better than in the regular classes.
All of the participants were positive about gettgrgdes for the chat. Four of them mentioned that
it was easy to get good grades in chat, and theygthit this was a merit of the chat project and it
could motivate them to work hard in the chat cycles

In the post-actional phase of the project, the meambf the chat group judged chat tasks to be a
meaningful way to learn, except in the case of S&dh him, chat did not prove to be a motivating
or inspiring medium of communication. All the paitiants had produced chat logs that showed
they could use their English in chat situationammauthentic way.

7.3 Attitudes towards chat tasks

The question of the effect of chat inclusion oitidies was investigated quantitatively. The
hypothesis was the following:

H3: The regular inclusion of chat tasks in the Eftasses will result in more positive learner
attitudes towards chat than the occasional usehat tasks in class.

As part of the postactional phase, the membenseo€hat group, and control group 2, were given
the questionnaire on attitudes (QA). In the follogvsection, | will discuss the learners’ responses
to the items concerning their attitude towardsitistusion of chat tasks.

The chat group participated in 23 chat cycles,targarticipants became experienced chatters.
The members of control group 2 took part in onlg that sessions in the course of the 2003-2004
school year. They only sampled chatting, and haovice’s conception of what chat tasks were
like. In order to gain insight into how doing chiasks regularly differs from just trying chat orotw
occasions in class, | compared the chat group’stadontrol groups’ attitudes towards chat tasks.

The QA contained three parts about attitudes tosveire inclusion of chat tasks in the EFL classes.
The first part consisted of 37 statements abouttelsis in language learning. In the second part,
the learners were asked to assess which areasiolahguage proficiency had developed as a
result of the inclusion of chat tasks. In thedipart, the learners were asked if they had enjoyed
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participating in the chat project, and they wesoalsked to give the reasons for their answers (see
Appendix 7).

7.3.1 Statements on attitudes towards the inclusiosf chat

The learners were asked to react to the 37 statsrabout chat in language learning. They could
mark their answers on a scale between 1 (not trak)and 5 (completely true).

The statements were divided into four topics, ddpanon which characteristic of chat tasks they
referred to. The four topics were:

1) The inclusion of chat tasks makes language ilegumoreinteresting

2) Chatting is ausefultool for language learning.

3) When doing a chat task with a group memberplwark autonomouly, without the teacher’'s
control.

4) When doing a chat task, | can learn Englishstress-freeenvironment.

Table 7.1 contains the chat group’s and the secontiol group’s mean scores on the four
subgroups of questions on attitudes towards cBksidn all categories, the chat group’s scores
were numerically higher. The differences betweent#to groups were analysed with independent-
samples t-tests. The only subgroup in which thé glaup scored significantly higherusefulness
The highest scores in both groups were given tatidiements which claim that the inclusion of
chat tasks makes language learning more interesting

Table 7.1 Results of the independent-samples t-tests

Sub-Group Chat Group Control Group F Sig.
N=8 N=12

Interest 4,14 3,88 3.341 N.S.

Usefulness 3,71 2,93 1.199 <.008

Autonomy 3,87 3,66 7.939 N.S.

Anxiety 3,67 3,50 1.689 N.S.

In order to have a more refined picture of howldaners saw chat tasks in the EFL class, the
individual items of the statements on attitudesersdso analysed. Independent samples t-tests were
used to check if the differences between the graguses are significant. Table 7.2 contains the
statements on chat tasks for which the groups’ mddfered significantly. The two groups’

answers differed significantly on nine of the 33tsiments on attitudes. Eight of the nine statements
belonged to the second category, ‘usefulness’ B&te 505 in the QA belonged to the third
category, ‘autonomy’.

Table 7.2 Attitudes to chat tasks: mean scores per statement

Number Statement Chat Control F Sig.
In QA group group
n=28 n=12

504 The most important thing in chat is that4.00 4.75 0.655 < 0.003
my partner understands my message.

505 I am happy to work with any of my 2.63 4.00 0.016 <0.018
classmates when chatting.

507 Chatting improves my reading
comprehension. 3.50 2.25 0.527 <0.010

509 Chatting does not improve my writing 1.5 2.75 18.568 <0.042
skills.

511 When correcting my chat text, | notice 413 825 4.479 < 0.002
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my mistakes.

516 I learned some new words while doing 3.63 2.17 0.422 < 0.007
the chat tasks.

528 Chatting improves my knowledge of  3.75 1.92 0.006 < 0.000
grammar.

529 My chat texts would get better and bettdr25 2.67 1.195 < 0.002
if we chatted more often in class.

534 When chatting. it is not important to use.12 3.67 0.252 < 0.009

correct grammar.

In the case of statement 504, the chat group’sswsas significantly lower than that of the control
group, which implies that they did not believe thatlerstanding the partner’'s message, even if the
English they used was not correct, was an impoftator in chat. The control group’s score is
4.75, near the maximum. This shows that almogifathie members completely agreed with this
statement. The chat group seemed to think thahgdtteir message across was not always the
most important goal in chat. This suggests thagtbep’s members had developed a degree of
sensitivity to the accuracy of the English theyduigechat. However, the chat group’s score is 4,
which is a fairly high score. It shows that the nbens of the group usually agree with this
statement. So for both groups, being understoodcwasal in chat. On a number of occasions, the
chatters also used another language, Hungariaeiwna, to augment their chat conversation.

Statement 534 is similar to statement 504; it$e aheant to elicit how important the participants
think accuracy is in chat. The statement is fortedas a negation, so the lower the score, the
more important accuracy is for the participant. €hat group’s mean score was 2.12, the control
group’s 3.67. Just as in statement 504, the sgmifidifference in scores suggests that the
members of the chat group found accuracy in chaenmoportant than the learners in the control

group.

The scores given for the statement ‘I am happyddkwith any of my classmates when chatting’
were significantly lower in the chat group than geatrol group. The chat group’s score, 2.63 is
between 2, which stands for statements usuallyroetfor the learner, and 3, which stands for only
partly true. The reason for the low figure cantm the members of the chat group had tried chat
with several of their classmates, and learnt thiaiei partner is slow to answer, or fools around
instead of participating in the task, the succdésbeochat task is in danger. So the partner really
mattered in chat. The control group only partiaigkin two chat sessions. Although they also
reviewed their chat texts with their teacher atfter sessions, they did not take part in chat cycles
as the chat group did. The learners in the cogtalp probably viewed the chat tasks as a kind of
entertainment in the English classes, and produiggod chat was not high a priority for them.
This may be one explanation for their high meanescb points, which means they usually agreed
with the statement. Another reason for the higliescan be that group dynamics were better in the
control group, and the learners were used to catipgrwith each other, as | learnt from the
group’s English teacher.

Statements 507, 509, and 516 were meant to dliiparticipants’ opinion about the effect of chat
on reading skills, writing skills, and vocabulagspectively. On all three items, the chat group
scored significantly higher than the control groAp.statement 509 was a negative one, the figures
were reversed. Consequently, the chat group’s sajraround 3.5 for all three statements show
that they were between partly and usually agreeitlythe statements. These results are not
particularly high. As the descriptions of the chadup’s project evaluation showed in Section
7.2.3.1, some of the participants had their resems about the chat project. The control group
was between partly agreeing and usually not aggeamthe mean scores given for the three items
show. This result suggests that, after trying thsis on two occasions, they were not convinced
that this method of practising their English catually help them improve.
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Statement 529 was as follows: ‘My chat texts waydtibetter and better if we chatted more often
in class’. The chat group’s score was 4.25, whighwed that the learners usually agreed with this
statement, and some of them always agreed. Theshie suggests that the learners in the chat
group showed a positive approach towards the immriugf chat tasks in the English classes, and
found on the whole that the time devoted to the tdsks was meaningfully spent from the
viewpoint of their development in English. The maanre of the control group was 2.67, which is
between partly agreeing and usually not agreeihgs flgure shows that the members of the
control group saw some positive features in cltelitstabut on the whole, they were not convinced
of the usefulness of chat tasks in the Englishselsis

To sum up, the chat group, in spite of the resematsome of the learners had about chat tasks,
had a more positive attitude towards the inclusibchat tasks in the English classes than the
control group. In the end-project interviews, tlaetigipants all agreed that the revision of thetcha
logs and the fact that they got grades for theikweere elements in the project that made
classroom chat a useful part of language learmiltligough six of the eight participants did not
explicitly say chat was useful for them. The teashguidance and feedback in these two steps
meant classroom chat was similar to other actwitiethe language classroom. The members of the
chat group saw chat as a type of classroom actiwtiigh involves learning.

The chat groups attitude to chat tasks suggedtptbducing English in chat had become a regular
part of the lessons, and had gained the ‘equadifulisstatus, in keeping with the findings of
chapter 6, where learning in chat proved to besafulifor the development of target language
proficiency as learning in the traditional classrod he chat group’s evaluation of the inclusion of
chat, and my evaluation in lieu of all the grouggsults, are divergent in their degree of usefdnes

Beside the fact that the chat group found chatstaskhe language class more useful than the
control group, the members of the two groups aisoved different attitudes towards the role of
the partner in performing the chat task. The membéthe chat group proved to be choosier about
their chat partners, and believed that the chahpahad an important role in the success of a chat
task. This difference may be explained by the fiaat the chat group was trained to use the cycles
to improve their English, and as the results atsth@v, they believed in the usefulness of the
cycles. The control group did not participate regylin the cycles, and did not think regular chat
in the classes could be beneficial for their Erglis

7.3.2 Development in different skills
In the second part on attitudes in the QA, thenleiar were asked to mark the areas in which their
English proficiency had developed in the chat cyclable 7.3 shows the number of students who

marked the skills listed in the questionnaire.

Table 7.3Skills improved by classroom chat

Skill N Vocab Grammar Listening Speaking Writing elbpg Reading
ChatGroup 8 5 7 1 1 6 7 5
Control 12 5 0 0 1 6 0 2
Group

The answers the participants gave to the queskiontahe development of skills in the chat cycles
confirms the results of the analysis of the QA seabout attitudes towards chat tasks: the chat
cycles constituted a useful, meaningful part ofEnglish course.

As the figures turned out to be much lower in thetml group than the chat group, a Mann-

Whitney U-test was performed to find out if thefeliences between the two groups were
significant. The number of learners believing timir knowledge of grammar improved in the
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chat tasks was significantly higher in the chaugrZ = 3.917 (p < 0.000). The difference can be
attributed to the fact that the chat group regularbk part in chat cycles, and the texts produced
by the participants were corrected and evaluatsd fesult, the members of the chat group could
develop a sensitivity to the quality of chat texsd quality also included correct grammar. This
focus on grammatical accuracy was not charactefistithe members of the control group. In
section 7.3.1.1, the control group’s means on staes 504 and 534 also showed that the
members of this group were less interested in gratical accuracy than the members of the chat
group. The differences between the two group’sagd®bf the other skills were not significant.

7.3.3 The assessment of the whole chat project

The very last item in the questionnaire on attitudied motivation was the following question:
Did you enjoy participating in the chat project? Wmot)? Please give your reasons even if you
did not enjoy it(QA, question 7). The answerasandno were given under the question.

In the chat group, each participant markedas an answer. The motives outlined by more than
one participant are the following: five learnerghe chat group enjoyed participating in the projec
because the chat classes had been more intergstimghe regular lessons. Four learners
mentioned they enjoyed the project because chatlzalt the lessons more colourful.

In the control group, nine out of the twelve pap@nts enjoyed participating in the two chat
lessons, while three participants did not enjoyt.chiaese three participants did not give reasons
for their answers. Out of the nine participants wiarked yes at question 8, only six wrote about
why they enjoyed the chat classes. Five of themghbit was interesting, four of them found that
chat made the English class more colourful, andléamers enjoyed working with the computer.
7.3.4 Summary of findings on attitudes towards chatasks

At the beginning of this chapter, attitudes wertndel as the opinions and feelings the participants
voice about learning English and participatinghia that sessions, and also their actions related to
the chat sessions.

The results of the QA showed that the chat groupahpositive attitude towards chat tasks in the
English class. All of the participants in the chetup thought that certain components of their
English proficiency were developed by the chatga3ke number and type of skills differed
according to the student. The chat group also fabatichat was a useful tool in language learning,
and the members of the group unanimously wrotettiggt had enjoyed participating in the project.

The comparison of the two groups showed that tla¢ gtoup had a more positive attitude towards
chat tasks. The differences between the two gragpe the most marked in the judgement about
the usefulness of chat tasks, and the potentithieo€hat tasks to develop the learners’ grammatical
competence. These findings suggest that the imelusi chat tasks in the English classes was
successful. The inclusion did not only bring abanatgress in language proficiency, as described in
chapter 6, but the participants also had a posititok on the project, both in terms of its
usefulness, and as an enjoyable way to learn Englis
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Chapter 8 Language use in chat

In the present chapter, the grounding techniqued bg the members of the chat group are
investigated using a descriptive approach. Therges® research approach entails that the data
analyzed is not collected with the research questis hypotheses in mind, as is the case in
guantitative research. Descriptive research usildata that already exists (Seliger & Shohamy,
1989). The chat logs, which constitute the dathéninvestigation described here, were analyzed
firstly on a qualitative basis The grounding tecjugs used in the chat logs were identified. In the
second phase of the analysis, the frequency ajd¢berrence of the techniques was analyzed
quantitatively.

The theoretical background of the investigatio€lark’'s grounding theory (Clark & Schaefer,
1989, Clark & Brennan, 1991, Clark, 1996). As Claudpproach to analyzing communication is
not part of the second language acquisition rebdeld reviewed in chapter 2, section 8.1 will
present grounding theory in detail. Section 8.2immes the research questions and the hypotheses.
In section 8.3, the procedures of analysis arerttest In section 8.4, the results are presentdd an
discussed. The last section, 8.5, summarizesnidafis of the chapter.

The present chapter is a modified version of thielar wrote with Per van der Wijst (Eszenyi &
Van der Wijst, manuscript). A short version of gtedy is published in Eszenyi (2005).

8.1 The theoretical background of the investigation

Chatting as a mode of communication can be situz#fdiay between speaking and producing a
written text: it does not require the linguistiqotte of a written text, yet one has more time to
formulate the message than in the case of spedaRhmg.is frequently compared to speaking.
Beauvois calls it ‘conversation in slow motion’ @9 p. 455).

Yet there are a number of features that clearlyndjgish chat from face-to-face communication.
In media richness theory (Kock, 2001), differentris of communication are categorized
according to the variety of communication chanmaetgilable to the participants. In face-to-face
communication, besides verbal means, further aydétod visual channels are also available,
qualifying this medium as the richest one availalsidext-only chat, the parties in communication
have to express all their intentions with the cbima available on their keyboard, so this is
considered a lean medium.

Successful communication implies coherence. Ifdmicipants in chat want to communicate
successfully and maintain coherence in their dizoghey need to be more explicit in their
language use than they would be when conversirgtéatace (Pellettieri, 2000, van Loon, 2003).
Explicitness is needed to compensate for the lesnofethe text-only medium. When talking to
someone face to face, one has the opportunitgtabthe end of one’s message and give the floor
to one’s partner with the help of intonation orugksignals. Showing that one has understood the
other person’s message and is ready to go oniligtean also be signalled by a nod or a smile. In
chat, these clues for concluding a turn or letbng’s partner continue can be communicated by
using capital letters or punctuation, such as duesharks. If the addressee does not understand a
word or sentence in a face-to-face conversatiguzaled look on their face might be enough for
the speaker to realize this. But in chat commurgoat message asking for clarification, or at the
very least a question mark, needs to be posteuoww that there is problem.

Verbal means of managing communication are ceyt@rdsent in both the face-to-face and the

chat medium, but the richer the medium, the mderrstives there are to verbal expressions.
Techniques that typically support mutual understagndth chat communication are the use of

186



Online chat in the secondary school EFL class
Chapter 4 Research Methodology

punctuation and emoticons to express emotions,nmgaioamments about the medium and
managing technical problems.

Several studies have set out to explore the clarstats of chat communication (Werry, 1996;
Herring, 1999) and the differences between produlzinguage in chat and other forms of
communication, such as face-to-face and telephoneetsations (Warschauer, 1996; van Loon,
2003). There have also been studies investigatiegspecific aspect of communication, namely
how participants try to establish a common grounad helps them to interact successfully. Clark &
Brennan (1991) and Clark (1996) give detailed dptons of how grounding works in face-to-
face conversation. Brennan (1998), Hancock & Dunf2001) and Monk (2003) investigated how
grounding is achieved in computer-mediated comnatiun. The following section reviews
grounding theory, and describes how participanthat conversation achieve common ground.

8.1.1 Grounding theory

Clark defines the concept of grounding as folloWhe hypothesis is that people trydoound
what they do togethef.o ground a thingin my terminologyjs to establish it as part of common
ground well enough for current purpos€$996, p. 221)The common ground that speakers rely
on in a conversation has two sources: it is the glatl they know and believe they know about
each othebeforeengaging in communication, and it is a common pdahformation that they put
together jointlyduring the conversation.

In grounding theory, communication is seen fEra actioncarried out by the participants. The
theory focuses on the collaborative nature of diss® Let us investigate how a dialogue between
two people progresses from the viewpoint of grongdihe theory states that communication
consists of so-callejint projects(JPs), that is, joint efforts to achieve a mutwraderstanding of
pieces of information. In each JP, one particigamnt be considered as the contributor and the
other(s) as the respondent(s). In an ideal casesdhtributor presents their message and the
respondent accepts it. A minimal joint projecthisaajacency pair (Schegloff & Sacks, 1973),
namely a presentation and its acceptance. Corn$iddollowing example. Two friends - Ben and
Martin - have just seen a film together. Ben wdike to know if Martin liked it, so he asks his
friend a question:

Q) (a) Ben: Did you like it?
(b) Martin: Yes, | did.

In (1), Ben presents a question. Martin signalsihigerstanding by accepting Ben'’s proposal and
answering his question. In doing so, Martin alsavtes Ben with evidence that he has interpreted
Ben’s question correctly. In order to be able tmptete the JP, and ground it well enough for
current purposes, the two participants perfornadder’ of joint actions (see Clark, 1996: 148-
149). This ladder consists of four levels:

Level 1Ben articulates the sequence of sounds ‘Did yauitiK for Martin to attend to.
Level 2Ben presents the signal ‘Did you like it?’ for Marto identify.

Level 3Ben asks Martin if he liked the film.

Level 4Ben proposes that Martin tell him whether or notiked the film.

The participants in the conversation move up dulér step by step, beginning at level 1 (Ben
articulates his message). If Martin attends to Begy can move on to the next step, where Martin
identifies the signal Ben has presented. If problanse at any of these levels, the participants
cannot move to a higher level until they have nestithem.

Clark describes communication as a system of tracheretrack 1(T1) is about the official
business of communication, atrdck 2(T2) is about collateral communication, the basic
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communicative acts that help T1 run as smoothlyassible. Communication in T2 helps the
parties to solve problems at one of the levelsnofeustanding. The following example shows how
T1 and T2 are represented in a face-to-face coatiens Ben would like to know if Martin

enjoyed the film they have just seen together. &o &ks Martin: ‘Did you like it?’ If for some
reason Martin did not hear the question propemymight answer with a ‘Huh?’. This reaction
makes it obvious to Ben that there was a probleth s question, so he repeats it. This time
Martin understands the question and reacts witls, Ydid'. Here is the imaginary transcript of this
dialogue:

2) (a) Ben: Did you like it?
(b) Martin: Huh?

(c) Ben: Did you like it?

(d) Martin: Yes, | did.

While lines (2a) and (2c-d) are about the offitiasiness of communication, namely the quality of
the film, line (2b) is not. The signal in line (2b&longs to track 2, and it is meant to suppoadktra
1, that is to ground the official business of thewersation.

8.1.2 Grounding techniques in conversation

When making an effort to ground what they wantay, parties in conversation employ various
grounding technigues. In face-to-face conversatisose of these devices are non-verbal,
including gestures and facial expressions. Clakchaefer (1989) studied grounding processes in
the London-Lund corpus. In their analysis, the ohitommunication is theontribution By
producing a presentation, the speaker is contrigut the common ground they have with the
interlocutor(s). Clark & Schaefer claim that vertalices of grounding consist of three main
groups, namelgide sequenceacknowledgemenendgrounding via sentence parts

Firstly, when a party in conversation has problemderstanding their partner’'s presentation, they
can initiate aside sequencevhich is part of the acceptance phase and is meatarify the form

or content of the presentation. A side-sequencsistsnof two or more turns. This sequence of
repair is concluded when the parties have clarifiedproblem well enough to be able to close the
JP and move on to the next JP, or alternativeligrtminate the conversation. These side sequences
belong to track 2 communication. They might beiangd to check understanding, to ask for the
meaning of a word, to correct one’s own utteraete, Lines (2b) and (2c) show a side sequence
that is meant to clarify Ben's original utteranSé&de sequences can also be initiated on the dfficia
business of communication (Clark, 1996), but irt ti@se they belong to T1 and are not considered
grounding devices. The first 12 techniques in T&dkeall show examples of side sequences.

The second group of techniques to achieve grouridingnversation is aimed at giving positive
evidence of understanding to one’s partner. Clatk®chaefer (1989) call these utterances
acknowledgementiBhese signals do not constitute separate turaglasequences do; instead they
occur within turns, are short in duration and rnatnpinent. Two types of acknowledgement
techniques are identified by Clark and Schaefentinuing contributiong&ndconcluded
contributions.Continuing contributions are used by the speakss sign of understanding their
partner, or to encourage the partner to continbe.flinction ofconcluded contributioni to close

a joint project and signal to one’s partner that¢bnversation can move on to the next topic or be
terminated.

The third group of techniques involvgsoundingthat is achievedia sentence part§his group
comprises devices like

- instalmentsa contributor presents a long, complicated prtadiem in several parts in order to
make it easier for the respondent to understand,
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- trial constituentscontributions that invite the respondent, usubilyneans of rising intonation,
to acknowledge that the presentation was ‘factuailyect or entirely comprehensible’ (Clark &
Schaefer, 1989, p. 285), and

- completionsinstances of the respondent completing the cortortsuutterance to show that the
presentation can be considered common ground.

These grounding techniques belong to T2 commuicaés they are not related to the official
business of communication, but to the communicatgeif. In face-to-face communication, a
technique like acknowledgement can be realizedvashally. However, this is much less evident
in text-only chat. As mentioned earlier, the papats in text-only chat have to rely on what they
can express with characters in text. Contributiarshat also differ from those in face-to-face
conversation in that they are finished before thieyposted to the respondent. Thus,
acknowledgements within turns are not possible,dradters cannot use such techniques as rising
intonation to invite the partner to provide feedbawr give positive evidence of understanding by
completing their partner’s utterance.

8.1.3 Grounding in chat communication

Although the possibilities to provide and obtaimdewnce of understanding are scarcer in chat than
in face-to-face conversation, the same ladder mdraas described above applies to the case of
chat communication, except Level 1 (see 8.1.1) revBen - in the place of articulating - types
characters. Martin identifies the signal with tledphof a computer screen. The fact that Ben is
presenting a question can be seen rather than:bandord order and the question mark make it
obvious that it is a question. Example (3) showsaginary transcript of this dialogue.

3) (a) [ben] How many spectators were there?
(b) <Martin> Every night we played before ‘full house’

In chat, punctuation can serve as a grounding bo@B), Ben asks his friend Martin about a theatre
performance he took part in the previous nighhithanswer, Martin puts the expression ‘full
house’ between quotation marks in order to add s&xtra information about it. The signs are
examples of using T2 to say something about thexaamication itself, in this case about the

lexical item ‘full house'’ It is important to note that in this conversatibfgrtin and Ben are native
speakers of Hungarian, and learners of Englishfase#gn language at secondary school, who are
practicing English in the conversation shown in @hce speaking Hungarian as a mother tongue
is common ground to both of them, Martin uses itieedl translation of the Hungarian wasdthaz

to express that there were a lot of spectatorstder to show Ben that he is not sure if ‘full heus

IS a good translation, he places it inside quatatiarks.

As the conversation in (3) involves two non-naspeakers, it is very likely that they will regularl
need to make an extra effort in grounding in otdeesolve problems related to their limited
language abilities. In (4) below, a joint projestshown in which Martin has to initiate a track 2
sequence in order to be able to accept Ben’s pagse@m In this exchange, the ladder of joint
actions is hindered at level 3. Martin cannot rexpg what Ben means in line (3a), because he
does not understand the word ‘spectator’ So Manmttrates a T2 sequence to find out about the
meaning of the word in order to be able to retorf1 (the official business of the conversation)
and to complete the acceptance phase of the JRyiBean explanation of the word. Martin
reacts with an ‘Oh’, which signals his understagdabout this function of ‘oh’, see Clark &
Schaefer, 1989), and then answers Ben’s origingstipn, thus accepting Ben'’s proposal to tell
him how many spectators there were. Example (#kisn from Ben and Martin’s chat log from 25
November (see the complete chat log in Appendix 9).

(4) (a) [ben] How many spectators were there?
(b) <martin> What's spectator
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(c) <martin> ?

(d) [ben] SPECTATOR someone who watches a pldgaiball match
(e) <martin> Oh

(f) <martin> Every night we played before ‘full house’

In (4), it is the meaning of a lexical item in Eistl that needs to become the common ground for
the two participants in the conversation. Instarefegoundingiorm aspects of verbal acts, like
lexis and grammar, can play an important role imvessations involving non-native speakers.
Grounding language form in Clark’s theory of uslagguage (1996) is related to the study of
interaction and meaning negotiation in second lagguacquisition initiated by Long (1983),
Swain (1985), Varonis & Gass (1985).

Besides the form aspects of language, effortsaigfglcontent, controlling entries into and exits
from joint projects, signalling understanding orking comments about the joint task can also
constitute methods of achieving common ground. 8ffert language learners make to ground
what they have to say in conversation are not onlgial for successful communication, but are
also potentially useful for the learners’ languagprovement.

Tasks in which participants are required to acheeWgh degree of common ground in order to
reach their goals can represent a real linguisiadlenge for learners. The usefulness of a task in
language learning can be judged not only by thenieg opportunities it creates for the students,
but also by the quality of the language they preduben performing the task. The following
section focuses on the types of tasks that have lxeed in studies on chat in language learning.

8.1.4 Grounding and task types

By negotiating meaning, participants also add &rtbommon ground, since modifying the
message can help the participants to move on todkilevel and thus conclude the joint project.
Grounding is an essential element in these taskkgaal-oriented (or ‘referential’) tasks have
frequently been used in studies on grounding iiveapeaker conversation (Bangerter & Clark,
2003; Bangerter, Clark & Katz, 2004). Goal-orientasks, however, have a pre-written scenario,
and although the learner is required to make amteff ask for and to provide information, and to
reach the desired goal of the task, there is hahmoom for linguistic creativity. The type of task
best suited to a group of language learners degeralgreat extent on their level of language
proficiency. In the case of lower-intermediate e, creative language practice is not a high
priority. For upper-intermediate and advanced leextowever, being able to express their
intentions and ideas precisely is important, sas& that elicits creative language use is ideal for
improving productive skills.

A possible example of such a task is guided radgzdearners create a new identity for themselves
and use this identity in the situations descrilvethe task (see also Brouwer, 2003). The task
descriptions provide information about the situatioe participant is in, and some pointers on what
they should do, so that the learners have somegdpitalk about. These pointers are not identical
for learners A and B, which creates a gap to b#gled in the situation. However, the outcome is
not determined in advance, but depends on whaidttees agree on. In such a task, they have
much more freedom in creating a common ground they do in a goal-oriented task. In the case
of the chat group, guided role-play proved to lkeetésk type in which the participants could best
benefit from the classroom chat (see also chapter 5

Besides being a motivating new medium in class,avihg the potential to improve language
proficiency, an added value of chat tasks in lagguearning is that they give learners a good
opportunity to learn cooperatively. As mentionedha section on grounding, collaboration in
communication presupposes common ground. The gaestrise, how do learners achieve
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common ground in chat, and what techniques do éeaumse when chatting in a foreign language?
To the best of our knowledge, no research hasddreased these matters.

8.2 The research questions and hypotheses

To find an answer to research question 4:

What impact does the inclusion of chat have orp#récipants’ language use?

A selection of the chat logs was investigated. f@search question includes two sub-questions:
a) What kind of grounding techniques are used byptirticipants in role-play chat tasks?

b) What kind of longitudinal changes can be obsgmegrounding behavior in the chat logs?
Sub-question a) narrows down the investigationrofigding techniques to the role-play tasks the
learners performed in the BHS chat project. Sulstioe b) zeros in on the longitudinal changes
that took place during the project.

Based on Clark’s theory and the findings of theagsh to date, we formulated the following
hypotheses concerning grounding techniques inhhelogs:

H1: The participants make linguistic efforts tognd what they have to say in classroom chat.

H2: The relative number of grounding contributialexreases with the increase in chat experience.

8.3 Analysis

The BHS chat project involved 23 chat sessionsidguhe sessions, 69 chat logs were produced
in total. The data investigated in the present tdragonsists of 19 role-play texts produced on 6
occasions in the course of the BHS chat projediler&.1 shows the dates of the role-play chat
sessions, the number of pairs who produced chat tbg mean number of words and turns per
chat log and the mean number of words per turn.

Table 8.1The description of the chat logs investigated
Date of session Number of pairs  Mean number d&lean number of Mean number of

words turns (rounded words (rounded
figures) figures)

1) 11 November, 3 597 100 5.9
2003

2) 25 November, 3 525 100 5.2
2003

3) 2 December, 2 466 74 6.3
2003

4) 9 March, 2004 3 500 65 7.6

5) 4 May, 2004 4 455 64 7.1

6) 1 June, 2004 4 329 47 7

There is an overall numerical decrease betweefirfi@end the last text in the number of words
and turns. As far as the length of turns is coregrithere is a slight numerical increase between
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the beginning and the end of the project. The @aents’ utterances became longer as their chat
experience increased.

The texts were printed and coded by the authdnepteset study by hand. The coding system was
based on the grounding techniques described bk @tat Schaefer (1989) and Clark (1996). The
grounding techniques includsite-sequenceand techniques that expregknowledgementhe
side-sequences found in the texts were dividedtimtosub-categories, according to their function.
One group of side-sequences referred tddha of the contributions. The other group referred to
the management of tliententof the chat conversation. These grounding dedacedisted in
categories 1) and 2) in Table 8.2. Signals of askedgement can be found in category 3).

Four further techniques were identified which draracteristic of eithahe taskor the chat
medium These are:

1) utterances managing thbat task

2) usingjokes or playfulanguageto establish or maintain a good relationship eitie’s chat
partner,

3) utterances expressiegiotionsand

4) usingsignsfor additional meaning, for example capital letter multiple question marks.

The techniques identified in this category candmnsn the fourth part of Table 8.2. Techniques 1)
and 2) are related to completing the task succhgsB) and 4) are techniques related to the chat
medium. Techniques 2-4 were identified as typicejlistic features of chat by Negretti (1999),
Warner (2004), Bell (2005) and Werry (1996).

After the preliminary analysis, all the texts wergered into MaxQDa (Kuckartz, 2001), a
computer program for qualitative data analysis thakes quantitative analysis of the output
possible. The codes were also entered into thevadt The texts were coded for the second time
and discussed by the two researchers. The secahgsrenabled us to refine the codes and make
the analysis more accurate.

After the second coding, one sample text from d¢axhgroup was given to a third rater, who had
been trained to code grounding in the texts podrdr analysis. The agreement between the raters
was measured with Cohen’s kappa coefficient farnater reliability. This agreement proved to be
satisfactory (.69). Given the time consuming tals&oaling, it was decided not to submit the
remaining chat logs to the third rater, and to lihseanalyses on the codes of the second coding.

Table 8.2 contains the 18 grounding techniqueswiat identified in the course of the analysis.
The first column of the table contains the namtheftechnique, the second column shows its
description and an example from the database @4t chat project. The italicized parts of the
text extracts are the ones that were actually cofleel text extracts quoted are all authentic, and
contain the errors the learners made.

Table 8.2Grounding techniques found in the chats of the ERkarners

Type of Description and example
grounding
technique
1) Side-sequences related to the form of the coration:
1 Self- A corrects their own utterance in the following pos
correction [A] You asked me abot it.
[A] about
2 Self- A uses a word which A thinks B does not understénianslates this word into

translation L1 in order to make it comprehensible
<A> | send policemans surroundings of the lbrnyékg)

8 K6rnyékis the Hungarian translation of ‘surroundings’.
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3 Other- A sees that B has difficulties expressing himselAsprovides the missing
help element B is looking for
[A] This dealer is not an easy kind of aim!
<B> Aim?
[A] The middle point of the shooting table. The Bulsey
<B> aha
4 Other- A finds that B has made a language mistake andrects B’s mistake.
correction <B> Yes, but it isn't a farplay.
[A] You want to say fairplay!
<B> yes, sorry
5 Other- One of the participants uses another languager, tithe English. There are
language  examples of Hungarian (L1), German (first foreignduage of the students),
Italian and Russian written in Hungarian
<A> He is a good boss. He will the boss if i gaeeyugdij.
6 Ask for A asks B for help because A has problems with tBeglish
help <A> Because my life isnt very good heutzutégeEnglish?)
[B] nowadays
7 Explicit A does not understand a word (lexical item) use@ b# asks B what the word
guestion means
about word [A] How many spectators were there?
<B> What's spectator
2) Side-sequences related to the content of the ¢obution:
8 Comment An utterance about language use that is meant tagaaor qualify the
on communication in Track 1
language  <A>ithought you said this
9 Question A does not understand what B means and asks aaquastlarify it. These

about problems are sentence- or text-level.
content [B]You will see your face last time in the barrBlbn't be stupid!
<A>what do you mean?
10 Self- A adds some information to what they have justtemiin order to make it more

expansion comprehensible
<A> We have a big enemy: GSP and L
<A> ( Golden State Power and Light)
11 A asks B a question to check if B understands wWhaas said/written
Checking  <A>But the owner is guilty
understandi <A>Do you understand it?

ng

12 A asks B to confirm if A understood B'’s presentatarrectly

Constituent [B]And what does your wife do?

query <A> My wife?

3) Techniques of acknowledgement:

13 A presents a signal that B accepts by presuppasidgrstanding - by initiating

Concluded the next contribution at the same level as A'srdoution
contributio [A] the school is in the USA

n <B> ok....
<B> and what should i do there
14 A presents a signal that B accepts by assertingrstahding with a backgrounded

Continuing acknowledgement, such as 'ok’ or 'And?".
contributio <A> | understand now.
n [B] ANd?

<A> |do what do you want.

® The Hungarian word fgoension.
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4) Further techniques:
15 Task These contributions are about the chat task itSakir topic can be opening or
closing the task, saving the text or technicalidlitties related to the chat.
[A] So, lets start it
16 A contribution meant as a joke, to entertain therygat or just to 'decorate’ the chat
Joke/playfu text.
I language [A] Good Bye!
<B>Good Die
[A] Die another day..
17 Emotion Contributions meant to show the emotions of therdmutor.
This contribution can be an emoticon: [A] Just eoting:-)
a word written in capital letters: [AJO, NO, NQ!!
Or onomatopoeic words:
<A> AAAAAAAAAAHHHHHHHHHHHMK!IIIT
or a combination of these.
18 Sign Using several (3 or more) punctuation signs to espa state of mind or to add
extra meaning to text

8.4 Results and discussion

The following sections contain the results of tmeeistigations and the discussion of the results.
Section 8.4.1 will present the frequency of théedént grounding techniques the participants used
in the chat dialogues, and the results will beuised. Section 8.4.2 will chart the distribution of
the use of grounding techniques between the bagiramd the end of the project.

8.4.1 Grounding techniques used in the chats

Research question 4 a) addressed the processiefiaghcommon ground in the role-play chats of
the EFL learners. In order to get a general pictéitbe grounding process in the chat logs, we
calculated the mean occurrence of each techniquehpélog in the role-play tasks. The results are
given in Table 8.3.

Table 8.3Mean frequencies of the grounding techniques

Type of grounding technique Mean frequency per chalog
(1) side-sequences related to the form of the coitiution

1 self-correction 1.94

2 self-translation 0.22

3 other-help 0.78

4 other-correction 0.33

5 other-language 0.72

6 ask for help 0.17

7 explicit question about word 0.67

Mean total form 4.83

(2) side-sequences related to the content of thentobution
8 comment on language 0.89

9 question about content 0.94

10 self-expansion 0.05

11 checking understanding 0.33

12 constituent query 0.28

Mean total content 2.49
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(3) techniqgues of acknowledgement

13 concluded contribution 3.33
14 continuing contribution 0.67
Mean total acknowledgement 4.00
(4) further technigues related to task or medium
15 task 2.05
16 joke/playful language 1.22
17 emotion 1.83
18 sign 2.38
Mean total further techniques 7.48
Overall mean use of grounding 18.8
techniques

As we can see in Table 8.3, the learners usederage of 18.8 grounding techniques per chat log.
Given the fact that the chats consisted of an geenamber of 55.5 turns, the proportion of side
sequences in their communication is considerabiee lcompare the four different categories of
grounding techniques, the high proportion of teqhas related to the chat medium and the task
(7.48 = 40%) is remarkable.

The most marked result is thus that most of themplong techniques addressed the specificity of
the task and the medium. This suggests that clmatemication within the framework of a specific
task demands considerable extra effort from thenkra if they want to ensure successful
communication in chat. Furthermore, the form ofdkterances also necessitates a considerable
amount of grounding. This confirmed the hypothésiwhich we stated that learners would make
an effort to ground what they have to say. Besidesinsiderable number of techniques aim at
correcting the message the participant themsehgziiped. Techniques like self-correction and
self-translation are often initiated because theakpr anticipates a problem that their partner will
have. These instances clearly illustrate the cotlatiive attitude of the chatters, and the attempts
they made to add to their common ground at thd leivierm as well.

As for acknowledgementhis technique is about as frequent as form-gitmg) but within this
category, the most striking result is the numbezarfcluded contributions. This number is 5 times
the number of continuing contributions. This iskgbly an effect of the medium. The time interval
between each turn or reaction does not only catdap between the turns, but also renders more
or less pointless the supporting of one’s partnemimmunication by means of continuing
contributions. This property of chat most likelycaants for the difference in frequency between
the two techniques.

8.4.2 Longitudinal changes

The change in grounding techniques in the chatwagsinvestigated using a pre- and post-test
design. In order to gain insight into the longituadichanges in grounding behavior in the texts, the
chats produced at the beginning of the project wenepared to those at the end. The analyses
dealt with two groups of texts: the first two (1d2)d the last two role-play sessions (5,6) of the
project (see Table 8.1). The reason for the seleetias that on these four occasions, all of the
participants worked in dyads.

Table 8.4 shows the mean frequency of the indiVigu@unding techniques of the two text groups.
Sessions 1 and 2 are treated as measurementshagihaing (Moment 1), and were aggregated.
Sessions 5 and 6 were treated as measuremenéseatdiof the project (Moment 2), and were also
aggregated. The difference between the occurrasfdes beginning and the end sessions were
tested by t-tests for independent samples. Althdlhiglsame students participated in the beginning
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and the end sessions, the composition of the paatits within each chat varied, thus making it
impossible to treat the contributions of the leasrie the chat-units as pure repeated measures.

As the figures in Table 8.4 show, grounding intBndecreased significantly for tfierm- and
task- and chat medium-related technigoategories. The mean usecohtentand
acknowledgmertechniques also decreased, but not significarftsl types of grounding
techniques are taken together, the decrease 18 sigaificant.

Table 8.4The mean frequency of the individual grounding temigues

Type of X- frequency X-frequency t-value (df=12) p-value
grounding Moment 1 Moment 2

technique

n-chat logs 6 8

X-words 640 450

Form 7.3 3.0 2.37 0.035
1 Self-correction 3.33 1.13* 2.23 0.045
2 Self-translation 0.5 0 1.17 n.s.

3 Other-help 1 0.38 1.27 n.s

4 Other- 0.33 0.38 -0.15 n.s
correction

5 Other- 0.83 1 -0.22 n.s
language

6 Ask for help 0.17 0.13 0.20 n.s.

7 Explicit 1.17 0 3.40 0.005
guestion about

word

Content 3.7 2.0 0.93 n.s

8 Commenton 1.17 0.75 0.54 n.s
language

9 Question about 1.5 0.75 0.89 n.s.
content

10 Self- 0.17 0 1.17 n.s
expansion

11 Checking 0.33 0.5 -0.33 n.s
understanding

12 Constituent 0.5 0 1.71 n.s.
query

Acknowledgeme 5 3.7 0.84 n.s.
nt

13 Concluded  4.33 3 0.96 n.s.
contribution

14 Continuing 0.67 0.75 -0.20 n.s.
contribution

Task- and chat 10 4.6 2.84 0.015
medium-related

techniques

15 Task 3 1.25 2.68 0.020
16 Joke/playful  2.17 0.25 1.73 n.s.
language

17 Emotion 3.33 0.63 3.21 0.007
18 Sign 15 25 -0.83 n.s.
Total 26 13.3 2.91 0.013
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The independent-samples t-tests revealed thaingidered individually, the grounding techniques
of self-correctionandexplicit question about wordecreased the most at the end of the chat
project. The mean occurrences of almost all othdnriiques also showed a decrease, although it
was not significant in any of those cases. Onesefgly assume that these decreasing numbers
contribute to the significant overall decreaséim. The grounding techniques that are oriented
towardscontentalso show a decrease. As for the termasoghowledgemenboth techniques

remain at the same level of use. Within the clustéask- and chat medium-related techniques
the number of task-related contributions and exgioes of emotion decreased significantly.

The comparison of the mean occurrences of the dgingriechniques revealed a decrease in
techniques addressing tteeskand thechat mediunon the one hand, and tferm of the utterances
on the other hand. The former result indicatesahéte end of the sessions, the students had
become more used to the medium, and also moreiéamith the roles they played. Both of these
aspects of the task had become part of their congraumd.

The latter result shows that the chatters had fen@slems at théorm level of their utterances.

This indicates that their English, at least atléwvel of their wording, did not need to be grounded
as often as it did at the beginning of the chatdas. It could also mean that their English had
improved to such an extent that less groundingrveasled. The investigation of the chat texts also
revealed that the participants’ utterances wergdom the second group of texts than the first one
The fact that at the end moment, they didn’t ingait all about the meaning of a word suggests
however that their vocabulary in English did impgoWhis assumption is corroborated by the fact
that their score on the language use part of thicpncy test (Table 6.1) increased significantly
between the two points of measurement. The absdrgpeestions about unknown words also
implies that the participants became better atneging their partner’s linguistic abilities, andal
the elements that are common ground between them.

Grounding ofcontentissues remained, statistically speaking, at theedavel. This means that at
the end of the course, the number of problems &dedowith content matters was comparable to
the number at the beginning of the course. Thigiige plausible if one considers that content
problems can be independent of the problems cawspdbficiency factors. It is quite conceivable
that content grounding would occur in communicatigmative speakers as well.

A similar picture arises for the grounding techmgjuvhich address the management of the
interaction: theacknowledgemenéchniques. The frequency of their use at theoéilde school

year was comparable to that at the beginning. ddméirms the idea that this form of grounding
functions as a general tool for grounding the mt&on and is not influenced by the level of
proficiency of the interlocutors. The parties imgersation need to add to their common ground in
order to complete their joint projects.

In view of the results of the longitudinal comparisthe second hypothesis, which predicted a
decrease in the number of grounding techniquestovier is only partly justified. There is an
overall tendency for numerical decrease in theueegy techniques. The intensity of grounding
form, task and the chat medium, and the overalligdong activity decreased significantly. The
change in grounding behavior was probably infludnmgfactors like the learners’ development in
English, their getting used to the context of tleesgsroom chat, and the increased common ground
between the participants. However, the use of corted acknowledgement techniques did not
alter significantly. These two types of technigaes the ones which are least influenced by the
medium, and by the use of a foreign language.

8.5 Summary of the findings and implications
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The investigation in the present chapter focusethemprocess of grounding in role-play chat tasks
produced by EFL learners. The results show thahéza made a considerable effort to ground
what they had to say in chat. The analyses oftla¢logs revealed that they also used specific
medium- and task-related grounding techniquesithee not been described in empirical studies
before.

The longitudinal analyses of the texts showeditimatregular use of chat tasks in the EFL class
stimulates the development of common ground betileeparticipants. Expanding the common
ground concerned different areas in this contetxé participants had to ground

- the language form,

- the content of communication,

- the entries into, and exits from the joint progethey engaged in,

- the task they were performing,

- and they used signs and symbols made up of tracters available on the keyboard to add extra
meaning or show emotions in chat.

The techniques aimed at grounding form, the usasif management and signs, decreased in the
course of the chat project. The frequency of temis grounding content and controlling the joint
projects remained statistically unchanged.

When two learners engaged in a chat conversatieg,dlready had some common ground, and
during the conversation, they also added to theimraon ground. It is quite conceivable that the
learners’ common ground concerning the languageuked in chat, the expectations of the task,
and the signs and symbols they needed to compefosdhe text-only nature of the medium
increased, and this is why less of these technigpees used towards the end of the project. The
content and the management of joint projects netxlbd grounded anew in the case of every chat
session, as these elements of the conversatiod notibe predicted in the role-play tasks. This
explains the lack of change in these techniquesiirout the project.

When learners used grounding techniques in chey,ittade an effort to understand their partner(s)
and communicate successfully, independent of whettvainding involved management of the
conversation or problem-solving. In the coursehefgrounding process, the learners interacted
with each other in the target language, and thtigedy participated in the classroom chat tasks
They also monitored their own and their partneridarstanding of the messages in chat. This
interaction and monitoring entailed that the leesmead, interpreted, formulated and produced
messages in real time. Performing these actiwiéigalarly in chat undoubtedly improved the
learners’ general proficiency skills and made thmane conscious users of the target language.
This claim is corroborated by the results preseimtathapter 6: the development in general
proficiency skills and the increase in the frequeoicthe use of mental strategies in the chat group

The fact that the participants in chat made arretffoadd to their common ground and gain
evidence of how well they had understood theirnmarshows that regular chat is evidently not
detrimental to the learners’ English, and doesniesessarily result in unambitious language use
(contrary to what Herring (1999) claims about nathpeaker chat, and what Kern (1995) found in
chat between language learners). Well-plannedtakks can serve as useful and motivating tools
in the EFL classroom. Research on learning in bb#t and face-to-face conversations has shown
however, that putting learners into situations \ehey need to negotiate meaning, meaning that
the target language forms are not common grourghtentially beneficial for their development.
Language teachers should take this into considerathen planning tasks for their learners, and be
aware that the task should elicit linguistic prablsolving, whilst at the same time being
interesting, and involving an element of cognitivellenge. Such tasks prompt collaboration
between the learners and an attitude to languagéhas has a positive impact on the learners’
progress in the target language.
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9 Conclusions and implications
9.1 Summary of the findings of the study and theiimplications

The present study was conducted in order to sgatidin how the inclusion of chat tasks in the
EFL classes influenced the language learning psockthe participants at a Hungarian secondary
school. The underlying assumptions of the studyevibased on research on chat in second and
foreign language learning, as described in Chahter the following paragraphs, the main
findings of the study will be summarized with resip® the four main aspects through which the
study approached the inclusion of chat in languegming. These include:

- techniques for including chat in the secondahostlanguage class,

and the changes in the following variables:

- the learners’ proficiency and language learningtegy repertoire,

- the learners’ motivation for learning English attitudes towards chat tasks in the class,

- and the learners’ language use in chat.

9.1.1 How to include chat tasks in foreign languageaching

In chapter 5, a thick description of the chat prbg BHS was given. The description aimed to
demonstrate the different facets of the inclusionlass, which were the following: the

composition of the chat pairs or trios, or in othverds, thechat partnersthe characteristics of the
chat tasksthetechnical condition®f the computers and IRC, and ttlassroom environmetrie

chat sessions took place in. Figure 9.1 depictéattters that influenced classroom chat in the BHS
chat project.

Figure 9.1Factors influencing classroom chat

chat task \ chat partner
classroom
/ \ assroom

chat
environment

technical
conditions

The chronological account of the chat sessionsmaeent to show the evolution of the chat project
and the interactions between the researcher-teablaeis myself, and the participants of the
project, the learners, who were supposed to benefit the inclusion of chat. As the project
progressed, | gained new insight into howthat partnersshould be combined. The mutual
acceptance of the partner’s personality and witiegs to cooperate turned out to be more pertinent
than the partners’ relative level of proficiencydagping skills. The participants did not seem to
have preferences about partners at the outseé girtject, but as their experience with chatting
increased, some of them came up with wishes abbatthhey would like to chat with. In most of

the cases however, | gained information about cimeposition of the pairs from the chat logs and
the participants’ class behavior.

During the repeated chat sessions, it also emevbatkind ofchat taskdest combined

usefulness and enjoyment in class. The open-endiedplay and storytelling types of task, which
resemble real-life chat dialogues, proved to besapto goal-oriented chat tasks advocated by
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several studies (Blake, 2000, Pellettieri, 2000akdinta, 2002). This finding is in line with
Warschauer's (2000) claim that CMC activities whiak socially and culturally relevant for the
learner yield better results in learning. The thet open-ended tasks worked better in chat might
also be explained by the participants’ advancedlle/English. Goal-oriented tasks aimed at
practicing a grammatical structure or a given figldbvocabulary were considered monotonous by
the learners.

As far agechnical conditiongre concerned, the participants needed to besttamhow to use

IRC and save their chat logs at the beginning efitoject. This enabled them to use the software
autonomously for the rest of the project. Occasipnthey asked their peers or myself for help.
The participants became confident users of IRQyfguickly. The problems they sometimes had
with IRC were partly solved through speaking, aregartly recorded in the chat logs. All in all,
the technical background of the project was vamps and a similar chat project can easily be set
up at any school that has computers set-up onehdoea network.

The classroom conditions in the project were sthet, during the chat sessions, all the
participants sat in the same room, sharing the gdrysical space. This meant that although during
the sessions, the only medium allowed was chatttendnly language English, the participants
sometimes broke these rules and opted for moraexitiways of communication, like speaking
Hungarian with each other. The advantage of hazihidpe chatters in one classroom was that |
could monitor the chatters and I, or their peeosja help them solve problems related to the
computers, the task or their partner(s).

In the course of one school year, the four majpeets of including chat in the EFL class: the
partner, the task, technical conditions and thesctaom environment were continuously monitored
and fine-tuned. As a result of this, an inventdryeahniques for including chat in the EFL class
emerged. The process is described in Chapter Boddih the description is primarily relevant for
the case of the chat group in the BHS chat projeettechniques of using chat in the secondary
school foreign language class are transferabléhter gettings as well. The thick description given
in chapter 5 will help the reader judge what madifions are needed for their classroom.

9.1.2 Development in proficiency and language leaimg strategies

Besides the description of the project, the ingagibn also intended to show how the inclusion
affected the participants’ proficiency in Englisiddanguage learning strategy repertoire. The two
variables were investigated using quantitative w@s$hin a pre- and post-test design. The chat
group’s results were compared to a control groughgyse members did not participate in chat
sessions.

Proficiency in English

Both groups made significant progress inttital scoreof the tests. This result implies that the
effectiveness of chat is comparable to that ofbgular’ communicative classroom tasks the
control group was involved in.

The proficiency test contained five sub-paldsiguage elements, reading comprehension, listening
comprehension, writingandspeakingBoth the chat and the control group made progredse
language elementub-part of the test, which contained multipleice@nd matching items about
grammar and vocabulary. The results suggest alairtre regular, communicative classroom, and
the classroom where chat tasks are regularly paddrby the learners, are equally suitable for
developing the learnerBhguistic competenceas termed by Canale and Swain (1980).
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The chat group also made a significant gaiwiiting skills. Since chat is a written form of
communication, and the participants spent a coralidke amount of time producing the target
language in written form during the chat sessiansl, correcting and revising what they had
written after the chat session, this gain is hasdisprising.

The control group’speaking skillsmproved significantly. The members of the congaup
performed communicative tasks similar to the casks orally, in pairs or small groups. The fact
that their English teacher placed an emphasis eakipg skills (as opposed to writing skills)
explains the results of the proficiency test. THetence between the media used for practicing in
the two groups is thus also reflected in the digatglevelopment of the productive skills, speaking
and writing, in the two groups.

Language learning strategies

In the chat group, the learners spent a consideahbunt of time on autonomous work, and could
define the pace and the content of the target Eggproduction to a great extent. The hypothesis
was that this would result in the extension ofrthesrning strategy repertoire. The investigatibn o
the changes in thanguage learning strateggpertoire of the two groups showed that both gsoup
showed a significant increase in only one aredrafegy:using mental processebhis area

involved language learning activities like revisinbat one has learnt, or making an effort to use
one’s English outside the classroom as well. Inatteagemembering more effectively,
compensating for missing knowledge, organizing@raluating your learningandlearning with
others,there were no significant changes in either groups.

Concerning strategies fananaging emotionghe chat group used these strategies significéagb
frequently in the post-test. These strategies wined at reducing anxiety and encouraging
oneself to carry on learning in difficult situaterThe fact that the members of the chat group
needed to take these actions less frequently cosifine view that chat can provide a stress-free
learning environment for language learners (meetidoy Lee, 2002, Poulisse, 2002, Toorenaar,
2002, Warschauer, 1996).

All'in all, the inclusion of chat did not bring altostriking changes in the language learning
strategy repertoire of the participants, yet theeimory of strategies showed that activities intcha
are on a par with regular communicative classrootvities as far as the cognitive work they
require is concerned. If one considers the affediispect of language learning, the inclusion of
chat shows promising results: the members of thé gtoup benefited from the autonomy and self-
regulation possibilities the chat medium can offer.

9.1.3 On motivation and attitudes in the chat class

The effect of the inclusion of chat on the motigatof the participants was described based on the
qualitative analysis of the chat logs, the endgmbijnterviews and the language teacher’s journal.
The learners’ attitudes towards chat tasks weresitigated quantitatively, with the help of a
guestionnaire on attitudes towards chat tasksdnahguage class.

Several studies on chat in language learning cdedluat chat tasks have a motivating effect on
the language learners (Beauvois, 1995, Lee, 208&@,ehaar, 2002). Building on these results, my
proposition at the outset of the project was thatimclusion of chat tasks in the language cladls wi
yield similarly positive results at BHS. The chabjpct showed that developing chat as a
motivating tool in the second language EFL class svprocess in which the learners needed to

- understand the goals of the chat tasks,

- get involved in the tasks,

- learn to give useful feedback to the instructor,

- and be able to benefit from the revision of thatdasks.
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The instructor who would like to motivate theirfears should thus facilitate these processes.

The participants’ attitudes towards chat tasks wempared with a control group whose members
did not perform chat tasks regularly, only on tvegasions. Out of the four areas investigated:
interest, usefulness, learner autonoamdreduced learner anxietysefulness was the only area in
which the chat group scored significantly highertlthe control group. When assessing which
skills chat tasks developed the most, the membdreahat group almost unanimously wrote that
chat developed their knowledge of grammar. North@imembers of the control group thought
chat improved their grammar. This striking diffecens due to the fact that the chat group
performed chat tasks regularly, and revised thélolga after the sessions. Consequently, the
learners could better understand the goals ofa$lestand use the sessions to improve their
English.

To sum up, this modern medium, which has considerabtivating potential, requires careful
planning on the part of the language teacher torbheca useful and enjoyable form of language
learning for a whole group of learners over anmaéel period of time. Combining usefulness and
enjoyment turned out to be a key issue in the ghaip. It is the combination of these two factors
that give chat an added value as a tool in langlesgaing.

9.1.4 On the role of common ground in chat

As chat is gaining ground in language learnings ibteresting to study how learners use language
in this medium. One of the merits of chatting ia target language is that the learners are engaged
in an interaction, which is in many ways similasfeaking. In chat, the learners’ interaction is
facilitated by the slower pace of the dialogue tredvisual record of the dialogue, which the
chatters can see on the computer screen.

In Clark’s theory of language use (1996), the partidd to their common ground in the course of
the conversation. In the case of the chat sessiDBEIS, the learners chatting with each other had a
good deal in common: they had Hungarian as thmsir litnguage, they were all at least at B1 level
in English, which enabled them to communicate is ldnguage, they all knew they were supposed
to use English in chat, and they were aware obtjectives of the chat task. The task was in many
cases designed so that a number of issues weoemoton ground between the chatters, but the
aim was to make these issues common ground bynthefehe task.

The participants used various text-based techniiquelsat to achieve common ground. These can
be divided into four groups: techniques aimed atifgiing thecontentof the contribution

techniques aimed at clarifying therm of the contribution, techniques atknowledgemenand

other techniques related to tbigat mediunand thaask.The analysis of the longitudinal changes

in these techniques showed that the frequencyrof fechniques decreased significantly over time.
The techniques related to content, acknowledgind the chat medium and the task remained
statistically unchanged. This suggests that groyqhtichniques play a constant role in
communication, as described by Clark (Clark & Sébae 989, Cark, 1996).

Grounding the form of the contribution involves nggtion of meaning. However, with the
decrease of these techniques over time, one camadsat the instances of negotiation of meaning
also decreased, along with the opportunities fed¢arners to improve. This reasoning contradicts
the finding that the chat group’s general proficigrand also their knowledge of language
elements, improved in the course of the chat ptojge findings imply that, although solving
communication problems related to the form of tlessage is a useful way to improve one’s
proficiency in the target language, the cruciapstefnoticingthat there is something to be

learned, andhtegratingnew elements (Gass, 1997) also take place in situstions when

learners interact. This seems to hold for the chdlee chat group as well, where meaning
negotiation was experienced as face-threatenirgphe of the members.
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To sum up, the descriptive analysis of languagdrutiee chat logs shed light on the actions the
learners took to structure their conversationsadbe ‘official business’ of the chat tasks. The
decrease of techniques aimed at grounding the ébtime conversation suggested that the
participants’ common ground in this area increasdte course of the project. This was due to
their increased experience with the medium andasles, and their improved language proficiency.
The results imply that the inclusion of chat haubaitive influence on the learners’ language
learning process.

If the instructor’s aim is to confront their learaavith language difficulties in the chat task®yth
need to take into consideration that these migbitedese over time. When planning the chat task,
these challenges should be built into the tasks TH&ds us again to the problem of task typed, as i
is the fixed goal that learners need to achiewadtass that ensures they will not avoid
communication problems. However, the case of th& BHat project showed that role-play as a
chat task type could best combine usefulness gograant in classroom chat. The optimal task
was a guided role-play that maximised learner wemient and creativity, but at the same time
gave the learners guidelines on what to chat about.

These considerations about how the inclusion of chia be realised in the future lead us to the
future research agenda in the field of using CM@Ginguage learning and teaching.

9.2 The implications of the findings

The findings of the present study elucidate twoantgnt issues in research on CMC in the
secondary school language classroom in the Hungeoatext. These axghy andhow CMC

should be used in the language class. To answeustion why, the added value chat can have in
language learning was investigated in the litemt@ihe following merits of chat are mentioned:

- chat is a popular medium of communication amooigng people, and is thus an attractive form
of learning (Beauvois, 1992),

- chat can be a source of motivation for the lagguaarners (Beauvois, 1995, Lee, 2002),

- dialogues in chat take place in real time, whioplies spontaneous language use,

but chatters have more time to formulate their mgsghan in speaking (Poulisse, 2002),

- pronunciation has no role in chat dialoguesgesmriers who are too shy to speak also get a chance
(Warschauer, 1996, Poulisse, 2002)

- chat gives learners an opportunity to notice gapkeir knowledge of the target language and
modify their output (Blake, 2000, Pellettieri, 20d®orenaar, 2002),

- the logs of the chat dialogues can be saved anté@, so the learners can revise the language
they produced with the help of the instructor (Tev@ar, 2002, Lee, 2002).

These findings implied that the inclusion of ctepotentially beneficial for Hungarian secondary
school EFL learners as well. The question is hoat tdsks should be employed so that the
language learners can fully benefit from the maritshat. The present study yielded important
insights into the classroom application of chats&hon these insights, the following sections will
present recommendations on how chat should beingkd language classroom in three areas of
teaching: integrating chat into the language cquieeeloping proficiency and language learning
routines, and motivating and forming positive attiés towards chat in the language classroom.

How to make the effect of chat beneficial in the leguage class
We should bear in mind that the four basic condgitor the successful inclusion of chat are:

choosing relevartasks finding the rightpartners ensuring a smootiechnical backgroundnd
classroom conditionthat help the learners stay on task.
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Chat tasks should be built into the classes wihineaningful framework. This entails that the
learners understand the goals of the tasks, ankdasethey fit into their language learning process.
Doing these tasks onragular basishelps the learners shift their attention fromdbatent of the
task (instructions and procedures) to the langtfagg use in the task (also advocated in the
traditional classroom setting by Bygate, 1999).

Developing proficiency and language learning stratges

During the chat sessions, the learners should beueaged to produce the target language. After
the session, when the chat logs are correctededneers can gain insight into the quality of their
language use, and use what they have learnt inekiesession. The tasks given to the chatters
should include problem solving on the cognitive &induistic level as well.

The use of language learning strategies shoulchbeueaged, like keeping track of the new
vocabulary the learners encountered in chat, dtingaand e-mailing with other learners of the
target language outside the classroom.

Motivating and forming positive attitudes towards dat

The task should be presented clearly for all ofi¢laeners. The teacher should check understanding
before the learners begin chatting.

The learners should be involved in planning thk.t@ke teacher should elicit feedback about the
chat sessions and the chat logs the learners prdduc

The chat logs the learners produce should be kvesgilarly. The learners should try to correct
their own logs.

The teacher should give positive feedback aboufaitme and content of the chat logs, and
emphasize the development in the logs.

The teacher should reflect on how far the taskd the six qualities of good education: are they
entertaining, relevant, organised, thematic, inn@\and creative (O’Connor & Ross, 2004)?

9.3 Suggestions for further research

The present study explored how chat worked in #versdary school setting. Computer-mediated
media and electronic literacy are gaining grounddacation and everyday life, yet there are
scarcely any empirical studies on how computer-atedicommunication can be integrated at any
level of language learning in Hungary. More studiesneeded in this area. The following sections
will contain suggestions for further research batthe Hungarian context and in the international
context on important issues which have not beemdéd to thus far.

In order to see how learners from other age graopinfluenced by chat tasks, similar projects
could be conducted with university/college studentsdult language learners in Hungary. To
make the communicative situation more authente ctiat partners could be of different
nationalities who have the target language as lingina franca, as was the case in Blasszauer's
(2000) or Toorenaar’s (2002) studies.

More studies are needed to investigate the effedifferent types of computer-mediated
communication, such as e-mail and forums, on theks’ proficiency, as in Coniam and Wong'’s
(2004) study. Emphasis should be placed on meagahianges in proficiency with more rigorous
methods, in a pre- and post-test design, emplcstisngdardized tests of proficiency.
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As chat and other forms of computer-mediated conication have the potential to help learners
become better language learners, strategy investbkie Oxford’s SILL (1990) should be
extended to incorporate strategies in CMC that teddrget language improvement. Classroom
observations and interviews with language learagggesearch methods that could help
researchers chart successful CMC strategies leanser

In the present study, the motivating potentiallzitonvas investigated using qualitative methods. In
a similar study, where it is possible to investigadriables related to motivation, the learners’
motivation could be studied in a pre- and postdiesign. By the use of such studies, the changes
in the components of motivation could be mapped,then compared with the qualitative patterns
found in the present study.

To reveal the differences between face-to-facectiatl communication in a foreign language, a
systematic study comparing the two media shoulddmglucted. Promising contributions to
research in this area are Kleeser and Maassen)(26@5/an der Wijst and Eszenyi’'s (2006) study
on grounding processes in native — non-native ahdtface-to-face conversations, and
Vandergriff's study (2006) that investigates hoarteers use reception strategies in the two media.

9.4 Significance of the study: summing up

In this dissertation | hoped to give a multifacedealysis of how the inclusion of chat influences
foreign language learning. Taking the role of #megluage teacher and researcher at the same time
enabled me to observe the processes that took iplice course of the chat project. The study
focussed on the case of an English group at a Hiamgsecondary school, Buda High School . The
chat project conducted at BHS was preceded by tlwbgtudies with secondary school learners.
The findings of these studies implied that theusn of chat in the EFL classes can positively
influence the participants’ language learning pssce

In the BHS chat project, the effect of the inclusad chat was investigated for a school year lgstin
9 months. To the best of my knowledge, no empigtadly has investigated the effect of chat over
such an extended period before, although the pefiode school year is the natural unit of
secondary school learning.

The effect of inclusion was studied from severalas relevant to language learning, including the
effectiveness of chat tasks as a language leatootgtheir potential to motivate, the way the
participants evaluated chat as a tool in languegming, and last but not least, the method of
including chat in the classes. The inclusion oft¢hsks in the language classes turned out to have
added value in the areas shown in figure 9.2.

Figure 9.2 The added value of chat in the languaggass
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1) Chat tasks can be integrated into the langukagses, and the topic of the conversations
can be related to the topics dealt with in the lagelasses and the topics the participants
select in their role-play identity.

2) In chat conversations, the learners producenaiderable amount of discourse in the target
language. The amount of output produced by thécjjzanhts is approximately equal, which
also means that they are all active in the task.t€acher can also control this by reading the
chat logs.

3) Learners can see the text they have producélgeocomputer screen, and this helps them
reflect on their own, or their peers’ language use.

4) Learners can work autonomously in chat and defie pace at which they produce
language.

5) During the chat conversation, the learners bollate to achieve the goal of the task and
make an effort to understand each other by vermhhan-verbal means in text. This is
potentially beneficial for their target languagefoiency.

6) The text of the chat conversation can be sandti@computer, revised by the learners and
teacher, and kept in a portfolio for final evaloati

7) If chat tasks constitute a regular part of tiegliage classes, the learners will perceive
producing language in chat as part of their languagrning process. This will prompt the
learners who want to get good grades for their It to think of strategies that lead to
producing good chat logs and good correctionsettiat logs.

8) Well-planned chat tasks give the learners oppdres to use what they have learnt in the
target language creatively, and also to learn fitosir peers by solving communication
problems in the conversation.

9) The chat medium and the relaxed atmosphereedftiat sessions can positively influence
the learners’ attitudes towards learning English.

10) The classroom chat tasks should be part otk tlyat includes the learners’ self-revision
and the teacher’s evaluation of the learners’ vimighat. These characteristics of classroom
chat can be a source of motivation for learninghadearners understand the goals of the
chat sessions better, and can use the sessiangrovie their English.

As the findings of the study show, involving thareers in planning their classroom chat tasks,
making them correct their own classroom produatd,engaging them in chat activities that foster
their creativity and problem-solving ability arsi®s in line with recent trends in foreign language
teaching. This implies that new, computer-medidtechs of communication might add new,
inspiring channels to the traditional forms of coameation in the language classroom. At the
same time, teachers who decide to include thesamexlia can rely on tried-and-trusted
methodology they used in their communicative claskethe preceding chapters, the lessons of my
investigations were presented with the intentioprtavide an empirical basis and a practical
framework for including online chat in languagerfeéag and other forms of computer-mediated
communication. | hope that the results of the stuillybe useful for language teachers in
Hungarian secondary schools, and language teaahetiser levels of education in other parts of
the world where foreign languages are learnt anghia
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