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ABSTRACT

The Impact of Online Informal Learning of English on Vocabulary Knowledge of High
School Students

OZGUR, Seren
Master of Arts, Department of Foreign Language Education
Supervisor: Assoc. Prof. Dr. Fatma Ozlem Saka
June 2022, XII + 174 Pages

In the light of previous studies, this study focused on the role of Online Informal English Learning
(OILE) activities in the daily lives of 9"~ and 10'"-graders in Turkey and tried to explain which
informal activities they engaged in more frequently. In addition, it aimed to reveal the relationship
between students' out-of-class English activities and their English vocabulary levels. To achieve
the aim of the research, a quantitative research method was adopted. The students' daily OILE
activities and frequencies were collected using a questionnaire, and their vocabulary levels were
determined by the Vocabulary Level Test (VLT). 247 9" and 10" grade Anatolian High School
students participated in the study. The results showed that the students in the study were regularly
and frequently exposed to English text, audio, and videos through online informal activities. In
this context, it was determined that the OILE activity that the students included in the study were
most frequently exposed to English through listening to music in English, followed by watching
English-speaking videos. It has been observed that a significant amount of time is devoted to
movies, and TV series & shows, and it has been found that English-spoken media are mostly
watched with Turkish or English subtitles. Playing English single and multiplayer computer
games, on the contrary, were among the least preferred activities. In multiplayer games, English
interactions are mostly based on writing and reading skills. In addition to this, encounter to or
using English on social media was mostly through following social media accounts, sharing
English content via messages, and searching on and reading websites; texting in English was the
rarest OILE activity. 10" graders spend more time in activities such as social media, messaging,
and websites than 9" graders, and that especially their habits of playing computer games differ
between genders. Vocabulary levels differed between the 10%- and 9"-graders, and the VLT
scores of the 10"-graders were significantly higher. A positive correlation between OILE and
word-level emerged from the analysis. This correlation showed a positive correlation, especially
with watching videos and reading websites. Within subtitle habits and VLT, watching Turkish
dubbing and Turkish subtitled media was negatively correlated, while watching with or without
English subtitles was positively correlated with VLT. Finally, students were asked where they
learned their English, and their opinions and vocabulary levels were compared. The majority
stated that they learned English from school, but the vocabulary levels of those who stated that
they learned it outside of school were significantly higher. Finally, previous studies were
evaluated by considering the Turkish EFL context and concluded with suggestions for English
Teachers and policymakers.

Keywords: Online Informal Learning of English vocabulary levels, EFL, vocabulary
acquisition, out-of-class language learning.
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OZET

Cevrimici informal Ingilizce Ogreniminin Lise Ogrencilerinin Kelime Dagarcigina Etkisi
OZGUR, Seren
Yiiksek Lisans, Yabanci Diller Egitimi Bolimii
Tez Danismani: Dog. Dr. Fatma Ozlem Saka
Haziran 2022, XII + 174 Sayfa

Bu ¢alisma, gecmis calismalarm 1s18inda, Tiirkiye’deki 9 ve 10. simiflarin Cevrimigi Informal
Ingilizce Ogrenme (OILE) aktivitelerinin hayatlarindaki yerine odaklanmus, Ingilizceye daha gok
hangi informal yollarla maruz kalindigin1 agiklamaya ¢aligmistir. Bunun yani sira, 6grencilerin
yiiriittiigii simf dis1 Ingilizce aktiviteleri ile onlarin Ingilizce kelime seviyesi arasindaki
korelasyonu ortaya cikarmayi hedeflemistir. Arastirmanin hedeflerine ulagmak i¢in, nicel
arastirma yontemi kullamilmistir. Ogrencilerin giinliik OILE etkinlikleri ve sikliklar1 anket ile
toplanmuis, kelime seviyeleri ise Kelime Seviye Testi (VLT) ile belirlenmistir. Calismaya 247 9
ve 10. sinif Anadolu Lisesi 6grencisi katilmistir. Sonuglardan, calismadaki 6grencilerin ¢evrimigi
informal aktiviteler {izerinden diizenli ve sik olarak Ingilizce metin, konusma ve videolara maruz
kaldig1 gériilmiistiir. Bu baglamda, ¢alismaya dahil olan dgrencilerin en sik Ingilizceye maruz
kaldig1 OILE aktivitesinin Ingilizce miizik dinlemek oldugu saptanmis, bu aktiviteyi Ingilizce
konusulan videolar: izleme takip etmistir. Film ve TV dizi & programlarina da énemli 6lgiide
zaman ayrildig1 gériilmiis, Ingilizce medyalarm ¢ogunlukla Tiirkce altyazili veya Ingilizce
altyazili olarak izlendigi bulunmustur. En az tercih edilen aktiviteler arasinda Ingilizce tek ve ¢ok
oyunculu bilgisayar oyunlari oynamanin oldugu ortaya ¢ikmistir. Cok oyunculu oyunlarda,
Ingilizce etkilesimlerin gogunlukla yazma ve okuma becerileri iizerinden oldugu goriilmiistiir.
Bunun yan: sira, sosyal medya iizerinden Ingilizce ile karsilagma veya dili kullanma, ¢ogunlukla
sosyal medya hesaplarim takip ederek, mesaj ile Ingilizce igerik paylasmak ve internet sitelerinde
arama ve okuma yapmak icin Ingilizceyi kullanmak olmus; Ingilizce mesajlasma ise en nadir
yiiriitiilen OILE aktivitesi olarak bulunmustur. Sosyal medya, mesajlagma, internet siteleri gibi
aktivitelerde 10. smiflarin 9. siniflara oranla daha fazla zaman ayirdiklari, ayrica 6zellikle
bilgisayar oyunu oynama aligkanliklarinin cinsiyetler arasinda farkli oldugu ortaya konmustur.
Kelime seviyesi ise 10. ve 9. simiflar arasinda farklilik gostermis, 10. smiflarin VLT puanlar
anlaml olarak daha yiiksek ¢ikmigstir. OILE ile kelime seviyesi arasinda pozitif korelasyon
bulunmustur. Kelime seviyeleri, ozellikle video izleme ve internet sitesi okuma ile pozitif
korelasyon gostermistir. Altyazi aligkanliklar1 ve VLT arasinda ise, Tiirkge dublaj ve Tiirkge
altyazili medya izlemenin negatif yénde, ingilizce altyazili veya altyazisiz izlemek pozitif yonde
VLT ile iliskili bulunmustur. Ogrencilerin Ingilizceyi daha ¢ok nerede égrendikleri sorulmus,
goriisleri ile kelime seviyeleri karsilastirilmistir. Cogunluk Ingilizceyi okuldan 6grendigini
belirtmis, fakat okul disindan 6grendigini belirtenlerin kelime seviyeleri anlamli olarak yiiksek
cikmistir. Son olarak, onceki ¢alismalar Tiirk EFL baglami ile ele alinarak degerlendirilmis,
Ingilizce Ogretmenleri ve yabanci dil programi yapicilara éneriler ile sonlanmustir.

Anahtar Kelimeler: Cevrimici Informal Ingilizce Ogrenimi, kelime seviyeleri, EFL, kelime
edinimi, sinif disi dil 6grenimi.
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CHAPTER I

INTRODUCTION

1.1. Introduction

With the rapid spread of digital technologies, people’s everyday lives have become
increasingly involved with the internet for leisure, work, and countless other activities. These
activities include the use of English by means of exposure to English media and interaction
with people all around the world. Hence, numerous opportunities have appeared for developing
language skills through exposure and interaction with the language, especially for the learners

whose opportunities for language use are limited to classroom settings.

Until now, the engagement with the target language outside of the classroom was only
possible through interaction with written texts and face-to-face communication with the target
language speakers or living in the country where the target language is spoken. Considering the
use of the target language, the possibilities for one to use the target language communicatively
in the contexts where the target language is identified as a foreign language were scarce. As a
result of the recent advancements and increase in accessibility to the internet, researchers in the
area have begun to investigate the growing phenomenon of using online activities involving the

target language and their effects on language development.

The recent body of research on the subject has revealed the potential of informal
involvement with the target language regarding language learning. Earlier research by Toffoli
and Sockett (2010) suggested that more than half of the students who attended English classes
were regularly involved in online informal language activities. Another study focusing on the
media exposure of the children who have no prior English instruction discovered that the media
exposure correlated positively with the Dutch-English translation skills of the children
(Kuppens, 2010). After a decade of these earlier studies, new evidence (Hannibal Jensen, 2019;
Kusyk, 2017; Lai et al., 2015; Lee & Dressman, 2018) has suggested the changing habits of the
foreign language learners’ involvement with the target language as the new digital technologies
and the expanding use of the internet increased the accessibility to English media. Thus, the
changing face of the language learners’ engagements with online English resources should be

investigated to shed light to present affordances for language learning beyond the classroom.



The earlier and recent studies and the theoretical background of the online informal
language engagements of the language learners will be discussed in depth in the following

chapters.

1.2. Background of the Study

To date, the occasions for English as a Foreign Language (EFL) students to come into
contact with the language were limited within the classroom context (Lamb, 2002), and most
of the previous research, theory, and practice in the field focused on this particular language
learning and teaching environment, the classrooms (Richards, 2015). The emergence of the
various digital technologies has given learners an array of opportunities to acquire and use the
language communicatively and in a naturalistic way beyond the classroom setting (Benson,
2011a; Nunan & Richards, 2015). Today, most learners spend their time connected to the
Internet and digital devices. This change in the learners’ daily lives led researchers to
investigate the effects of the engagements, especially in terms of language learning. The focus

of research has begun to shift to these informal digital spaces.

Though informal learning is not a new concept, digital technologies enabled new
opportunities that were nonexistent in the past. Before the prevalence of digital technologies
and the internet, informal learning has been considered unfavourable regarding possible
language outcomes and availability of the authentic language within the environment of foreign
language learners. The informal settings consisted of a limited number of activities, such as
travelling abroad, reading English newspapers and novels available, listening to the radio and
watching TV in English, and using e-mail in English (Benson et al., 2003; Dressman, 2020;
Lamb, 2002; Pickard, 1996; Yap, 1998).

Compared to 2000, internet use has grown approximately 1200%, and at present, more
than half of the world population are considered internet users (Internet World Stats, 2020).
The growth in accessibility to the internet has opened up a vast array of new language learning
possibilities within the daily life of language learners. Those possibilities could include interest-
driven practices such as watching films, playing video games, surfing the internet, and watching

videos through streaming platforms or social media.

Changing habits of learners’ involvement with the target language has led the research

field to flourish, bringing new concepts and definitions regarding informal language learning.



Defining informal language learning as any kind of involvement with the language outside the
classroom setting would be problematic because of its broad scope. Taking into account the
lack of framework on the subject, Benson (2011a) proposed a framework that involves four
dimensions for learning a language outside the classroom; location, formality, pedagogy, and
locus of control. Location refers to the setting where learning takes place, such as learning the
language out-of-class or in extramural settings, and the formality dimension refers to the
distinction between the formal and informal aspects of learning and teaching. Benson describes
the dimension of pedagogy to distinguish between self-instruction and more naturalistic
learning of the language. The fourth dimension, locus of control, focuses on the decisions about
learning and teaching, whether the learners or the teachers make decisions. The proposed
framework of Benson is indeed helpful for understanding language learning beyond the
classroom. However, as he points out himself, the framework is “somewhat rudimentary”
(Benson & Reinders, 2011, p. 15). Benson (2007) mostly focuses on the deliberate intentions
to learn a language, such as “taking classroom-based language courses to find opportunities for
language learning and use outside class” (p. 26) and leaves little room for analyzing various

types of the unintentional involvement with the language in digital spaces (Sockett, 2014).

Benson (2011b) has defined out-of-class learning as “any kind of learning that takes
place outside the classroom” (p. 77), and such kind of learning could involve self-instruction,
naturalistic learning, or self-directed naturalistic learning. Though Benson’s definition of out-
of-class learning may seem to involve any kind of learning activity —and thus covering the
learners’ unintentional language involvement using the internet-; he points out that most of the
out-of-class learning takes the form of “‘self-directed naturalistic learning’, in which the learner
engages in language use for pleasure or interest, but also with the broader intention of learning.”
(Benson, 2011b, p. 139). Therefore, the definition mainly covers the deliberate learning of
English and may exclude the learners who do not have an explicit objective of language learning

while engaging with the language.

The ubiquity and breadth of today’s opportunities for language involvement have
blurred the distinction between the previous terms, such as informal, incidental, and deliberate
out-of-school language learning. Consequently, new definitions involving new scopes of
research have been coined by researchers in the field of language education. Conceptualization
of informal language learning has taken the terms such as Toffoli and Sockett's (2015) Online

Informal Learning of English (OILE), Lee and Dressman's (2018) Informal Digital Learning of



English (IDLE), or Sundqvist and Sylvén's (2014) Extramural English (EE), or Cole and
Vanderplank's (2016) fully autonomous self-instructed learners (FASILs) to investigate further
the phenomenon of the language learning beyond the classroom contexts. Although the terms
are similar in terms of the scope, they differ in their view of the intention of the language
learners and the occasions the learners are involved in informal engagements with the target
language. Sundqvist (2009) reserved Extramural English for any involvement with English
outside the classroom walls regardless of the learners’ intention. However, Sundqvist (2009)
has underlined the fact that such activities are mostly voluntary on the part of the learner, though

the deliberate intention is not excluded from the concept.

On the other hand, Sockett (2014) defines Online Informal Learning of English as a
range of activities learners carry out online, and in this context, language development emerges
from the learners’ intention to communicate in the target language; in other words, the
development is mostly a by-product of these activities. Emphasizing the self-directed nature of
the informal language involvements, Lee (2017) conceptualizes IDLE as informal English
learning using various digital tools and resources independent from formal education. Terms
and concepts that have been brought into the field reflect a continuous effort on the theoretical
framework of informal learning (Sockett & Toffoli, 2020) and are provided throughout research

opportunities in the field.

Growing practices of out-of-school language involvement of the learners not only
flourished the field by bringing new concepts and scopes of research but also brought the
classroom instruction into question by the educators and researchers. Variations in the forms
and practices of the classroom make it challenging to present the contributions of the classroom
instruction (Benson, 2017). Furthermore, whether instruction itself affects second language
acquisition has been argued over the years (Ellis, 1984). For instance, the developmental
sequences cannot be altered through instruction; even more, the instruction can have an adverse
effect on the acquisition process by slowing it down (VanPatten & Williams, 2015b). Even
though it is widely assumed that classroom instruction provides ‘some’ benefits for language
learning, such as accelerating and extending learners’ progress, out-of-class language
involvement also plays a vital role for learners to reach high levels of proficiency in the target
language. Developing second or foreign language (L2, from now on) competence in the
classroom settings is the most possible through providing a sufficient amount of opportunities

for learners to participate in language interaction (Ellis, 2005). However, in a foreign language

4



teaching context, opportunities for sufficient L2 input and output offered in the classroom
settings are limited because of shortcomings such as unfavourable class size, limited time, and
lack of opportunity for authentic communication. As Ellis (1994) suggests, the learners obtain
the most benefit from formal language instruction when it is reinforced with natural exposure
to the target language. Therefore, through out-of-class language opportunities for L2 input and
interaction in addition to the instruction, language learners could achieve high levels of L2

proficiency.

Supporting the idea, the successful language learners tend to seek opportunities to use
the language in out-of-class settings, and they attribute their L2 achievements to continuous
engagement with the target language (Lamb, 2002; Nunan, 1991; Pearson, 2004; Pickard, 1996;
Richards, 2015). Similarly, the learners’ frequency of informal language involvement has been
found to be positively correlated with their L2 achievement in terms of various aspects of
language learning, including vocabulary knowledge (Cetinkaya Bektas, 2021; Ertiirk, 2021;
Inci, 2021; Sundqvist, 2009), overall proficiency (De Wilde et al., 2020b; De Wilde &
Eyckmans, 2017; Sylvén & Sundqvist, 2012), and motivation (Lamb, 2007; Lamb & Arisandy,
2020; Ozgiir & Caner, 2022). Indeed, suggesting a causal relationship between learners’
frequency of informal language contact and their L2 achievement is no easy task, as it is not
possible to know for certain whether learners become more proficient in L2 thanks to the
informal language activities they carry out, or learners with higher L2 proficiency engage in
these informal language activities when compared to the less proficient learners (Sundqvist,
2009). Nevertheless, the apparent relationship between engaging informal language activities

and L2 achievement indicates great potential in terms of language learning.

In addition to its potential for improved language learning outcomes, the language
learners’ experiences with informal language learning need to be investigated in order to form
a more coherent representation of language learning. As Klein and Dimroth (2009) emphasize,
it is necessary to examine language acquisition outside the classroom without the influence of
teaching in order to inform the principles of second language acquisition. Furthermore,
examining naturalistic learning may also have implications for classroom instruction to assist
language learners better and enhance our ability to efficiently reach a broader range of learners
(Polat & Kim, 2014). Thus, the investigation of the informal language practices of language
learners may highlight the constraints unique to the classroom and force foreign language

education systems to shift to more responsive roles, supporting learners’ autonomous advances



into globalized online spaces (Benson & Chik, 2010; Cole & Vanderplank, 2016). Considering
the potential of the learners’ informal language engagements, the present study attempts to shed
light on the prevalence and effects of those engagements in terms of language outcomes,

especially vocabulary knowledge.

1.3. Statement of the Problem

In countries like Turkey, where English is taught as a foreign language, the opportunities
for encountering and interacting with English outside the classroom are incredibly limited
(Richards, 2015). One of the major challenges in classroom learning is that the time provided
for the English language (L2) exposure is very limited, and thus, acquisition of the L2 is almost
impossible in the Turkey high school context, where only four hours of class time are provided
weekly for the English teaching (MEB, 2018). Lack of exposure and inadequate opportunities
to practise English in the classroom is often mentioned to be a significant problem in Turkey's
EFL context (Eksi & Aydin, 2013; Solak & Bayar, 2015; Soner, 2007). As Krashen (1985)
suggested, L2 speech emerges from the exposure to the L2, and furthermore, Prabhu (1987)
argued that the development of competence in L2 is possible through the creation of situations
in which learners involve in an effort to cope with communication. In the same vein, Ellis (1994,
p.617) proposed that foreign language acquisition develops rapidly if a combination of
instruction and exposure to L2 is provided to the learners. From this perspective, it can be
claimed that language learning does not solely belong to the language classroom (Pickard, 1996;
Verspoor et al., 2011). Now that the internet has become prevalent in the daily lives of young
people, new opportunities emerge for foreign language learners to encounter and be involved
with the English language. Beyond the limitations of interacting with English in an EFL
country, it has long been argued that classroom instruction alone would not be sufficient for
language learning to take place, especially in the contexts where English is taught as a foreign

language.

The studies investigating out-of-class language affordances of language learners in
Turkey are lacking despite the growing interest in the phenomenon across the world. The
OILE's potential for language learning has been demonstrated to be evident from previous
studies conducted in various EFL contexts; for instance, in France (Kusyk & Sockett, 2012),
China (Lai et al., 2015), South Korea (Lee, 2017), Denmark (Hannibal Jensen, 2019), Sweden
(Sundqvist & Sylvén, 2014) and Brazil (Cole & Vanderplank, 2016). Contrary to the numerous
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studies conducted in various parts of the world, little attention has been given to the out-of-class
language involvement of the learners in Turkey, primarily focusing on learner-initiated online
activities. The studies focusing on language learners’ out-of-class engagements in the Turkey
EFL context are mostly limited to the self-directed aspect of informal language learning,
including the investigation of activities such as translation, dictionary usage, doing homework
or other exercises, self-study and etc. (Eksi & Aydin, 2013), or outdated out-of-class activities
investigated, in which learners rarely involve while digital and online affordances seem more
available and preferable, such as reading English newspapers, listening to news, writing e-

mails, writing articles and other practices (Orhon, 2018).

In Turkey, opportunities to use English mainly were limited to formal and academic
contexts. Although the importance of teaching and learning English has been emphasized and
new methods and approaches have been implemented in the foreign language curriculum in
Turkey, it has not been possible to reach the desired aims in the field (Solak & Bayar, 2015).
Among the main challenges, the theory-based and teacher-centred approach and grammar-
based methods the language teachers adopted in English lessons were highlighted, as well as
the lack of a suitable setting for learning a foreign language (Gokdemir, 2005). Besides, lack of
exposure and inadequate opportunities to practise English in the classroom is often mentioned
to be major problems in Turkey's EFL context (Eksi & Aydin, 2013; Solak & Bayar, 2015;
Soner, 2007). In the study conducted by Eksi and Aydin (2013), some students highlighted the
necessity to practise presented words in out-of-school settings to improve their language skills.
Similarly, the participants in Solak and Bayar's (2015) study expressed the lack of practice and

input as one of the difficulties they face in language learning.

While previous evidence presents problems in the classroom settings in Turkey, online
informal practices can be carried out by language learners to enhance the language learning
process. The investigation of the learners’ online informal practices may inform language
teachers to enhance their teaching. In order to understand language learning thoroughly, it
should be considered what learners are experiencing both in and outside of the school (Barron,
2004; Richards, 2015). In the same vein, it has been argued that classroom learning is only one
among a number of practices of learners’ engagement with language learning (Benson, 2008)
and what goes on outside the classroom should also be taken into consideration for informing

the language learning and teaching area (Richards, 2015).



In view of this information, the present study tries to shed light on learners’ engagement
with foreign language beyond the classroom settings, especially the activities that emerge from

the intention to communicate rather than an immediate objective to learn the language.

1.4. Significance of the Study

Out-of-class activities have a great potential to support learners’ L2 lexical acquisition
in today’s world, in which technology enhances the possibility of language exposure. Out-of-
class activities are engaging and attractive, as learners involve voluntarily, as a leisure time
activity. That is why they target learner interests ideally. The desired learner engagement can
be transferred from out-of-class to classroom settings thanks to out-of-class activities. When it
is taken into account that in Turkey's context, where the English language is spoken as an L2,
communicative practices are limited, benefitting the affordances of out-of-class activities is
significant. On the other side, the vocabulary size of learners is a demanding topic because
grammar oriented, deductive teaching style is dominant in the Turkish total language education

system. Therefore, the central inquiry of this thesis is significant to be researched.

The findings of this study may be significant in understanding the correlation between
out-of-class activities and lexical acquisition. The research goal is to end up with suggestions
which may guide the English language teachers and designers for better content and
applications of L2 vocabulary. The findings may show some insights into learners’ L2 lexical
acquisition and contributions of out-of-class activities. The study seeks to contribute to the
future research by suggesting recommendations that might stimulate educators to apply
practices related to vocabulary teaching and modifying out-of-class activities in the classroom
setting. The findings may also support institutions and educational designers in terms of how
to place vocabulary within the curriculum and navigate their vocabulary teaching strategies and

techniques.

1.5. Purpose of the Study

The main aim of the present study is to discover whether Online Informal Learning of
English (OILE) has an impact on students’ vocabulary. The study also seeks to define how
popular informal online language practices among Turkish high school students are and to

explicate any possible relationship between the variables, i.e., types and frequency of these



online informal language activities and vocabulary levels of students. Revealing and extending
the potential of informal language learning, the present study intends to examine the high school
learners’ informal language practices in online spaces. Upon examining the language practices
carried out by the learners, the relationship between the frequency of engaging in these online
informal language activities and the learners’ current English vocabulary knowledge will be
evaluated. In addition, it is necessary to examine the correlations between OILE and the
vocabulary levels of the students. The research questions below aim to expose the association
between the variables. Lastly, after examining the relationship between OILE and students’
vocabulary size, it is intended to discover students’ beliefs on where English is learned and their

relationship to Vocabulary Levels Test (VLT) scores.

With the purpose of the inquiry into the above-mentioned issues, the present study seeks

to find answers to the following research questions:

1. Which types of online informal English input are more common among Turkish 9
and 10"-graders?
1.1. Are there any gender differences in terms of the type of online informal English
practices overall?
1.2. Are there any grade differences in terms of the type of online informal English
practices overall?
2. Which Online Informal Learning of English activities (video gaming, watching films
or series, watching videos and internet posts etc.) are more common among Turkish 9%
and 10"-graders?
2.1. What are the subtitles preferences for watching English-speaking TV series &
shows, films, and videos of 9"- and 10"-graders?
2.2. Which type of interaction throughout the multi-player video gaming in English
are the most common among 9'"- and 10" graders?
2.3. Are there any gender differences in terms of involvement in main online
informal activities carried out in English?
2.4. Are there any grade differences in terms of involvement in main online
informal activities carried out in English?
3. Which additional Online Informal Learning of English activities (following English

accounts on the internet, sharing comments on the internet, texting in English, using



search engines in English, looking up lyrics of English songs etc.) are more common
among Turkish 9" and 10"-graders?
3.1. Are there any gender differences in terms of involvement in additional online
informal activities carried out in English?
3.2. Are there any grade differences in terms of involvement in additional online
informal activities carried out in English?
4. What is the receptive vocabulary knowledge of 9"- and 10" graders at the 2,000,
3,000 and 5,000-word levels?
4.1. Are there any gender differences in terms of vocabulary level scores?
4.2. Are there any grade differences in terms of vocabulary level scores?
5. Is there a correlation between;
5.1. learners’ overall involvement in various types of English input through online
informal activities and vocabulary levels scores?
5.2. learners’ involvement in main online informal activities and their vocabulary
levels scores?
5.3. learners’ involvement in additional online informal activities and their
vocabulary levels scores?
5.4. learners’ subtitle preferences for watching English-speaking media and their
vocabulary levels scores?
5.5. learners’ involvement in various types of interactions through playing multi-
player video games in English and vocabulary levels scores?
6. What are learners’ beliefs on where English is learned?
6.1. Do the beliefs on where English is learned differ in terms of the vocabulary

levels of the learners?

1.6. Scope of the Study

The study of inquiring learners’ practices through online informal spaces emphasized
the prevalence of these practices, as Sockett (2014) implied; the first step is to measure how
widespread the phenomenon is among the language learners. Furthermore, vocabulary
knowledge is evaluated within the scope of this research. In particular, there appears to be some
uncertainty regarding what is included in out-of-class practices in English. Benson (2011a), in

this regard, evaluated the out-of-class activities through emphasizing the intentional and
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deliberate attempts of language learners, while others highlighted the interest-driven and by-
product of communication aspects of learners’ engagement with English beyond the language
classroom (Sockett, 2014; Sundqvist, 2009; Sundqvist & Sylvén, 2016). It is not possible to
draw the line between the deliberate and unintentional aspects of the engagement with English
out-of-class, however, considering the lack of presence in the literature in the Turkish context
and the promising potential of English contact as a driving force to interest and daily practices
of learners (Richards, 2015), the present study adopted the OILE perspective (Sockett, 2014)
for inquiring the language affordances beyond the classroom. That is, the activities were chosen
for investigation based on learners’ everyday practices and routines to shed light on the presence
of English in learners’ lives, not as a school subject but as the means for accessing learner-
related interests. From this point of view, also, the gap between formal English education and
the informal presence of English could have been brought to the field and might suggest further
in-depth exploration of the interaction between the formal and informal presence of English.
Moreover, those practices are kept limited to the online affordances with the hope of giving an
insight that involves every aspect of them. Within the scope of the research, the vocabulary
levels of the learners were gathered and evaluated by taking into account the online informal

practices to shed light on the Turkish EFL context.

1.7. Limitations Assumptions

Naturally, studies have certain limitations. A single method was applied to collect data
in this study. Furthermore, the data of the study could not be gathered face-to-face because of
the Covid-19 prevention. The whole data collection procedure was undertaken online. The
collected data are limited in terms of the number of participants involved in the present study.
That is why; it does not reflect the population. Additionally, the data were obtained within
Istanbul province only. The participants of the study are learners from high schools taking place

in Istanbul.

As having carried out during the Covid-19 period, the present research presents some
limitations in divergence of the participants. Thus, the limited variance of the sample could be
mentioned, as it compromised of only language learners in the 9" and 10" grade in Anatolian
High schools. Further research could provide more insightful results by including varying age
groups. In addition to the varying age groups, different context such as schools that are other

than Anatolian High schools could be included for future research.
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1.8. Functional Definitions and Use of Concepts

To assist in the understanding of the words in the context of this study, the following

essential concepts have been specified:

OILE: Online Informal Learning of English is defined as an emergent process where
learners’ engagement with various online activities through using English is not necessarily
with the intention to learn English (Sockett, 2014), and the engagement emerges from the
intention to communicate (Toffoli & Sockett, 2010). OILE, in this context, is used to refer to
the activities that learners carry out in English beyond the classroom, in addition to using the

term online informal activities.

Vocabulary Levels: Vocabulary levels are used to refer to the 1,000-word family,
which is a unit of counting words which are used in the British National Corpus and are
categorized based on the frequency (Webb & Nation, 2017). In the present study, the most
frequent 1,000-, 2,000-, and 5,000-word families are investigated.

L2: Within the context of the present study, L2 is used to refer to the English language

within the context of foreign language learning in the Turkish EFL context.
MEB: Ministry of National Education of the Republic of Turkey.

Single-player Video Games: Used to refer to the video game mode played by one
person, which could be played through various platforms such as computers, consoles, and

mobile devices.

Multi-player Video Games: Used to refer to the video game mode that allows more
than one person to play using various platforms such as computers, consoles, and mobile
devices. The player could play both together with the people they know or play by connecting

over a wide area network.

Social Media Platforms: Digital channels that allow users to create and share

information as well as to access others’ created and shared content.

Default Device Language: Used to refer to the display language of systems on digital

devices.
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CHAPTER IT

REVIEW OF LITERATURE

2.1. Introduction

In this chapter, the underlying theories and concepts regarding second or foreign
language learning will be presented in relation to out-of-class language learning. Because the
present study focuses on the possible language outcomes of the language engagements in out-
of-class settings, the theoretical background of the language learning process will be explained
in the following sections. In the first section, the terminology of second language acquisition

(SLA) in relation to the present investigation will be discussed.

2.2. Second Language Acquisition

Second language acquisition, or SLA, is a research area regarding applied linguistics
and studies the process of second language learning. Ellis (2015) defines SLA as an “all-
inclusive term for learning any language after the first” (p. 18) while stating a contextual
distinction between the ‘second’ and ‘foreign’ language acquisition. Even as the second
language has a role as a means of communication in the community, the foreign language takes
place in the context in which the language plays no crucial role in the community (Ellis, 1994).
Another distinction that needs to be mentioned is second language acquisition and L2
acquisition. As a field of enquiry, second language acquisition is a multi-disciplinary field of
study and “draws on insights and methods of research from a range of disciplines” (Ellis &
Barkhuizen, 2005, p. 3). On the other hand, L2 acquisition can be referred to as an “object of
enquiry” and used to describe the learning that occurs in both foreign and second language
learning contexts (Ellis, 2015, p. 18). Since both SLA and L2 acquisition will be used in the

present study, the distinction is made to avoid confusion.

In the Turkish context in which English is taught as a foreign language, the language is
referred to as English as a Foreign Language (EFL) in SLA research. Even though English as a
Second Language (ESL) has been essentially differentiated from the EFL contexts (Ellis, 2005;
Ellis & Barkhuizen, 2005), today’s affordances blurred the contextual distinction between ESL
and EFL by providing the language learners with the chance to have an active role and socialize
in English speaking community (Lam, 2004; Sockett, 2014; Sundqvist & Sylvén, 2016). From
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this point of view, the English language could be broadly labelled as L2 with some exceptions
in which drawing the distinction between EFL and ESL regarding the learning purposes and

circumstances is necessary (Sundqvist, 2009).

2.2.1. Key concepts in Second Language Acquisition

Since the beginning of the theory of SLA, various areas have inspired the field. As the
field grows and flourishes, some theories and constructs have been introduced to explain the
phenomenon better. Monitor Theory has been one of the most influential theories among them
since its development by Krashen in the 1970s. According to the Monitor Theory, adults have
two separate systems for learning a second language: subconscious language acquisition and

conscious language learning, and these systems are inextricably linked (Krashen, 1981).

The fundamental distinction between ‘learning’ and ‘acquisition’, namely the
acquisition-learning hypothesis, ought to be defined to understand the Monitor Theory fully.
The acquisition can be described as a subconscious process in learners pick up a language
through L2 exposure, similar to the way a child acquires the mother tongue. Learning, on the
other hand, refers to the conscious process of studying and learning a language through explicit
or formal instruction (Krashen, 1981). With this in mind, Krashen (1981, p. 2) describes the
theory as a monitor available for the learned system, which is consciously learned by the
learner. The produced language is generally based on our acquired system, in which we picked
up the language through meaningful and comprehensible interaction; thus, the learned rules of
the language could only serve as a monitor to change the output of the acquired system
(Krashen, 1981). To put it another way, language learners edit the utterances they initiated by
the acquired system with their learned system to improve accuracy. This phenomenon may
explain "why what is taught is not always learned, why what is learned may not have been

taught" (VanPatten & Williams, 2015a, p. 25).

Another aspect of the Monitor Theory is the input hypothesis suggesting that acquisition
of L2 takes place when the learner understands the messages in the L2. Krashen (1981) defines
those messages as comprehensible input which comprises language slightly beyond the
learner’s current level of the internalized language. To demonstrate, Krashen refers to the
learner’s current proficiency as i, and the language just a level above the learner’s as i+1. It is
not clearly stated what 1 in i+1 refers to; however, the i+1 term has been practically used to

support the definition of the comprehensible input phenomena (Krashen, 1982). The idea
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behind the comprehensible input is that the learners could acquire the language naturally
through exposing the language that is comprehensible and necessary for them, only if there is

some gap between the learners’ language and the exposed language.

These fundamental theories and concepts regarding language acquisition could shed
light on the informal language learning process, as the issue of the reasons why language
learners always learn what it is being taught is still apparent today. Nearly a half-century ago,
Allwright (1984) raised the long recognized question of the effectiveness of instruction and the
language teaching and learning process in his work and explained the issue with present theories
and concepts in SLA while suggesting ways to investigate the phenomena further. He also
addressed the role of interaction in the language learning and teaching process by emphasizing
its role in the overall output of the language lesson on behalf of the learners. As Allwright
(1984) mentioned, the teacher’s perception of the lesson may differ from the learners’ since the
learners could see the interaction aroused during the lesson as an opportunity, whereas the
teacher’s perception could be limited to items explicitly taught according to the lesson plan;
therefore, what the learners get out of a lesson presumably include the interaction they

personally worked on, and consequently, memorable for them.

Interaction holds a fundamental role in SLA. As mentioned earlier, the Monitor Theory
suggests that comprehending the message within the communicative interaction where L2
learners focus on the meaning is a prerequisite for the acquisition process (VanPatten &
Williams, 2015a). From the SLA view, interaction refers to the process in which learners
communicate through L2, and it covers not only exposing to the language input as a result of
interaction in their environment but also getting feedback on their correctness during their
language production. To put it another way, L2 learners receive interactional feedback on their
success in communicating effectively using L2 and notice their mistakes in the process of
communication, and eventually could decide how to adjust their current linguistic knowledge

(Gass & Mackey, 2015).

The construction of this process has been explained through various terms, including
negotiation for meaning and noticing the gap. As Long (1996) referred, negotiation for meaning
that triggers interactional adjustments by more competent L2 speakers facilitates acquisition
through connecting input, learner capacities, and output. In other words, learners’ attention is
directed to the problem that hinders communication, and consequently, they arrange their L2

production using the new linguistic items noticed throughout the interaction. Schmidt's (1990)
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term, noticing the gap, as mentioned within the process of the negotiation for meaning, refers
to the learners’ realization of a hole in their interlanguage as a result of not being able to express
what they wanted to express. Another aspect that should be mentioned within the review of the
interaction’s role in SLA is the learners’ language production in L2, or namely, the output. After
Krashen’s introduction of the previously mentioned hypothesis, such as the acquisition-learning
hypothesis, input hypothesis, and monitor hypothesis, other terms and concepts have followed
since there was little empirical evidence to illustrate the language learning thoroughly with
Krashen’s theories alone. Interaction has been one of the aspects that SLA is tried to be
described through; as reviewed earlier, Long’s interaction hypothesis and Schmidt's noticing
term have been coined to demonstrate the L2 acquisition within the interaction better. While
those generally focused on the input and feedback from the other speaker and neglected the role
of learners’ language production, Swain (1995) proposed the comprehensible output
hypothesis, which emphasises the role of the output in L2 acquisition. She argued that in order
for learners to proceed to syntactic use of language, language production was needed. As
exemplified previously, learners notice the gaps in their interlanguage as a result of the language
production throughout the interaction; thus, they rearrange their output for the ideal
comprehension. Furthermore, the output is necessary to establish automaticity, which refers to
the routinization of language use; accordingly, continued use of language supports more fluent

utterances on behalf of the learners (Gass & Mackey, 2015).

Taken together, the interaction does serve as not only a medium of practice but also the
form through which language development takes place (Gass & Mackey, 2015). Interaction
effect on learning depends on the attentional resources of learners since the interactional
adjustments to be made require selective attention to the problematic aspects of language use
that break the communication. In this sense, attention throughout the interaction mediates
between input and learning, through which learners create new knowledge or modification of
existing knowledge (Gass, 2003). Furthermore, Schmidt (1990) emphasizes the necessity of
consciousness in the language learning process and facilitative for learning. Being cautious
about the fact that unconscious learning could take place, Schmidt (2001) suggested that
attention can be implicitly attracted to stimuli, and learners do not have to intentionally focus
on a specific aspect of L2 input in order to learn it. Though the assumption would seem to
contradict Krashen’s Input Hypothesis, in which the L2 acquisition is a subconscious process,

SLA has recognized the facilitative role of noticing the acquisition (Ellis, 2015).
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Explicit and implicit knowledge and learning have been the subject of debate along with
the concepts of consciousness and awareness in L2 acquisition, as those provide the basis for
implicit/explicit learning and knowledge. Though implicit/explicit learning and knowledge are
clearly related concepts, it is necessary to differentiate the learning and knowledge regardless
of their implicit or explicit aspects to avoid confusion while illustrating the processes in relation

to L2 acquisition.

On the part of the learning, Ellis (2009) defines explicit learning as the process that
includes intentionality and awareness of the subject that is being learned, while refers to implicit
learning as the learning process in which attention, awareness and intentionality features are
nonexistent. However, this definition of explicit and implicit learning focuses on the learners’

processing of exposed L2 input (VanPatten & Williams, 2015b).

Further scrutiny on SLA has been the subject of the relationship between
implicit/explicit learning and implicit/explicit knowledge and the interaction of those two types
of learning and knowledge. Ellis (2009) on this matter suggested that learning explicitly or
implicitly refers to the process involved in learning, while implicit/explicit knowledge concerns
the product of learning. That is to say, learners could develop an explicit representation of an
implicitly acquired knowledge, or explicitly learned knowledge could provide incidental
implicit learning of another aspect of L2. The mentioned likelihood of interfaces between
implicit and explicit knowledge is referred to as ‘interface issue’, which is used to address the
relation between implicit and explicit learning and their reconstruction among themselves on

behalf of L2 acquisition (Ellis, 2015).

Within the scope of the present research, where the effects of informal language learning
are in question, implicit learning and knowledge have been emphasized regarding their
facilitative role in L2 acquisition. Krashen (1981) suggested that L2 implicit and L2 explicit
systems are separate; that is, the noninterface position was referred to regarding the two types
of knowledge, and it has been seen as the two types of knowledge cannot be transformed into
the other one. As mentioned within the Monitor Theory, implicit knowledge is essential for
comprehension and production, whereas explicit knowledge could serve as a means to monitor
the accuracy of output (Krashen, 1982; Robinson et al., 2012). On the contrary, the weak
interface position claims that given the right conditions, such as when the learner is
developmentally ready to progress, explicit knowledge can become implicit knowledge (Ellis,

2009). In the same vein, Ellis argues that it is the learner’s conscious effort to produce
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meaningful utterances that lead to developing explicit knowledge, whereas implicit knowledge
develops during the comprehension and production of fluent language. Either way, implicit
knowledge acquired through repetition and exposure to the form in meaningful contexts is a

fundamental part of further language production and development (Robinson et al., 2012).

Another issue partly related to the implicit and explicit debate is the instruction, whose
effectiveness has long been debated among SLA researchers. The concept of instruction has
been mainly used to refer the grammar teaching (Ellis, 1994); however, within the present
research, the concept is employed to refer to any type of interference to achieve L2 development
of language learners. While the effects of instruction include many aspects within SLA, such
as order of acquisition of language items, and within the scope of the present research, the
instruction has been argued on the ground to its effectiveness on the L2 development. Whether
the instruction makes a difference has been brought into question at the very beginning of the
SLA research. Long (1983) emphasized the significance of arguing the issue, stating that the
most basic question should have been faced by the language teaching professionals; and further
suggested that the instruction, especially in the early stages of SLA or in environments lacking
in L2 input, had benefits. However, he underlined the fact that it was not clear-cut to assume
that instruction had positive effects on L2 development, as many language professionals would
have liked. Norris and Ortega (2000) suggested that whether it is implicit or explicit in nature,
instruction serves obvious developmental benefits. Consequently, many other studies focused
on the instruction, and the scope of the inquiry has shifted from the effectiveness of instruction
to the type of instruction that is the most effective for specific L2 gains since the instruction
was undoubtedly beneficial. The scope of research in SLA, then, has shifted to the L2
development and opportunities beyond the formal instruction to both inform the learning and
acquisition processes that take place in instructed environments, that is, learning in classroom
settings and enhancing L2 instruction to benefit learners in the most effective means. Keeping
in mind that majority of L2 learning for language learners takes place in the instructed settings,
much of the research in SLA focused on understanding and enhancing instructed language
learning (Nunan & Richards, 2015). Ellis (2005) contributed to the issue by formulating general
principles, including the requirement of extensive L2 input, opportunities for interaction and
output, and a predominant focus on the meaning. Evaluating from the EFL context, fewer
opportunities are present for learners to get extensive L2 input to benefit the formal instruction

at its best.
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2.3. Informal Language Learning

Having covered the general principles to explain the language learning or acquisition
processes and pointing out the limited opportunities provided through the formal instruction in
the foreign language teaching and learning context, the opportunities for language development
outside of the classroom followed. First, as being various contexts, it is necessary to
differentiate and define the formal and informal learning environments. As a matter of setting
or context, formal learning refers to the formal language instruction got through institutional
settings; that is, learning and teaching took place in the classrooms. On the other hand, informal
learning of L2 includes any learning that takes place outside of formal education without
language instruction (Godwin-Jones, 2020). While this definition does not mark a clear cut to
differentiate the formal and informal learning of L2, it has been a fundamental starting point
for the SLA researchers dealing with the language learning and acquisition practices of the

learners.

As exemplified earlier, the main focus has been on formal language learning and,
thereby, aspects of L2 teaching and learning in language classrooms in general. Those aspects
within the language teaching and learning processes through formal instructions included
syllabuses, approach, materials development, and teachers (Nunan & Richards, 2015).
Nevertheless, ongoing evolution within the field to better illustrate the aspects that lead to
effective L2 development has resulted in questioning the instruction effect, and evidence on the
L2 development without any formal instruction and existing limits to the instruction
effectiveness in varying settings have drawn the attention to the affordances that L2 learners

might benefit outside of the classroom.

Informal language learning refers to the language learning by-product of affordances
through which learners are involved outside of any institutional context. Thus, any language
learning, with or without the purpose of learning, is considered to be learned informally
(Reinhardt, 2019). In this sense, the distinction from formal language learning is mainly based
on the setting in which no curriculum and pedagogy are applied. However, defining and limiting
the area of scope has not been easy; as Benson (2011a) emphasizes, “If language learning
beyond the classroom is to be concerned with everything that classroom language learning is
not concerned with, it will evidently be an extensive, and not easily delimited field” (p. 8). As
the research on the affordances of L2 learning out-of-class has deepened and flourished, various
concepts and terms to describe the nature of the learners’ involvement with L2 have been
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utilized to define the field. Among those, Benson’s framework presented an inclusive and
elaborative description of the issue by suggesting four distinct dimensions; that is location,
pedagogy, formality, and locus of control. The fundamental aspects to be addressed within the
scope of research on the issue concerns the types of places, other than traditional classrooms,
where language learning takes place and their characteristics; as well as the types of learning
activities that take place within these places, and their role in the larger picture of individuals'

language learning (Benson, 2011a).

Within those dimensions, location is used to refer to the setting where language learning
takes place, both virtually and physically. It could imply supplementary to classroom learning,
according to Benson (2011a). He argues that the location only refers to the place where learning
takes place; therefore, the school also is included since there could be student-initiated activities
such as speaking clubs and performances. Whether or not the school is included, the main
argument is that language learning is not initiated and proposed by teachers or through any
institutional planning. Other examples of the terms pointing out the location contain “out-of-
class”, “out-of-school”, “extramural”, and “extracurricular”. While the location dimension
might have seemed like the determining aspect of overall informal language learning, another
crucial dimension that further describes the nature of the learning is the formality. Benson uses
formality as whether or not the learning is organized as a part of an institutional programme; in
this sense, the formality dimension points out the distinction between the informal, non-formal,
or formal nature of learning and teaching processes. When it comes to the pedagogy dimension,
Benson (2011a) emphasized the degree to which teaching is concerned and the role and the
types of pedagogy involved, that is, whether the instruction throughout the learning has ensued.
Within the pedagogy dimension, he argues that self-instruction, in which the learners make use
of specifically designed materials to learn the language intentionally, and naturalistic learning,
which involves no instruction or designed material, and no explicit intention for learning the
language, lie at two ends of a pedagogical continuum. Considering the two ends being so
distinctive, Benson (2011b) refers to ‘self-directed naturalistic learning’ (p. 77) for instances
where learners are involved in a situation with the intent of language learning first, but once
rolled into the situation, learners’ focus may shift to the communicative aspect and enjoyment,
or learning another subject other than the language itself. And the last dimension proposed to
reveal the facets of language learning beyond the classroom focuses on who decides and

controls the participation in the language study. The dimension involves terms such as
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‘independent’, ‘self-directed’, and ‘autonomous’. Learners to shift their locus of control
towards, he suggests, are to drop self-instructional materials designed for solely learning the
language and rather try learning in more informal and naturalistic ways. Even though Benson’s
(2011a) model is ‘rudimentary’ (p. 13) and still requires further development, his model is
indeed very helpful in analysing and conceptualizing the aspects of language learning beyond

the classroom (Chik, 2014).

Benson (2011a) further brought about two related concepts regarding the defined
language learning beyond the classroom, namely ‘setting’ and ‘mode of practice’. The setting
is suggested to involve several aspects, such as the fundamental features of the physical and
learners’ concurrent relationship with people and objects within the setting; consequently, the
setting, in this sense, is aligning and contemplating the four dimensions mentioned previously.
Dealing with the setting, modes of practice emphasizes how those dimensions are actualized
within the setting. Benson argues that learners’ engagement within a setting indicates the mode

of practice, as it comprises learners’ making use of the setting regarding language learning.

Taken together, four dimensions, namely formality, pedagogy, locus of control,
location, and mode of practice and setting as the aspects supporting those dimensions. On
evaluating his framework, Benson suggested that further investigation of the language learning
beyond the classroom, as he refers, could contribute to the framework. However, overall, the
proposed framework has been criticized for being too broad and unclear for study and

examining the phenomena for specific context and outcomes (Sockett & Toffoli, 2020).

Having used the terms within the theoretical framework, “learning” has been primarily
emphasized as an intentional effort for language learning beyond the classroom. Therefore,
intentionality on the part of the learners is an initial starting point for engaging in language
learning activities out-of-class. In the same vein, Benson (2007) repeatedly highlighted the idea
that learners’ ability to ‘find’ and ‘create’ opportunities for language learning beyond the
classroom and focused on the intentional effort to create those opportunities. Learners' role and
willingness to devote time and effort in independent learning outside of the classroom, in this
perspective, has been mentioned to describe out-of-class language learning, stating that
“...somewhat narrowly, to refer to the efforts of learners taking classroom-based language
courses to find opportunities for language learning and use outside class.” (Benson, 2007,
p. 26). Similarly, again emphasizing the intention aspect, he stated that ... much out-of-class

learning takes the form of ‘self-directed naturalistic learning’, in which the learner engages in
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language use for pleasure or interest, but also with the broader intention of learning.” (Benson,
2011b, p. 139). The emphasis on intentionality might be derived from the autonomy concept,
as Benson’s framework is comprised of learner autonomy in general. With regard to out-of-
class learning, Benson (2011c) suggested that out-of-class learning requires autonomy, and
thus, he seems to frame out-of-class practices with the concept of learner autonomy. Within the
autonomy practices, he mainly pointed out the self-access centres and study-abroad as the
language learning beyond the classroom settings where learners are provided with opportunities

to learn a language.

While explaining the autonomy concept in language learning, learners’ independence
and taking charge of their own learning have been centred on the investigation and also included
the efforts of learners to use the language independently and for communication (Benson,
2011b; Dickinson, 1995; Little, 2007). However, unintentional or incidental aspects of using
L2 have mainly been ignored. Among those, another inclusive term suggested within the
inquiry of language learning was incidental language learning. Laufer and Hulstjin (2001)
describe incidental language learning as “the learning without an intent to learn, or as the
learning of one thing, e.g. vocabulary, when the learner’s primary objective is to do something
else, e.g. to communicate.” (p. 10). However, the concept is mainly comprised of studies
examining the L2 acquisition; moreover, the out-of-class setting has not been the requisite for
the inquiry.

In sum, whether it is informal language learning, which Dressman (2020) reserves as
“... any activities taken consciously or unconsciously by a learner outside of the formal
instruction that leads to an increase in the learner’s ability to communicate in a second (or other,
non-native) language.” (p. 18), or language learning beyond the classroom as Benson (2011a)
reserves, constituted the role of umbrella terms with a more broad conceptualization of the
phenomena than other terms in the field. Other proposed terms, which are to be illustrated
followingly, focused more on digital and computer-based environments, as the present study

focused.

One among them is Extramural English, which Sundqvist (2009) introduced to the field
by stating that “Although there were a number of theories and concepts that came close to
describing the object of the study, none of them was deemed entirely adequate.” (Sundqvist &
Sylvén, 2016, p. 5), and she reserved the term to conceptualize the learners’ engagement with

the English language outside the classroom, which is not initiated by any teachers or educational
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professionals, rather, the learners themselves initiate this engagement regardless of their
intention. The deliberate intention is not necessary on the part of the learner, nor is it excluded
from the concept. In this sense, the learner’s engagement with English might be spontaneous
and not even have a reason. With these in mind, possible Extramural English activities involved
watching films, listening to music, reading books, and playing video games in English.
Therefore, the Extramural English concept involves all the out-of-class engagement that is not
initiated by a teacher but by learners, and deliberate intention is not necessary; however, as the
scope of the present study concentrates on the learners’ engagement with English in the online
spaces, the term Online Informal Learning of English (OILE) has been adopted to serve the

purpose of the present research.

Sockett (2014) introduced the concept for investigating the complex range of internet-
based activities and situated the concept by emphasizing the intention to communicate as an
incentive for engaging informal activities in English. Furthermore, he underlined the role of
intention; “While the unintentional character of OILE is one of its defining features, and
distinguishes it from other forms of learning, ... learners may get involved with English online
for a range of sometimes contradictory reasons.” (p. 18). Since the nature of those involvements
of learners with English in online spaces is stressed to be complex while defining the concept,
Sockett suggested that it is best understood within the dynamic systems theory (DST)
framework. Sockett and Toffoli (2012) suggested that especially four of the characteristics of
dynamic systems theory aligned with the inquiry of OILE. First, the critical role of the initial
conditions for learning outcomes is especially relevant in light of the fact that these conditions
are no longer uniform since each learner obtains their own set of target language preferences
gathered through a varying process of informal contact. As a result, there is much
personalization in the learning process. Second, studying attractor and repeller states in a system
may help to see how some learning strategies might benefit the informal learner at first but then
become a barrier. Thirdly, the ability for pieces in the system to co-adapt may result in
unanticipated learning behaviours arising from interactions between the learner's considerable
number of tools and settings. Finally, the nonlinear character of complex dynamic systems
should result in examples of phase transition, such as leaps in degrees of fluency or
comprehension that are independent of an increased amount of exposure to the target language.
In sum, within the OILE concept, it is emphasized that each learner uniquely experiences input

and interaction regarding their repertoires and individual differences (Sockett, 2014).

23



Having scrutinized the underlying SLA theories regarding the inquiry of informal
language learning practices of language learners and has described the nature of the adopted
concept for the present research, the related studies on the issue are to be presented

consequently.

2.3.1. Previous Studies on Informal Language Learning

Before the turning of the century, the research focus in the field of SLA had been mainly
on the classroom settings as they constituted the primary language learning places due to a lack
of learners’ access to the target language and its users (Benson, 2011c¢). Though the limited
opportunities existed for learning outside of the classrooms before the century, some
researchers in SLA emphasized the role of those engagements, both for the implications for the
formal language education and for investigation of the social aspect of language learning. Early
research regarding out-of-class language learning has been relevant to the social aspect of
language learning that outside of the classroom setting provided and strategy used in language

learning processes in and out-of-class.

As a result of her study regarding conscious strategies for L2 learning, Bialystok (1981)
stated that functional practice -among other language learning strategies including formal
practising, monitoring, and inferencing- was crucial for the achievement of all tasks in the study
and consequently, she emphasizes the benefits of any exposure to the target language since it
improves learners' competency, and she claims that the most functional situations are more
likely to take place outside the classroom, in which learners’ primary goals regarding the
language used to convey the message in natural situations. Employing the same model, Huang
and Van Naerssen (1987) investigated the role of functional strategies, which included activities
such as watching films and TV programmes, and concluded that learners who performed well
in oral communication reported using functional practice strategies more often than those who

did not.

Pickard (1996) focused on the out-of-class language learning strategies employed by the
German-speaking undergraduate foreign language learners with the purpose of informing the
field and found out that learners are generally involved in activities primarily based on their
interest rather than suggested and obliged materials by language instructors. Rather than
focusing on the structures and linguistic features, they tended to focus on the meaning in general

since they used dictionaries just for unknown words that are necessary to the meaning. For
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reading practices, they reported having no interest in reading English newspapers throughout
the university enrollment; however, they started to read those after graduation, at which they
became more interested in the everyday life of people and culture in general. Overall, learners
chose the materials on the basis of their needs, giving much less emphasis to the materials
suggested by their language instructors; furthermore, the intrinsic interest of the learner was the

primary encouraging factor in making use of the materials.

Inquiry of the out-of-class involvements of the language learners had been in scope
regarding the language learning strategy used. Later, the scope was revaluated within the
autonomy and independent learning concepts. Lamb (2004) investigated the learner autonomy
practices in the Asian context as a different sociocultural context from the Western context,
where the concept was issued forth and focused on the language learning attitudes and activities
of 11-12-year-old Indonesian language learners. As the result of the study, it was found that
much of the language learning had been occurring outside of the classroom and mainly included
activities such as listening to music, and watching movies and TV shows, while reading and
studying were less popular among the Indonesian learners. Regarding the findings, Lamb
(2004) suggested that autonomy also could work in the Asian context and pointed out the need

for employing sociocultural perspectives to expand understanding of the situation.

Wagner (2004), on the other hand, raised the question of why the social theories
regarding language learning are confined to an educational context by emphasizing the potential
for language learning outside the classroom and argued that classrooms should have extended
up to the outside world to give students with real-life experiences and to assist them in

developing their own engagement in communities of practice.

In Hyland's (2004) study, social factors and context are also emphasized, and it is
suggested that English student-teachers in Hong Kong tend to engage with out-of-class in
English within their private domain since they feel constrained while using English within
public contexts. Thus, the activities carried out in English included writing e-mails, reading
academic books and articles, surfing the internet, and watching films and Tv programmes;
however, they generally avoided producing English utterances because of the judgements from
the public. Despite the pressure, they perceived English as a rich source of pleasure and delight,
and they had improved their language abilities through the medium of reading and writing for

an audience.
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A growing body of investigation on the topic has also pinpointed the successful
language learners, and consequently, their involvement with out-of-class activities in English
has been a crucial factor that appeared as a result of those studies. Nunan (1991) studied 44
‘good’ learners, comprised of Asian EFL teachers, to reveal common and recurring patterns
regarding their experiences. One of the most common issues revealed from the study was that
the learners had mentioned that the formal instruction was insufficient. When it comes to the
most common pattern that appeared among the good learners was found to be taking the risk
and having motivation and determination to apply their skills outside of the classroom. When
the things that benefit the most regarding their language learning, they listed the following
activities; conversation with English speakers, finding opportunities to practices out-of-class,

and viewing media.

To sum up, inquiry of the language learners’ involvement with English has been
included in the studies with various scopes. Whether the scope was the language learning
strategies or learner autonomy and independent learning practices, the turn of the century has
led the field to further mediate on the informal practices taking place outside of the classroom
walls, thanks to the numerous opportunities that appeared and expanded access to the English
media. In the following, the investigation of those recontextualized involvements is to be

presented.

2.3.2. Recent Studies on Informal Language Learning

As the learners’ involvement in the English language increased thanks to the internet
and digital devices, the benefits of those involvements in language learning began to be further
examined by researchers. Thus, contrary to the previous studies focused on out-of-class learning
of learners studying in a foreign country, the research context has begun to shift and expand to
the online and digital spaces. Involving English within everyday life becomes possible with the
introduction of the Internet and its progressive reaching into the homes of an increasing number
of people throughout the world. Individuals were suddenly able to connect with one another,
regardless of where they were in the globe, thanks to online chat rooms and communities.
Regardless of L1, English was the overall internet lingua franca. As a result, the occasions to

utilize and be exposed to English began to grow.

Though the focus was not necessarily on out-of-class language learning, the community

practices of language learners in online spaces constituted substantial informal involvement
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space where learners not only develop their language skills but also construct an L2 identity
that benefits them to become a part of a wider English-speaking interest-driven community.
Lam (2000) ethnographic study, among one of the earliest investigations of informal L2 use in
online spaces, emphasized L2 literacy and its relation to the L2 identity construction of a
Chinese immigrant teenager living in the USA through synchronous and asynchronous
communication with his peers. At the beginning of the study, the student had expressed his
problems regarding English, having the fear that he would not be able to progress in L2 learning,
and consequently, to live in the USA, saying that he did not belong there. Later, however, the
teenager began to express and communicate in English and overcame his feelings of fear once
he became actively involved in the Internet. After having taken some classes on e-mail and
browsing, he explored how to design his own website on Internet, through which he later
connected to other people via a Japanese singer-themed webpage and found pen-pals with
similar interests. Lam, on the result of the study, suggests that the Internet empowered the
student by developing a sense of belonging and connectedness to an international English-
speaking community, as well as improving his proficiency in English. In a similar sense, Lam
(2004) further expanded the study by examining the L2 language practices occurring within a
virtual community and how this afforded socialization of two Chinese immigrants living in the
USA. Interacting in English on the Internet, Lam (2004) argued, entailed acquiring new

identities for speaking the language and adopting and negotiating new use norms.

Black (2006) investigated the L2 engagement of an 11-year-old Chinese immigrant who
moved to Canada without any English skills through her interest in fanfiction. At first, she was
reported to have difficult times making friends; however, her interest in fanfictions became a
conduit for her L2 development as those texts online on fanfictions were posted in English.
Later on, she created a personal fanfiction website to post narrative texts in English based on
existed anime series; moreover, not only did she want to be a part of the fanfiction culture, but
she also wanted to enhance her writing skills in English. Likewise, others could read the stories
written by her and comment on the stories individually; thus, the site was used to negotiate
linguistic and cultural differences in a way that promotes connection and affinity across

potential obstacles.

Another interest-driven informal language learning study was conducted by Murray
(2008), examining adult Japanese EFL learners who reached intermediate level to advanced

level of fluency without attending any studies or being in a study abroad context. The
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participants were chosen based on their language learning background; thus, the sample
consisted of those who learned English while living in Japan. The aim of the study was to reveal
the learners’ language learning outside of the classroom processes, that is, what actions they
took to learn the language in an out-of-class context. Among the participants, the common
theme and conduit for learning English appeared to stem from their interest in pop culture.
Besides providing the motivation for learning English informally, Murray (2008) argued that
their interest in pop culture provided content for their learning and moreover stated that all of
the highly motivated participants were involving informal practices out-of-class. Murray (2008)
emphasized the interest-driven nature of participants’ language learning by arguing that “... an
astonishing array of attractive English foreign language (EFL) materials was readily available
at affordable prices in bookstores. Yet most of the participants looked to pop culture to provide
the content for their English language study.” (p. 8) and the pop culture content that offered

input and topics for dialogues included films, music, books, and magazines.

In the study examined the Chinese students, who attend to English as Academic
Purposes course, use out-of-class activities for language learning, and the nature of those
activities for 12 weeks, Pearson (2004) suggested that learners used out-of-class opportunities
to benefit their personal language needs and to bring enjoyment to their language learning. The
researcher and learners met every two weeks to discuss carried out-of-class activities, and the
researcher distributed questionnaires at the end of the session. The most frequently involved
activities are listed as follows: listening to or watching the news, studying at the library, reading
magazines, books, or newspapers, watching TV programs, videos, or films, and listening to
music. Accordingly, the exploitation of materials mostly was implied to be based on learners’
desire to enter university, and those who have a more comprehensive view of their language
development and intrinsic motivation seemed to involve those activities more enthusiastically
and actively took a role in using the language. Furthermore, the more proficient students used
a self-access centre for a greater amount than the less proficient students, which emphasizes the

importance of learner autonomy in successful L2 learning.

Kuppens (2010) conducted an empirical study to reveal the effect of learners’ informal
English media viewing on English proficiency with 374 Flemish Dutch-speaking 6™ graders
who had no formal English instruction background. For gathering learners’ English media use,
a survey that included questions on how they used a variety of English-language media,

including watching subtitled or non-subtitled films and TV shows, listening to music, surfing
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the internet websites, chatting, and playing video games; as well as attitudes about English,
self-assessment of English ability, active use of English, language(s) spoken at home, other
languages studied, and socioeconomic background. Proficiency levels of the students were
tested orally and covered English to Dutch translation and Dutch to English translation. The
most popular activities carried out in English were found to be listening to music, and it was
followed by watching subtitled television and films; where the least everyday activity among
11-year-olds was watching non-subtitled television and films, as Kuppens (2010) stated that it
was not surprising since they had no prior English instruction. In line with Sundqvist's (2009)
study, Kuppens (2010) found that boys spent much more time playing English video games as
well as visiting English websites. Regarding the relationship examined between translation test
scores and out-of-class activities, it was revealed that students who watched subtitled English
films and TV shows had higher test scores, and the effect was more substantial in girls. In
addition to the subtitled media viewing, playing computer games seemed to have an effect on

higher scores; however, this relationship was limited to the English to Dutch translation scores.

Similar results appeared in the study in which Lindgren and Muiioz (2013) looked at the
impact of exposure to a foreign language on children's listening and reading ability regarding
the impacts of an early start in foreign language instruction. The scope of the analysis included
the data regarding out-of-school exposure (viewing, playing, and listening), parents' educational
level and use of the foreign language in the workplace, and cognate linguistic distance. As
reported in Kuppens (2010), listening to music and watching films appeared to be the most
favoured informal activities among the learners. Nevertheless, watching foreign language TV
and films explained the majority of the variance in proficiency test scores, supporting Kuppens'
(2010) study findings. Listening to music with foreign language lyrics and playing computer
games were also significant predictors, although not as much as watching television and films,

especially subtitled ones.

Sundqvist (2009) examined the potential impact of out-of-class involvement with
English, and she used the term Extramural English (EE). The study consisted of 80 Swedish
9th_graders, and data regarding learners’ spent time on linguistic activities carried out informally
out-of-class was collected over a period of one year using a questionnaire and two language
diaries, in which the learners took a log of the activities they carried out in a week. The activities
involved reading books, playing video games, watching films and TV shows, surfing the

Internet, and other related informal activities. Learners’ spent time with those activities were
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correlated with their oral proficiency score, which was calculated using five interactional
speaking tests, and vocabulary score, which was measured using two vocabulary tests. As a
result of the analysis, the spent time on informal activities was significantly correlated with
learners’ oral proficiency levels and vocabulary sizes; that is, learners who spent more time on
informal activities out-of-class had higher oral proficiency levels and vocabulary knowledge.
However, the relationship between spent time and vocabulary knowledge was found to be
correlated stronger when compared to the spent time in relation to oral proficiency of the
learners. Though involvement in informal activities out-of-class in English seemed to impact
the vocabulary knowledge of learners more; it was also suggested that the type of activity also
mattered regarding oral proficiency and vocabulary sizes; that is, some activities were found to
be more important for language gains measured in the study, especially the activities where
learners use the language actively, such as video games. Apart from oral proficiency and
vocabulary knowledge, the background variables were also investigated, including gender and
the learners’ beliefs on where they had learned most of their English. Regarding gender
differences, boys were found to significantly spend more time playing video games in English
and surfing the internet. Another finding regarding genders was that the boys scored higher in
vocabulary size; however, oral proficiency scores did not differ significantly between the
genders. Similarly, spent time on informal activities did not differ significantly, either.
Regarding the belief on where they had learned most of their English, it was revealed that the

majority of the students reported having learned English mainly from the school.

Being careful with the findings, Sundqvist (2009) underlined the fact that the
relationship between spent time on informal activities and language gains should not have been
interpreted as spending more time caused to higher oral proficiency and vocabulary size since
it could be the opposite; proficient students attended more to those activities. Furthermore, she
argues that it was not possible to claim any causality. However, this does not necessarily mean
ignoring the potential of learners’ informal engagement with English regarding language
learning, as there is a clear relationship between those. On the causality dilemma, Sundqvist
(2009) argued accordingly; “For one, which is the chicken and which is the egg? Do learners
become more proficient thanks to EE, or do proficient learners engage in EE activities to a

larger extent than less proficient learners?” (pp. 31-32).

Another analysis of the informal practices in English involved in regard to vocabulary

gains and proficiency was carried out by Sylvén and Sundqvist (2012), and the sample consisted
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of 86 Swedish 5"-graders. Adopting a similar approach to the previous research study
(Sundqvist, 2009), the spent time on informal activities and a variety of those were gathered
through using a questionnaire and a language diary, where learners logged their informal
activities carried out in English, including how much time they spent on those on a daily basis,
in one week period. Much as the study primarily addressed the informal video game practices
in English, other informal activities were within the scope of analysis. The students reported
having spent 9.4 hours on informal activities in English in a week, and playing video games in
English was the most favoured one among other activities, and it was followed by watching TV
series or shows, listening to English songs, watching films, and using the internet, which
encompassed chatting with friends and visiting English websites. Aligning with other findings
of the studies, gender differences appeared regarding the spent time on informal activities,
where boys spent much more time on English video games. However, since the study
emphasized informal gaming practices carried out in English, the game mode, whether the game
was multi-player or single-player, was also examined regarding the gender variable;
accordingly, boys preferred online multi-player games while girls played more single-player
video games. Among the research aims of the study, vocabulary knowledge of the students was
measured using a test designed by the researchers and involved assessing both receptive and
productive vocabulary knowledge; and general English proficiency was obtained through
listening and reading comprehension, which was the part of a mandatory national test of English
in Sweden. Frequent gamers, those who spent 5 hours and more on gaming, had higher
vocabulary test scores both in receptive and productive parts of the test; moreover, genders
were also differed in terms of vocabulary scores, where the boys outperformed the girls on all
parts of the vocabulary test, in line with the results of Sundqvist's (2009) previous study.
Regarding proficiency in English, frequent gamers had higher listening and reading
comprehension scores, but contrary to the results regarding vocabulary knowledge, no
difference was found between the genders in terms of proficiency tests. Summarizing the
findings of the study, Sylvén and Sundqvist (2012) concluded that the research is significant
since it examines possible relation between playing digital games and incidental and informal
L2 English acquisition, yet they reminded us that potentially significant characteristics; such as
linguistic aptitude, general cognitive ability, and learning styles, might have impacted their

vocabulary knowledge and proficiency gains.
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To determine the nature of informal activities carried out using computers and the
relationship between spent time on those activities and English learning motivation, Sundqvist
and Sylvén (2014) conducted a study with 112 4-graders in Sweden using a questionnaire and
a language diary to map learners’ contact with English in informal settings. As a result, 4%-
graders, despite their young age, were involved in language-related computer use frequently,
and the informal activities, the order from the most popular to the least, included watching TV,
playing video games, listening to music, watching films, and surfing the internet. Similar to the
previously mentioned studies, gender differences were revealed for the frequency of involving
informal activities; boys spent more time on informal activities overall and played video games
and watched films more frequently than the girls. On the contrary, girls significantly spent more
time surfing the internet in English than the boys did. Commenting on the results, Sundqvist
and Sylvén (2014) argued that boys appeared to be driven by competitive and interactive aspects
of those activities, such as the competitive nature of video games and in-game interaction with
other players. Girls, on the other hand, seemed to be driven by the opportunities that provide
social interaction within a specific space, such as chatting and texting via social media. Among
the research aims, the overall motivation for learning English was reported as highly positive,
and speaking anxiety was low among the Swedish young learners of English. Specifically,
frequent gamers reported much less anxiety about speaking in English. One of the interesting
findings was that the 4"-graders studied in the research spent more time involved with English

informally than they did in school.

In a similar fashion, Hannibal Jensen (2017) conducted a study aiming to reveal Danish
young learners’ engagement with English in informal spaces. Using a one-week language diary
and vocabulary test, the data of 107 Danish young learners aged between 8-10 were analysed
to discover the nature of learners’ involvement with English and whether these involvements
were related to their vocabulary test scores. The study emphasized the gaming and TV viewing
practices primarily; however, the impact of other activities, including listening to music,
visiting websites etc., were in the scope of analysis. Regarding the popularity of the activities,
girls preferred listening to music, and it was followed by watching TV in English, whereas boys
preferred gaming practices and it was followed by watching TV. Supporting the findings of
previous studies (Kuppens, 2010; Sundqvist, 2009; Sundqvist & Sylvén, 2014), playing video
games differed significantly between genders; boys involved in gaming practices much more

than the girls; however, girls significantly spent more time listening to music. Vocabulary
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scores, on the other hand, did not differ between genders. However, since the participants
compromised of early (age 8) and late starters (age 10), who had received nearly the same hours
of formal English instruction in school due to a policy change in Denmark, the study also
investigated the difference between mentioned groups regarding vocabulary scores. As a result,
early starters scored higher than the late starters did. Hannibal Jensen (2017) argues on the issue
that the difference in vocabulary scores between late and early starters might, in fact, stem from
the involvement in informal activities; that is, late starters had more years to involve with
English outside of the classroom than the early starters due to the age difference. Thus, even
though they had the same amount of instruction, the difference in vocabulary scores supports
the importance of spending time on informal activities in English. As the scope of the study
mainly concerned with the informal gaming practices, Hannibal Jensen (2017) gathered not
only the spent time on games but also the various input types provided by the video games. In
line with the Sylvén and Sundqvist’s (2012) study, the boys preferred video games that provide
both written and oral input, or only oral input when compared to girls’ game preference. A
comparison of engagement with games and vocabulary test scores suggested that gaming in
English was significantly related to vocabulary scores. The relationship between those
specifically appeared for the video games that provide both oral and written input, whereas the
video games that provide only written input or oral input had no significant relationship with

vocabulary scores of the young learners.

Putting emphasis on the various type of exposure provided by informal activities carried
out in English, Peters (2018) examined the impact of informal language learning activities such
as music, television and movies with and without subtitles, computer games, books, magazines,
and the internet on two groups of Dutch-speaking teenagers in recent research. Contrary to the
previous studies, the participants consisted of 16 and 19-year olds. Two groups of EFL learners
in Flanders were administered a vocabulary knowledge test and a questionnaire; one group was
in their third year of formal teaching and the other group was in their sixth year of formal
instruction. On the preferred type of informal activities, watching TV and films, listening to
music, playing video games, and the internet were among the most popular ones. Regarding the
difference in the types of activities preferred and spent time on, genders were, again, revealed
to differ; that is, male students spent more time playing video games in English, reporting
playing several times a week. Moreover, 16-year olds involved in playing video games in

English more frequently when compared to 19-year olds, whereas, 19-year olds spent more
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time watching English-speaking TV programmes without subtitles. On the analysis of the
variance in vocabulary knowledge test scores, two groups were differed; 19-year old learners
had higher scores than 16-year old learners, however, no significant difference was revealed
regarding genders, on the contrary to the findings of previous studies. To fulfill the aims of the
research, vocabulary knowledge of the learners were examined in relation to their spent time
on various informal language learning activities. As a result of the study, Peters (2018) came to
the conclusion that there was an apparent relationship between vocabulary knowledge and
exposure to non-subtitled television and movies, the Internet, and printed materials exposed
through out-of-class settings. Effect sizes presented that the most prominent effect size was
found for the use of the internet in English, and it was followed by non-subtitled TV
programmes and non-subtitled films. Though among the popular activities, the impact of
listening to English songs was found to be negligible in terms of vocabulary knowledge.
Contrary to the previous studies' findings emphasizing the role of informal gaming practices in
vocabulary knowledge, Peters (2018) found no relation between gaming and vocabulary
knowledge among 16- and 19-year-old EFL learners, which might be due to the participants'
older age, as university learners may game less frequently than younger learners. It was also
underlined that the out-of-class exposure had a greater impact on learners' vocabulary
knowledge than teaching length. In contrast with the findings of previous studies, watching TV
programmes or films with subtitles appeared to have no impact on vocabulary knowledge, and
Peters argued that this finding could be due to the lack of variance in the sample, as nearly all
of the participants watched subtitled TV programmes or films in their spare times. Overall,
having evaluated a range of informal activities in regard to vocabulary knowledge, the study

provides insight into the impact of out-of-class exposure through media and the internet.

Expanding on Peters (2018) previous research findings, Peters et al. (2019) reached out
to a larger sample consisting of 138 Flemish learners of English and French as foreign
languages attending secondary education and higher education, that is, 2" and 4" graders from
high schools, and first-year students from the university. Different from the previous research,
they also examined the French vocabulary knowledge and out-of-class exposure in order to
compare the results with the English. In line with the previous studies, males reported more
frequent engagement with video games when compared to females. Moreover, contradicting
the findings of Peters' (2018) study though aligning with other studies in the field, males had

higher vocabulary scores than females in general. Still, this finding did not appear in the further
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analysis. Education level also was observed to be parallel with vocabulary knowledge.
Structural equation modelling for English vocabulary knowledge further revealed that playing
video games in English, among six factors related to out-of-school involvement, had a
significant effect on the vocabulary knowledge of all participants. This finding also contradicted
the Peters' (2018) previous study but aligned with the other studies focusing on vocabulary
knowledge and out-of-class engagement. Considering all of this evidence, it seems informal

language learning and successful L2 English learning appear to be inextricably related.

Other numerous recent studies on vocabulary knowledge and out-of-class engagement
aligned with those mentioned to this end. Listening to music, playing video games, watching
English-speaking media, including films, series, and videos online, and using social media were
among the most prevalent activities carried out in English beyond the classroom. Moreover,
those activities have appeared as a substantial part of learners’ daily lives even though the age
and context of learners varied within the studies (Cadierno et al., 2022; Cengizhan, 2019; De
Wilde et al., 2020b, 2020a, 2022; De Wilde & Eyckmans, 2017; Hannibal Jensen, 2019; Inci,
2021; Kusyk, 2017; Niitemaa, 2020; Toffoli & Sockett, 2014). From these studies, in addition
to the prevalence of informal activities among language learners, substantial implications have
been suggested. Especially for vocabulary knowledge, the impact of out-of-class engagement
resulted as a significant factor even when evaluated with word related and learner-related
variables, including cognateness, instruction, and age. De Wilde et al. (2022) suggested that
language gains were evident for language learners who had not received any English instruction
thanks to their involvement with English through out-of-school exposure; and other studies
found the same pattern on the issue (De Wilde et al., 2020b; De Wilde & Eyckmans, 2017;
Peters et al., 2019). Moreover, the age of learners is mainly found to be related to both the
engagement with English beyond the classroom and vocabulary gains (Niitemaa, 2020; Peters,
2018; Sylvén & Sundqvist, 2012). Cadierno et al. (2022) revealed that learners with the same
length of English instruction with differing ages had varying vocabulary knowledge and out-
of-class exposure; 9-year-olds scored higher compared to 7-year-olds and gained more
vocabulary knowledge in a year from the 7-year-olds even though they both had 6 years of
English instruction. Word related variables have also been studied along with out-of-class
engagement and presented insightful findings. For example, though word-related variables such
as cognateness were deemed to play a crucial role, vocabulary knowledge was explained better

when the impact of out-of-class engagement was included (De Wilde et al., 2022). Learner-
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related factor such as age has also been highlighted; males significantly had higher scores
regarding vocabulary tests in various studies, and this finding appeared as the impact of gaming
practices; that is, males spent more time on gaming and had broader vocabulary knowledge in
turn (Cadierno et al., 2022; Hannibal Jensen, 2017; Sylvén & Sundqvist, 2012). To put it
another way, males’ frequent participation in gaming practices in English resulted in broader

vocabulary knowledge of males.

To this end, engagement with English through online informal activities has been shown
to be connected with higher vocabulary knowledge, and even when the other factors are present,
including length of instruction, age, word-related variables, gender, still, out-of-class contact

explained the vocabulary knowledge of language learners.

2.3.3. Informal Language Learning Research from Turkey

To date, various studies inquiring about the nature and the impacts of language learners’
involvement in informal opportunities outside the classroom have appeared. Despite the rising
interest in the phenomena throughout the world, studies exploring out-of-class language
affordances of language learners in Turkey are sparse. Previous research in different contexts,
as demonstrated above, has proved the potential of informal language learning for language
acquisition; for example, in France (Kusyk & Sockett, 2012), China (Lai et al., 2015), South
Korea (Lee, 2017), Denmark (Hannibal Jensen, 2017, 2019), Sweden (Sundqvist, 2009;
Sundqvist & Sylvén, 2014; Sylvén & Sundqvist, 2012), and Brazil (Cole & Vanderplank,
2016).

Among the few studies conducted in Turkey on the issue, Inozu et al. (2010) investigated
out-of-class activities and materials used by 309 freshmen ELT students. The participants
reported not having opportunities to use English; hence they felt anxiety and lack of confidence
in using English outside the classroom. Among the materials used in out-of-class context, a
dictionary was the most popular one, followed by the internet and listening to English songs.
When they asked the reason for using materials for learning English, the majority mentioned
personal goals, or they used them because it was advised by the teacher and to prepare for the
examinations. Regarding the activities carried out in English out-of-class, using the internet for
research, e-mail and chat came first and was followed by listening to music or radio, watching
TV programmes and films. Moreover, English vocabulary skills were reported to be the most

benefitted among other skills by using language learning materials used out-of-class. Though
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the scope of the study was limited to the self-instructional aspect of informal language, it

provided a vital starting point for informal language learning practices in Turkey.

Coskun (2016), on the other hand, focused on speaking skills in his study, asked
volunteer university-level learners to choose a speaking activity that they could carry out
outside of the classroom and interviewed them weekly. At the end of the implementation, a
survey including open-ended questions with the purpose of revealing the nature of chosen
activities, as well as how the participants enrolled in them, the reason behind choosing the
specific activity, and lastly, the perceived benefits of the activity, was employed. The student-
initiated speaking activities that emerged from the study included role-playing games,
continuous story games, radio programmes, and live streaming online. The participants mostly
reported benefits of those self-invented speaking games, and overall, their reactions were
positive. The study was experimental in nature, nevertheless, the revealed patterns of learners’
choice of out-of-class activities in the study might give insight into the reasons why they choose
specific activities in informal settings naturally; that is, their self-initiated activities mostly
compromised gaming elements that could provide enjoyment and challenge, and emphasize
meaningful communication within the activities in Coskun's (2016) study, similar to the nature
of preferred activities by language learners in other studies, such as watching TV and films,

playing video games, listening to songs, and reading websites for fun.

The sample of two studies presented above consisted of the students studying English-
related degrees, Inozu et al.'s (2010) study was carried out with ELT students, while Coskun's
(2016) study was carried out with English Translation and Interpretation students. Eksi and
Aydin (2013) explored the out-of-class language practices of students participating in English
Preparatory Classes. The data were gathered using a questionnaire that included open-ended
questions to reveal students’ experiences outside the classroom. The results showed that the
students' favourite pastime was listening to music, followed by watching films and using a
dictionary. Open-ended questions highlighted three themes: the significance of out-of-class
language learning for students, reasons why they were unable to participate in out-of-class
language learning, and the person who supervised their out-of-class language learning. The
most common reason to involve informal practices appeared to learn new vocabulary items in
English and to increase the amount of English input. When asked the reasons behind their lack
of involving out-of-class activities in their daily life, the participants reported having no

opportunities for practice outside the classroom, as well as having no place to study, and
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mentioned their lack of interest and motivation towards self-study English. Overall, the study
emphasized the self-instruction aspect of the out-of-class engagement. While the preference of
activities implied that the participants simply chose them because those activities provided
enjoyment and aligned with their general interest, the open-ended questions in the study solely
focused on the self-study practices of the participants, ignoring the investigation of most
common activities that learners carried out without the deliberate intention to improve their

language skills.

From a similar point, Orhon (2018) examined the informal language learning practices
of 109 Turkish EFL students attending the English Preparatory Programme using a
questionnaire. As a result, listening to music was the most popular out-of-class activity, and it
was followed by watching TV programmes and films, and playing video games in English, as
supported by other studies from different contexts. The findings also revealed that the activities
in which learners are required to use the language for production, such as writing and speaking,
are performed rarely. Even though the questionnaire included self-instruction activities,
learners seemed to be not engaged in language activities that focus solely on language
development, such as writing articles, reading books, or working on projects. On the perceived
benefits of the activities carried out in English outside the classroom, the participants reported
having benefitted from watching TV or films the most, and it was followed by listening to

English songs.

Investigating the out-of-class contact on vocabulary knowledge from a unique
perspective, Cetinkaya Bektas (2021) conducted a study with the high achievers' ELT students
regarding their vocabulary size; after employing vocabulary size test on ELT students, the
interviews were carried out with the students achieved largest vocabulary size in order to reveal
the factors facilitated their vocabulary learning. Common characteristics of these students were
that they were playing video games on a daily basis, surfing the internet, and watching TV and
films regularly; therefore, their use of English was based on the daily life purposes along with

entertainment aspects.

Lastly, in the studies carried out by Cengizhan (2019) and Inci (2021), consistent
patterns regarding the involvement in online informal activities were reported. Listening to
English songs came the first in popularity among Turkish EFL learners in both studies, and it
was followed by watching TV series and films. In Cengizhan's (2019) study, however, learners

consisted of ELT students, while Inci's (2021) sample was middle and high schoolers. Playing
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video games, thus, differed between the studies; ELT students played much less while it was
the third most preferred activity among Inci's (2021) sample. Nevertheless, the congruent
findings were evident, as mentioned in previous studies; learners opted for receptive activities.
10"-graders engaged with English more, in line with previous studies indicating that older
learners tended to engage more in online informal activities (Cengizhan, 2019; Peters, 2018).
One finding that is somewhat surprising was that females spent significantly more time with

English beyond the classroom in Inci’s (2021) study.

2.4. Vocabulary and Foreign Language Learning

Vocabulary has been a major area of interest within the field of foreign/second language
learning. In a variety of ways, the necessity of mastering vocabulary is demonstrated. Extensive
research has shown the fundamental role of developing vocabulary knowledge as knowing the
words in the target language is viewed as being key to communication (Webb & Nation, 2017).
Wilkins (1972, as cited in Li, 2016) emphasizes the functionality of vocabulary knowledge by
having stated: “Without grammar, very little can be conveyed; without vocabulary, nothing can

be conveyed.” (pp. 111-112).

Empirical research presented numerous pieces of evidence on the relationship between
various means of language proficiency and vocabulary knowledge. Among the most thorough
investigation on the matter, Alderson (2005) discovered that the vocabulary test battery and the
checklist test, including language skills and sub-skills, correlated with reading, listening,
writing, and grammar. As a result of the correlation analysis, vocabulary knowledge accounted
for 37-62% of the variance in language proficiency scores compromised of various measures.
Schmitt (2010) argues that even though there was a wide range of factors by which these results
might have been influenced, he states that it is remarkable that a single element, vocabulary
knowledge, could explain such a vast portion of the variation. The link between vocabulary and
writing is solid, but specific skill subcomponents (such as inferencing) have a substantial
relationship to vocabulary knowledge as well. In conclusion, the study reinforces the intuitive
view that vocabulary is critical for language proficiency, and Alderson (2005), on the result of
the study, concludes: “...the size of one’s vocabulary is relevant to one’s performance on any
language test, in other words, that language ability is to quite a large extent a function of

vocabulary size.” (p. 88).
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Other studies emphasizing the function of vocabulary knowledge in L2 investigated how
much vocabulary is needed for a language learner to be able to communicate in L2. According
to the general idea, English language learners need to know about 3,000-word families to
comprehend spoken discourse and 8,000 to 9,000 to understand written language in L2 (Peters
& Webb, 2018). Though L2 learners are not required to reach native-like vocabulary sizes to use
English communicatively, still, they need to achieve a certain level of vocabulary knowledge
for the purpose; however, developing vocabulary knowledge is not an easy task for the majority

of the language learners.

Considerable research shows that vocabulary acquisition is a gradual process in which
learners gradually increase knowledge of new words through the recurrent encounter with that
word over time and that measurable learning requires at least 10 such encounters (Webb, 2007).
Nevertheless, acquiring vocabulary is a significant problem for L2 learners, particularly in
circumstances where language contact is limited (Ellis, 1994; Siyanova-Chanturia & Webb,
2016). In EFL contexts, it is safe to assume that classroom time is not sufficient for learners to
encounter words repeatedly. In the EFL classrooms, the balance between deliberate learning
and other learning, occurring in natural settings where the target language exposure is abundant,
is uneven; deliberate learning generally takes up a larger amount of class time than it should
(Rodgers & Webb, 2011). Learners need greater exposure to the language than is typically
provided in foreign language classes in order to acquire a significant number of words;
consequently, formal learning should be supplemented with informal learning (De Wilde et al.,
2020a). Deliberate learning could result in a relatively rapid and efficient increase in learners’
vocabulary knowledge; however, these gains provided by deliberate learning are unlikely to be

adequate to enable learners to process and use words (Webb & Nation, 2017).

If the learners are to comprehend speech and writing in L2, they need to know 9,000
most frequent word families (Nation, 2006), which requires an effective and well-organized
vocabulary learning method as well as extensive exposure to the target language. Evidence
regarding the vocabulary growth in the EFL context suggested limited progress. In one
example, Webb and Chang (2012) found that only 16% of Taiwanese EFL learners in the
sample had achieved the words in the 2,000-word families as a result of 9 years of English
language instruction. In a large scale study conducted with Vietnamese EFL learners aged 18,
van Duy and Nguyen (2019) revealed that 14% of the students mastered 2,000-word families

even though they had received 10 years of English instruction. Similar results were obtained in
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Nguyen and Webb's (2016) study; most of the Vietnamese EFL university students, who had
completed 7 years of English instruction, could not achieve the 2,000-word level in the study.
In the Turkey context, Ertiirk (2021) investigated the receptive vocabulary knowledge of the
176 EFL learners attending university and discovered that only 22% of them mastered the first
1,000 word families, and 11% mastered the 2,000-word level. Contrary to the previous research
in the Turkey EFL context, the majority of the sample in Kavanoz and Varol's (2019) study had
the mastery of 2,000-word level; however, considering that the sample consisted of private
middle schoolers who had English instruction 12 hours a week with both native and non-native
English teachers since 1st grade, it seems problematic to generalize the results over to the
population, since public middle schools in Turkey only provides 3 to 6 lesson hours for English
instruction in a week. Kavanoz and Varol (2019), in the same vein, argued that the vocabulary
scores of middle schoolers having 12 hours of English instruction since the first grade was

relatively low when considering abundant input to the target language.

In the light of the brief empirical evidence presented above, EFL learners are mostly
unable to achieve the minimum level of vocabulary knowledge to communicate in L2. Thus,
extracurricular or informal practices have been emphasized for developing the vocabulary
knowledge of EFL language learners. On the issue, extensive reading and viewing programmes
have been argued in regard to supplementing the vocabulary knowledge of EFL learners. It is
argued that, in order to promote vocabulary development, a proactive and systematic strategy
is required, which incorporates both explicit education and exposure to vast volumes of
linguistic input, mainly through extensive reading (Schmitt, 2010). Extensive reading has a lot
of appealing advantages when viewed solely as a language or vocabulary acquisition technique.
Because it extends learning time, the learner's development is not limited solely by the
constraints of classroom time. According to Nation (2012), developing vocabulary through
reading benefits learners because of recurrent encounters with the same word. Extensive
reading offers learners opportunities for recurrent exposure to the same lexical item; it also
allows them to encounter words in their contexts of usage, assisting them in noticing, reading,
analysing, and finally learning new things. That is, it could be assumed that extensive reading
practices benefit learners with L2 words and structures in ways that are reflected in increased
integrative performance (Nakanishi, 2015; Pellicer-Sanchez & Schmitt, 2010), but the direct
effects of involvement in an extensive reading program on vocabulary growth remain mostly

unknown (Horst, 2005). Cobb (2007) revealed that even with extensive reading, language
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learners might be unlikely to master the most frequent 3,000 words. Thus, the benefits and

effectiveness of extensive reading programmes have been argued.

The studies emphasized that incidental learning practices have become evident in the
literature. Webb and Chang (2012) concluded that unassisted repeated reading of short texts
provides beginner learners improvement in receptive knowledge of the form and meaning of
the target words. Television viewing is also suggested as being among the other various ways
to improve learners’ vocabulary knowledge as there is a recurrent encounter with words in a
short TV viewing (Webb & Rodgers, 2009). In another study, Rodgers (2013) discovered that
EFL learners were able to acquire words and enhance their listening comprehension by viewing
L2 television on a daily basis. In the corpus-driven study conducted by Rodgers and Webb
(2011) on narrow viewing, in which the entire seasons of television shows were analysed to
draw on the findings on probable comprehension increases, it was concluded that language
learners could learn vocabulary by watching episodes of television. Briefly, television is argued
to be implemented in the classroom on a regular basis to improve L2 learning, especially the
vocabulary knowledge, which could be a valuable resource for incidental vocabulary learning
in EFL settings (Peters & Webb, 2018; Rodgers, 2013; Rodgers & Webb, 2011; Webb &
Nation, 2017; Webb & Rodgers, 2009).

The majority of the studies mentioned above were conducted in a controlled setting and
emphasized the viewing practices to be implemented in classroom learning. Taken together
with the studies mentioned above, whether the opportunities are provided in or outside the
classroom, or whether they are teacher-initiated or not, the viewing and other related input in

the target language had a substantial impact on vocabulary knowledge.

2.4.1. Measuring Vocabulary

As Milton (2009) underlines, there is limited consensus on which approaches are best
appropriate for assessing vocabulary knowledge within the field of SLA. One of the thoroughly
researched tests is the vocabulary checklist test, which assesses passive vocabulary recognition
to give an estimate of how much vocabulary one knows. It is time-efficient since learners have
to tick the words they know. However, it comes with limitations, as all vocabulary measuring
tests do. The disadvantages of the vocabulary checklist include that the learners could guess
when they are not sure of a word. Other very widely used tests are recognition and recall tests,

in which learners ought to match the word with its translation or explanation in the target
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language. As adopted in this study, the Vocabulary Levels Test is a recognition test that allows
an estimation of knowledge of words. Guessing could be taken place in the assessment of the
test; however, Gyllstad et al. (2015) argue that the test was designed to minimize the guessing

effects.

The Vocabulary Levels Test was created with the intention of being used in the teaching
of English as a diagnostic tool and determines how large a learner's receptive vocabulary is
(Nation, 2012). It is a monolingual test, which means it is entirely in English. The VLT's first
level evaluated words from the second and third most common 1,000-word families, while the
second level assessed words from the third most common 1,000-word families. The third level
examined terms at the 5,000 Level, which was thought to be halfway between high and low-
frequency vocabulary (Nation, 2012). As a result, as the words get more difficult/rare, learners

are likely to know less at each successive level of the test.

2.5. Summary

To this end, the underlying theories in the field of SLA and language learning and
teaching, in general, have been reviewed and discussed within the scope of the research, that is,
learners’ online informal practices carried out in English and language gains especially
vocabulary knowledge. As a field of inquiry, informal language learning has been emphasized
throughout the review of numerous studies, and the learners’ practices beyond the language
classroom have been evaluated the unintentional and not deliberate in nature, as they are seen

as a by-product of communication and interests.

OILE, with the emphasis on online practices in learners’ daily lives, in this sense, has
been presented through scrutinising the previous research. Both the prevalence of online
informal practices and the impact of those practices on L2 development had prominence in the
field of study. Nevertheless, the studies conducted in Turkey had come short in explaining a
general picture of learners’ practices in out-of-class settings, especially the inquiry of
indeliberate and interest-driven aspects of those practices remained unveiled to date. Beyond
the lacking of emphasis on learners’ engagement with English without the initial purpose of
learning English, the impact of those involvements on language learners’ vocabulary
knowledge is yet to be discerned. Therefore, the scope of the present study further aims to

contribute to and precede the inquiry of Turkish EFL learners’ nature and in-depth analysis of
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English use and exposure, not only as language learners but also as language users. Bearing in
mind that the inquiry of the discussed issues above regarding the Turkish EFL context is in
infancy, the present research hopes to add one more stone to the foundation of the body of
research on learners being referred to as English language users since they are driven by the
intention to communicate and be a part of the global community. By doing so, the research on
the phenomenon could keep up with global research trends and consequently make the

implications evident not just for policymakers and language teachers but also for the authorities.
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CHAPTER III

METHODOLOGY

3.1. Introduction

In the present chapter, the design and procedure of the study are presented, including
the research design, data collection instruments, data collection procedure, and employed data
analysis methods. To begin with, the adopted research design for the study and its implications
are discussed, followed by the instruments deployed for gathering data. After presenting the
instrument, the data collection procedure, including the participants and setting, is discussed.
Finally, employed statistical methods to reveal the relationship between online informal

practices and vocabulary levels in the study are presented.

3.2. Research Design

The aim of this study is to examine the relationship between online informal practices
carried out in English and the vocabulary levels of high school students. The study also explores
the common online informal practices carried out in English and the relationship between
various types of informal practices in regard to vocabulary levels. Considering its characteristic
features as it involves focusing on variables and common features of groups of people (Ddrnyet,
2007), a quantitative approach was adopted for the present study to reveal the general pattern
of the online informal language practices carried out by L2 learners and relationship with their
vocabulary levels. Since the present study is both descriptive and exploratory in nature, the

cross-sectional survey method is employed to fulfil the aims of the research.

The survey method offers an effective way of reaching out to a larger sample and having
more generalized results, providing processable data that could be used to reveal the
relationship between the variables and how and why they are related, and describing the nature
of existing tendencies across the population (Cohen et al., 2007). In a cross-sectional design,
the data are gathered at one point in time (Punch, 2003), and the design was used in the present
study as it provides a snapshot of the existing relationship between the language learners’
informal involvement with English and their vocabulary levels, in addition to the other variables

that might affect or explain this relationship.
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There are several ways of inquiring about learners’ practices with the English language
outside the school, quantitatively or qualitatively. While adopting a qualitative method would
be preferable for investigating and describing the individual differences and the nature of the
involvement with the English language in informal spaces; inquiry of the common features of
the target population regarding their informal practices, and identification of the relationships
between these practices and other variables including the language outcomes requires a
quantitative method to be used. Supporting the idea, Sundqvist (2011) argues that quantitative
methods enable researchers to compare the different learner populations regarding their
engagement with English beyond the language classroom, their backgrounds, and other
variables related; consequently, a solid base for further research on the issue could be founded

to formulate new research questions.

Though learners’ variability of the involvement with the English content in informal
spaces in terms of frequency, type, or intention, and furthermore, individual differences in
informal practices carried out might be discovered and represented in detail by using a
qualitative approach; adopting the quantitative method provided a general picture and the
prevalence of phenomenon in Turkey. As an understudied concept, the researcher primarily
focused on revealing the Turkish learners’ informal language learning in online spaces with the
hope that the present research would path the way for a detailed further investigation that

dissects the individual differences and intentions regarding those involvements.

3.3. Settings and Participants

To reveal language learners’ engagement with English in informal online spaces, 9-
and 10™-graders attending high school were selected as the research group. The reason behind
selecting 9" and 10™-graders was to reach a sample that differs in their time spent online yet
get the same amount of formal English instruction. As students are required to choose a branch
at 11" grade with the purpose of focusing on a specific area of study regarding science or social
branches, 11"- and 12%"-graders were not included as their English instruction per week differed
from non-branch students. 12"~ and 11%-graders also devote much of their time to preparing
for the university entrance exam (YKS) (inci, 2021); thus, their involvement in online informal
activities might not reflect their regular daily engagement. Other criteria included the type of
school; among the types of high school education in Turkey, including general, vocational and

technical, and religious education, Anatolian high schools were chosen as the school type for

46



high school general education. Since the amount of formal English instruction differs for each
school type, it was determined to include only a type of high school. It was also taken into
consideration in the selection of the school type in which the students’ involvement with
English outside of the classroom would be the most heterogeneous within the sample. Taken
together, 9" and 10" graders from Anatolian High Schools seemed to suit the best for the

present study.

The Anatolian high schools were selected by adapting a convenience sampling strategy.
Convenience sampling is a method of sampling in which participants are chosen based on a set
of practical criteria and are willing to participate in the study (Dornyei, 2007). Eight schools
were selected within three districts in Istanbul. Then, among the selected schools, learners
attending to 9" and 10" grades were chosen; therefore, the participants’ selection was based on
criterion sampling. In this sense, a mixed sampling method was employed by combining

convenience and criterion sampling.

Table 3.1. Demographic Characteristics of the Participants by Schools

High Schools in the Study

Grade Gender B1 B2 B3 B4 K1 K2 K3 S1 Total
9th Male 13 3 3 4 7 2 0 3 35
Female 26 4 4 13 14 4 13 87
Total 39 12 7 8 20 16 4 16 122
10th Male 21 3 1 2 7 1 3 42
Female 26 5 4 3 7 26 6 6 &3
Total 47 7 4 9 33 7 9 125
Total Male 34 7 6 5 9 9 1 6 77
Female 52 14 8 7 20 40 10 19 170

Total 86 21

ot
N
o
N

29 49 11 25 247

The collected data consisted of 247 participants. The schools were named according to
their districts, which are B1, B2, B3, and B4 were from the same district, and K1, K2, and K3
were from another district. The third district only consisted of one school, namely S1. Thus, B
district compromised 53.8% of the sample, and K district compromised 36% of them. 34.8% of
the students participated from school B1, 19.8% from school K2, 11.7% from school K1, 10.1%
from school S1, and other remaining were from school B2, B3, B4, and K3. For gender, the
female participants in the sample were higher in number, making up 68.8% of the sample.

Grades, on the other hand, were almost equally represented in the sample; 49.4% were in 9

47



grade, and 50.6% were in 10" grade. The number of participants by their schools is

demonstrated in Table 3.1.

3.4. The pilot study

The pilot study was carried out before the main data collection process to revise the
developed questionnaire. The initial questionnaire included social media platforms and
gathered how much time was spent on those platforms in both their mother tongue and in
English. The initial questionnarie were conducted to 45 high school students (9" to 12 grade
students) via Microsoft Forms. Their feedbacks on the questionnarie were gathered through
asking whether they had hard time completing the questionnaire. Since the participants stated
that they had a difficult time deciding on the spent time for each social media platform,
especially the time they were involved with English for each platform, the items were extracted
only to focus on the activities carried out in English. Another reason for the extraction of the
social platform items was that they took a considerable amount of time to complete and

decreased the feasibility of the questionnaire.

After the initial analysis of the pilot questionnaire, the items regarding the activities
were decided to be gathered around main activities since the analysis of the individual items
had been observed not to have served to present a general picture of learners’ engagements with
informal online activities in English. For example, the initial questionnaire included four items
regarding the video gaming practices, aiming to reveal speaking, listening, reading, and writing
practices in English during the gameplay. However, the analysis of those items did not provide
a general picture of gaming practices in English since the items were not revealing the time
spent on those but rather discovered the most used English skill during the gameplay. With this
in mind, video game items were grouped into two categories, regarding single and multi-player
video games, and the participants were asked to choose spent time gaming in English per week
so that the study would be able to present how much time they spent on English gaming
practices. The other items, revealing speaking, writing, listening, and reading during the
gameplay, were not extracted from the questionnaire; rather, they were presented as follow-up
items with the purpose of detailing the practices regarding the main activity. Other items, as
exemplified through video gaming items, were gathered up as “main online activities”,

revealing the actual time spent per week, and others were added as follow-up items revealing
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the frequency. As a result, five main activities were employed, with follow-up items revealing

details for each activity.

The other items that could not be added as follow-up items under the main activities are
referred to as additional activities. Since the actual time spent on “following English posting
accounts” or “messaging in English with someone” would not be measurable by means of
minutes or hours, those items were grouped as additional activities and gathered learners’
frequency of doing those activities. In other words, the items that were not related to the main
activities and not practically measurable by means of time intervals were grouped as additional
activities with the purpose of revealing learners’ messaging, social media surfing, and search

engine use in English habits.

The main activities and other items regarding English use beyond the classroom also
were formed through receiving feedbacks of two participants who had also took the initial
questionnaire. These two participants were attending to 9th and 10th grades at the time. Their
feedback was taken after the initial analysis of the pilot questionnaire. The participants were
asked to present instances where they came across the English language in informal and online
spaces. The activities which the participants encountered in English were noted down by the
researcher to form main activities and additional activities. In a similar manner, their feedback
regarding the piloted questionnaire was obtained; the time-consuming aspect and vagueness of

the items that focused on social media platforms separately were highlighted.

With the help of participants’ feedback and initial analysis of the piloted questionnaire,
the revised questionnaire was formed. Before applying the questionnaire, three expert opinions
were consulted. Two experts were faculty members in the field of foreign language teaching in
a university, and the other expert was a faculty member in the field of educational sciences in
the same university. Revisions regarding the wording of the items and subtraction of items that

were found unnecessary were applied to create the final form of the questionnaire.

3.5. Instruments

Two data collection tools were employed for the study: a questionnaire and a vocabulary

test. Their employment in the study is to be presented in the following.
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3.5.1. Questionnaire

The questionnaire used in the present study was developed by the researcher by adapting
the questionnaire used in Sundqvist’s (2009) study and aimed to gather data about participants’
background information, their spent time on the online informal activities in English, and their
habits on using English online, and their beliefs on where they learned English from. The

questionnaire was translated into Turkish by the researcher.

As described in the previous section, the pilot study was carried out to finalize the
questionnaire. The final form of the questionnaire took 25 to 35 minutes to complete and was
distributed online using a data collection service provided by Microsoft Corp. In order to
distribute as a single data collection tool, the vocabulary test was included within the
questionnaire. Therefore, the completion time involved both a questionnaire and a vocabulary

test.

In the final form of the questionnaire distributed (see Appendix F), the informing letter
was presented at the beginning of the questionnaire, including the research aims, participants’
data privacy, researcher’s contact information, and instructions regarding the questionnaire and
vocabulary test. In the following part, the demographic part was presented, including learners’
names, genders, grades, the name of the school, and the compromise of the first part of the
questionnaire. In the next part, the items regarding the main activities and additional activities
were presented, and the Likert scale was employed. For main activities, time intervals were
presented as options and participants were asked to choose the time interval they approximately
spent on that specific activity. For an example, ltem 7, “How much time do you spend on
watching English-speaking TV series & shows?” had options as follows: “None”, “Once per
month or less”, “Once per week or less”, “A few times per week”, “An hour per day or less”,
“I to 3 hours per day”, “3 hours and more per day”. All the six main activities had 7 options
to choose from and were coded from 0 to 6. For additional activities and follow-up items of
main activities were based on frequencies, the data were gathered through a 6-point Likert scale,
including options as follows: “Never”, “Rarely”, “Occasionally”, “Sometimes”, “Often”,
“Always”; and coded 0 to 5. Their beliefs in English were collected at the end of the
questionnaire. ltem 21 asked the participants’ beliefs on where they learned English, and
options consisted of “All through school”, “Most through school”, “Most through out-of-
school”, and “All through out-of-school”. The questionnaire was followed by the vocabulary

test (Items 22-48).
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3.5.2. Vocabulary Levels Test

Vocabulary levels of the learners were collected using Vocabulary Levels Test (VLT),
revised by Schmitt et al. (2001). VLT was initially developed by Nation (1983, 1990) to be used
in the classroom to assist teachers in developing a vocabulary teaching and learning strategy.
Later, Schmitt (2000) revised the Levels Test developed by Nation (Version A) and further,
maintaining the previous specifications, developed three equivalent versions (Versions B, C
and D) using new bunches of words for each level (Schmitt et al., 2001). All versions have been
widely used for assessment of the learners’ vocabulary and estimating vocabulary levels
(Schmitt, 2010) in various research studies (e.g., Arndt & Woore, 2018; Gibriel, 2017; Rodgers
& Webb, 2017; Sundqvist, 2009; Sundqvist & Wikstrom, 2015).

Differing from earlier VLT tests, Schmitt et al. (2001) increased the number of items
per level from 18 to 30 to enhance reliability. In Schmitt et al. (2001) study, the validity and
reliability of the two new forms, namely Version 1 and 2, were explored through conducting
interviews with participants having taken the test to probe their vocabulary knowledge, that is,
whether the participants knew the target words or not. As a result of interviews and further
statistical analysis, Schmitt et al.'s (2001) concluded that VLT Version 1 and 2 introduced
through the study were highly reliable; Cronbach’s Alpha was found to be .922 for 2,000-word
level, .927 for 3,000 and 5,000-word level. In the present study, Version 2 of VLT developed
by Schmitt et al. (2001) was employed.

The test was designed to provide an estimate of vocabulary size at each of the three
frequency levels, namely 2,000-, 3,000-, and 5,000-word levels. Each level consisted of 10
items, and each item consisted of three definitions and six words to be matched. The test-takers
are required to match the words with the correct definitions, and three words would be left
unmatched for each item accordingly. In sum, there were 30 items in the test, and 90 items were
to be matched with their definitions (lfem 22-48). VLT took approximately 15 minutes to
complete. For scoring the VLT, Schmitt et al. (2001) proposed that if a test taker's score was
26/30 or higher, they had mastered that level. However, Schmitt (2003) later indicated that a
lower cut-off point of 24/30 was sufficient for mastery of a level (as cited in Xing & Fulcher,

2007). And the cut-off point of 24 was taken as the basis for the achievement of the level.
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3.5.3. Reliability of the Instruments

he degree to which test results are devoid of measurement errors is referred to as the
reliability of an instrument, and could be ensured by measuring internal consistency (Ddrnyei
& Taguchi, 2010). Cronbach Alpha is a reliability indicator that evaluates internal consistency,

and an instrument should obtain coefficient of minimum .70 to deem reliable (Dornyei, 2007).

For the questionnaire, items gathering the frequency of involving online informal
activities and beliefs on English were found to be reliable (a = .81). Moreover, as mentioned
within the pilot study section, expert opinion was consulted. Two control questions were added
to the questionnaire, one located before the vocabulary test and the other was at the beginning
of the vocabulary test. Those who failed to pass both control questions were excluded from the
data analysis. As mentioned in the previous heading, reliability analysis of the employed VLT
test was carried out by Schmitt et al. (2001), and Cronbach Alpha coefficient was also found as

reliable (. = .92).

3.6. Data Collection Procedure

After having obtained the official permissions from the Ethical Committee of University
and the Ministry of National Education (MEB) (See Appendix 4 and B) for data collection tool
to employ, the data collection procedure began with visiting high schools selected and
contacting principals and teachers to distribute the online form to the students. At the time the
data collection procedure took place, the schools were closed due to the Covid-19 pandemic;
only principals and required staff and teachers were present at the schools. Therefore, the
teachers were contacted to describe the data collection process and to give necessary instruction
to complete the questionnaire and VLT. The detailed contact information of the researcher and

explicit instruction were provided within the online-distributed questionnaire.

The data collection process took place in June 2021, and 8 schools in Istanbul
participated. As the study is cross-sectional in design, the data were collected in one shot
(Dornyei, 2007). Participation in the study was on a voluntary basis. To encourage participation,
the five participants selected randomly were rewarded with a bookstore gift card, and the
promotion was announced at the beginning of the questionnaire and through the teachers who
had distributed the questionnaire. Therefore, to reach out to the random participant rewarded

with the gift card, the names were collected within the questionnaire. The gift cards were

52



delivered through their teachers by indicating the reward winner names only to the

schoolteacher responsible for the award winner participant.

3.7. Data Analysis

The study consisted of quantitative data obtained through a questionnaire and VLT, and
thus, data analysis was performed using Statistical Package for the Social Sciences (SPSS) 23.
Among 247 participants in the sample, five participants’ data were excluded from the data
analysis as they could not pass both control questions placed within the test. In conclusion, 242
participants’ data were analysed. For the analysis of VLT scores, however, 16 participants’ data
were excluded in total since they did not rate any item in VLT and failed in the control item at

the beginning of VLT, leaving 228 participants for the analysis of VLT scores.

As the present research aimed to reveal Turkish 9"- and 10%-graders’ involvement with
English in online informal spaces and investigate the relationship between online informal
contact with English and vocabulary knowledge, the analysis carried out involved both
descriptive and inferential statistics in fulfilling the aim. Descriptive statistics were employed
to present participants’ involvement with English in online informal spaces, and accordingly,
frequency tables were used to illustrate the involvement in main activities, additional activities,
and beliefs on where English is learned. In addition, within the scope of the research questions,
gender and grade differences were demonstrated through both descriptive and inferential
statistics. Thus, descriptive statistics data were presented by gender and grades to distinguish
possible differences within the variables. However, the comparison was investigated mainly
with the inferential statistics to reveal whether the differences between groups were statistically
significant, such as in the case in which the amount of involvement was compared within
genders and grades. Same processes were adopted to describe the participants’ overall
vocabulary knowledge. For the research question aiming to discover the relationship between
vocabulary knowledge and involvement in online informal activities carried out in English,
inferential statistics were employed to compare individual VLT scores and time spent on a

specific activity.

Regarding inferential statistics, a number of statistical tests were used in the present
research. With the purpose of comparing genders and grades regarding their spent time on

individual online informal activities, the Chi-square test and Mann-Whitney U test were
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employed since the data were not normally distributed across gender and grade variables. On
the contrary, since VLT scores were found to have normal distribution across the gender and
grade variables, the Independent Samples T-test was employed. On the correlation with
individual online informal activities and VLT scores, Spearman rank correlation was employed
with the activities which were not distributed normally, and Pearson Product-Moment
Correlation was employed for the normally distributed items. Lastly, the Kruskal-Wallis test
was employed to reveal whether the VLT scores of four groups based on their belief on where
they learned English differed significantly. Effects sizes were interpreted using Cohen et al.'s

(2007) suggestions.
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CHAPTER 1V

FINDINGS

4.1. Introduction

In the present chapter, the analysis, and results with regard to participants’ online
informal learning of English activities and vocabulary level scores, obtained through the
questionnaire and Vocabulary Levels Test, are presented. The findings of participants’
preferences and frequency of involving online informal activities are introduced, followed by
the analysis of gender and grade differences regarding the results. After presenting the results
and analysis of the frequencies of online informal activities, the Vocabulary Levels Test results
of the participants in regard to gender and grade variables are introduced. In order to reveal the
relationship between VLT scores and online informal activities, a correlation analysis is
presented. Background variables and other concepts covered by the questionnaire are
introduced afterwards in relation to participants' VLT scores and online informal activity
involvement. The results are presented in line with the research questions. The present chapter

ends with a summary of the findings and a conclusion.

4.2. General Audio, Text, and Video Involvement in English Online

Three items in the questionnaire (/tems 6a, 6b, 6¢) asked participants how often they
encountered audio, text, and video in English. Percentages regarding each item investigating

different inputs in English were presented by gender and grades in Table 4.1.

42.6% stated they often encountered English texts online, whereas 30.2% reported
always having encountered those. The proportion of those who stated they had never
encountered English texts online was 1.2%. Similarly, 0.8% stated they never encountered
English videos online, while those who stated they always encountered videos online was
30.2%, and 36.8% stated they often encountered them. For English speaking and music, 45.9%
stated they always encountered those online, while the proportion for those stating they often
encountered them was 36.8%. Overall, the participants reported having encountered English
audio, texts, and videos frequently; the majority further stated they encountered those online

always or often.
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Table 4.1. Participants’ General Audio, Text, and Video Involvement in English Online

Never Rarely = Occasionally Sometimes Often Always
Grade Gender % % % % % %
How often do 9™ Male 8 1.7 8 5.8 14.0 5.8
you come Female .0 9.1 5.8 9.1 33.1 14.0
across Total 8 10.7 6.6 14.9 47.1 19.8
English texts o : : ’ : : ’
on the online 10"  Male .8 .8 1.7 4.1 11.6 13.2
platforms you Female .8 33 1.7 8.3 26.4 27.3
use? Total 1.7 4.1 33 12.4 38.0 40.5
Total Male .8 1.2 1.2 5.0 12.8 9.5
Female 4 6.2 3.7 8.7 29.8 20.7
Total 1.2 7.4 5.0 13.6 42.6 30.2
How often do 9™ Male .0 1.7 33 5.8 124 5.8
you come Female .8 5.8 8.3 14.0 28.1 14.0
across
. Total .8 7.4 11.6 19.8 40.5 19.8
English
Videos on the IOth Male 8 8 25 41 124 1 16
online Female .0 5.8 4.1 8.3 20.7 28.9
Plaf)fomls you Total 8 6.6 6.6 12.4 33.1 40.5
e Total Male 4 12 29 5.0 12.4 8.7
Female 4 5.8 6.2 11.2 244 21.5
Total .8 7.0 9.1 16.1 36.8 30.2
How often do 9™ Male .0 1.7 33 1.7 124 9.9
you come Female .0 1.7 2.5 9.1 30.6 273
across
Eneli Total .0 33 5.8 10.7 43.0 37.2
nglish
speaking & 10"  Male .0 .8 1.7 33 10.7 15.7
music on the Female .8 .8 33 4.1 19.8 38.8
Oiﬂtl?e Total .8 1.7 5.0 7.4 30.6 54.5
P Y Total Male 0 1.2 2.5 2.5 1.6 12.8
Female 4 1.2 2.9 6.6 25.2 33.1
Total 4 2.5 5.4 9.1 36.8 45.9

As for the research question regarding the gender and grade differences, the Mann-
Whitney U test was employed between 9™ and 10™ graders, and female and male participants.

The mean and median scores for genders and grades are presented in Table 4.2.
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Table 4.2. Mean, Median and Standard Deviation for Participants’ Encountering with
English Audio, Text, and Video Online

Grade
gth 1ot Total

Gender Gender Gender
M F Total M F Total M F Total
English texts Mean 3.66 352 356 4.00 404 402 384 3.77 3.79
Median  4.00 4.00 4.00 400 400 4.00 4.00 4.00 4.00
(SD) (1.19) (1.26) (1.24) (1.19) (1.13) (1.14) (1.19) (1.22) (1.21)
English videos Mean 360 348 351 390 393 392 376 3.70 3.71
Median  4.00 4.00 4.00 4.00 400 4.00 4.00 4.00 4.00
(SD) (1.12) (1.23) (1.20) (1.21) (1.25) (1.24) (1.17) (1.26) (1.23)
English speaking & Mean 389 412 405 421 433 429 4.05 422 4.17
music Median ~ 4.00 400 400 4.00 500 500 4.00 400  4.00
(SD) (1.18) (93) (1.01) (1.00) (1.02) (1.01) (1.10) (98  1.01)

In order to reveal the differences between genders and grades, The Mann-Whitney U

test was employed. First, the test result regarding the gender differences was presented in Table

4.3, and it was followed by the grade differences on the frequency of encountering English

audio, texts, and videos on online platforms.

Table 4.3. Mann-Whitney U Test Results Comparing the Frequency of Encountering with
English Audio, Text, and Video Online by Genders

Sum of
Gender N Mean Rank Ranks U zZ p
English texts Male 74 123.24 9120.0
6087.0 -272 785
Female 168 120.73 20283.0
English videos Male 74 122.38 9056.0
6151.0 -.135 .892
Female 168 121.11 20347.0
English speaking Male 74 115.13 8519.5
& music 5744.0 -1.018 309
Female 168 124.31 20883.5

As a result of the analysis presented in Table 4.3, no significant difference between the

female and males’ encountering frequency with English audio, texts, and video on online

platforms was revealed. The same procedure was applied to the grades and presented in Table

4.4.
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Table 4.4. Mann-Whitney U Test Results for Comparing the Frequency of Encountering with
English Audio, Text, and Video Online by Grades

Sum of
Grade N Mean Rank Ranks U z p
English texts gth 121 107.06 12954.5 .
5573.5 -3.396 .001
10t 121 135.94 16448.5
English videos gt 121 107.94 13060.5 .
5679.5 -3.146 .002
10t 121 135.06 16342.5
English speaking 9™ 121 111.28 13464.5 6083.5 5 460 014*
& music 10" 121 131.72 15938.5 ‘ ' '

kp < 01, *p < .05

Contrary to the comparison of genders with regards to their encountering with English
audio, text, and video online, the 9" and 10" graders differed in terms of frequency, as seen in
Table 4.4. For English texts online, 10" graders were revealed to encounter more frequently (M
=4.02, SD = 1.14) when compared with 9" graders (M = 3.56, SD = 1.24), and the difference
was statistically significant (p < .01). The same were recorded with the English videos; 10%
graders seemed to encounter with English videos online more (M = 3.92, SD = 1.24) when
compared to 9" graders’ encounter with English videos (M = 3.51, SD = 1.20, p <.05). And as
for the English speaking and music, again, 10" graders had more frequent encounter (M = 4.29,

SD = 1.01) in comparison to 9" graders (M = 4.05, SD = 1.01, p < .05).

In short, 10" graders significantly had a more frequent encounter with English audio,
text, and videos on online platforms in comparison to 9" graders. The effect sizes, however,
revealed that grade had a small effect on the frequency of encountering English texts (° =

.043), videos (7 = .038), and speaking & music (° = .021).

4.3. Students’ Involvement in Main Online Informal Learning of English Activities

The results related to the frequency of various online informal activities the participants
carried out in English are based on the questionnaire. Each activity, including watching films,
TV series, videos, listening to music, and playing digital games, was answered individually;
thus, the percentages for each activity are presented below separately with the gender and grade
variables. After investigating each activity in detail, the Chi-square test was employed to
investigate further the differences regarding involvement in the online informal activities

between genders and grades.
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4.3.1. Watching TV Series & TV Shows

As for the first online informal activity, the participants were asked how much time they
spent watching English-speaking TV series or TV shows in their leisure time. Table 4.5 presents
the frequencies by percentages. After evaluating the overall participation in the activity, the

gender and grade differences were investigated and presented.

Table 4.5. Participants Spent Time Watching English-speaking TV series & TV shows

How often do you watch English-speaking TV series & TV shows?

Once per Onceper Afew Anhour 1to3 3 hours
month or week or times per perday hours per and more

None less less week  orless day perday  Total

Grade Gender % % % % % % % %
ot Male 2.5 6.6 5.0 9.1 .8 5.0 .0 28.9
Female 6.6 11.6 7.4 17.4 9.1 13.2 5.8 71.1

Total 9.1 18.2 12.4 26.4 9.9 18.2 5.8 100.0

10" Male 4.1 5.8 1.7 5.8 5.0 6.6 33 322
Female 5.0 8.3 9.1 19.0 5.0 15.7 5.8 67.8

Total 9.1 14.0 10.7 24.8 9.9 223 9.1 100.0

Total Male 33 6.2 3.3 7.4 29 5.8 1.7 30.6
Female 5.8 9.9 8.3 18.2 7.0 14.5 5.8 69.4

Total 9.1 16.1 11.6 25.6 9.9 20.2 7.4 100.0

As seen in Table 4.5, 20% reported watching TV series or TV shows 1 to 3 hours every
day; and 7.4%, similarly, reported watching TV series or TV shows 3 hours and more daily. On
the other hand, 9.1% of the sample stated they do not watch any English-speaking TV series or
TV shows, while the most considerable proportion stated they watch a few times per week was
made 25.6% of the participants. Overall, the majority of the participants seemed to involve in

watching English-speaking TV series or shows weekly in their leisure time.

The Chi-square test did not show any significant differences between genders and

grades’ spent time watching TV series and shows in English.

4.3.1.1. Subtitle Preferences

With the purpose of further illustrating the TV viewing habits of learners in their
informal spaces, subtitle preferences were asked, that is, whether they watched dubbed, with
subtitles, or in the original language. Frequency and percentages regarding learners’ preferences
on subtitles while watching English-speaking TV series & TV shows were presented in Table

4.6.
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Table 4.6. Participants’ Subtitle Preferences while Watching English-speaking TV Series &
TV Shows

Never Rarely  Occasionally Sometimes  Often Always Total

Turkish dubbing f 128 38 14 14 23 3 220
% 582 17.3 6.4 6.4 10.5 1.4 100.0

Turkish subtitles f 8 19 16 28 74 75 220
% 3.6 8.6 7.3 12.7 33.6 34.1 100.0

English subtitles f 40 69 28 53 22 8 220
% 182 31.4 12.7 24.1 10.0 3.6 100.0

Without any subtitles f 102 52 19 22 20 5 220
% 464 23.6 8.6 10.0 9.1 23 100.0

As seen in Table 4.6, more than half of the students (58.2%) stated they never watched
English-speaking TV series and TV shows with dubbing, and 17.3% stated they rarely watched
with Turkish dubbing. On the other hand, 34.1% stated that they always watch with Turkish
subtitles, and 33.6% stated they often watch with Turkish subtitles; thus, the majority preferred
Turkish subtitles while watching English-speaking TV series and TV shows. Regarding
watching with English subtitles, the proportions stating they rarely watch with English subtitles
(31.4%) and they sometimes watch with English subtitles (24.1%) were close in proportion.
However, 18.2% stated they never watch English subtitled TV series and shows, whereas the
proportion for those stating they always watch with English subtitles was 3.6%. Lastly,
watching TV shows and series in their original format, that is, without any subtitles, seemed
not to be favoured by the students, as 46.4% stated they never watch without subtitles. However,
when mean scores for each subtitle preference were compared, the least favoured one appeared
watching TV series with Turkish dubbing (M = .98, SD = 1.44), and it was followed by watching
them without any subtitles (M = 1.19, SD = 1.45).

4.3.2. Watching Films

The frequency of watching films in English was collected individually, as the watch
time for the TV series and TV shows may differ from the films. The involvement with English-

speaking films of the participants is presented in Table 4.7 by percentages.

As shown in Table 4.7, 21.1% reported watching English-speaking films a few times a
month, and it is followed by the 19% who stated watching two or three times a week. While the
participants who never watch English-speaking films made up 9.1% of the sample, 11.2% stated
watching 3 or more films in a week. Taken together, nearly half of the participants seemed to

watch films weekly in their leisure time.
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Table 4.7. Participants’ Spent Time Watching English-speaking Films

How often do you watch English-speaking films?

More
A few A few 2to3 than 3
times per Once per times per Once per times per times per
None year month  month week week week Total
Grade Gender % % % % % % % %

ot Male 2.5 4.1 5.0 9.1 1.7 4.1 2.5 28.9
Female 7.4 9.1 9.9 12.4 9.1 15.7 7.4 71.1
Total 9.9 13.2 14.9 21.5 10.7 19.8 9.9 100.0
10" Male 2.5 4.1 1.7 7.4 5.8 5.8 5.0 322
Female 5.8 8.3 4.1 13.2 16.5 12.4 7.4 67.8
Total 8.3 12.4 5.8 20.7 223 18.2 12.4 100.0
Total Male 2.5 4.1 33 8.3 3.7 5.0 3.7 30.6
Female 6.6 8.7 7.0 12.8 12.8 14.0 7.4 69.4
Total 9.1 12.8 10.3 21.1 16.5 19.0 11.2 100.0

Similar to the findings on English-speaking TV series and TV shows watching, the spent

time watching films appeared to be unaffected by the gender or grade variable.

4.3.2.1. Subtitle Preferences

In addition to investigating participants’ spent time on English-speaking films, their
subtitle preferences for watching films were also directed through 4 Likert-type items (I/tems
10a, 10b, 10c, 10d) so that their involvement with English via films were to be demonstrated.
The frequencies and percentages regarding their subtitle preferences while watching English-

speaking films were presented in Table 4.8.

Table 4.8. Participants’ Subtitle Preferences while Watching English-speaking Films

Never Rarely  Occasionally Sometimes  Often Always Total

Turkish dubbing f 123 40 12 16 21 8 220
% 559 18.2 5.5 7.3 9.5 3.6 100.0

Turkish subtitles f 7 23 21 22 73 74 220
% 32 10.5 9.5 10.0 332 33.6 100.0

English subtitles f 53 65 23 47 27 5 220
%  24.1 29.5 10.5 214 12.3 2.3 100.0

Without any subtitles f 115 56 16 15 16 2 220
% 523 25.5 7.3 6.8 7.3 9 100.0

According to the results, as presented in Table 4.8, watching English-speaking films
with Turkish dubbing and without any subtitles was the least preferred, since 55.9% stated they
never watch with Turkish dubbing and 52.3% stated they never watch without any subtitles.
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However, watching without any subtitles seemed less favoured compared to watching it with
Turkish dubbing; while 18.2% stated they rarely watch with Turkish dubbed, the proportion
rarely stating watching without any subtitles was 25.5%. When it comes to watching English-
speaking films with Turkish subtitles, 33.2% stated they often did, whereas 33.6% stated they
always use Turkish subtitles for watching English-speaking films. English subtitles, on the
contrary, were not favoured among the participants; 24.1% stated they never watched English-
subtitled films, whereas 29.5% stated they rarely use English subtitles while watching. When
mean scores for each subtitle preference were calculated, though, watching films with English
subtitles (M = 1.75, SD = 1.45) were favoured more when compared to watching them with

Turkish dubbing (M = 1.07, SD = 1.53).

4.3.3. Watching Videos

Apart from watching films and series, watch time for online videos may vary widely, as
the videos could be uploaded by individuals. The frequency of viewing videos online was

gathered through ltems 13a, 13b, and 13c and presented using percentages in Table 4.9.

Table 4.9. Participants’ Spent Time Watching English-speaking Videos

How often do you watch English-speaking videos on video sharing and streaming platforms?

More
Onceper 1hour Afew 2hours than2
Hardly month or per week hours per per day hours per

None ever less or less week or less day Total

Grade Gender % % % % % % % %
ot Male .8 .8 6.6 4.1 8.3 4.1 4.1 28.9
Female 5.8 5.8 17.4 8.3 14.0 13.2 6.6 71.1

Total 6.6 6.6 24.0 12.4 223 17.4 10.7 100.0

10" Male .0 .0 4.1 5.0 9.9 8.3 5.0 322
Female 5.0 1.7 7.4 12.4 15.7 15.7 9.9 67.8

Total 5.0 1.7 11.6 17.4 25.6 24.0 14.9 100.0

Total Male 4 4 5.4 4.5 9.1 6.2 4.5 30.6
Female 54 3.7 12.4 10.3 14.9 14.5 8.3 69.4

Total 5.8 4.1 17.8 14.9 24.0 20.7 12.8 100.0

It can be seen from the data in Table 4.9 that 24% stated they spent a few hours a week
watching English-speaking videos online, and it was followed by the 20.7% who stated they
watch videos on a daily basis. On the contrary, the participants who reported never watching

videos online made up 5.8% of the sample, while the proportion for the ones stating they hardly
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watch those was found to be 4.1%. Overall, the majority of the participants appear to watch

English-speaking videos online on a daily basis.

No difference in the frequency of watching videos online was found regarding the

gender and grade variables.

4.3.3.1. Subtitle Preferences

In line with the investigation of English-speaking films and TV series & shows, the
preferences for video watching in English were asked to the participants to discover their
engagement with English through videos online. Contrary to the subtitle preferences regarding
film and TV watching, however, there were 3 items (ltems [4a, 14b, 14c) investigating the
subtitle preference on watching videos since online videos are not dubbed. The frequencies and
percentages regarding the participants’ subtitle preferences while watching English-speaking

videos were presented in Table 4.10.

Table 4.10. Participants’ Subtitle Preferences while Watching English-speaking Videos

Never Rarely Occasionally Sometimes  Often Always Total

Turkish subtitles f 44 54 31 38 43 18 228
% 193 23.7 13.6 16.7 18.9 7.9 100.0

English subtitles f 38 43 36 59 40 12 228
% 167 18.9 15.8 25.9 17.5 53 100.0

Without any subtitles f 47 45 24 30 57 25 228
% 206 19.7 10.5 13.2 25.0 11.0 100.0

As seen in Table 4.10, 23.7% stated that they rarely watch English-speaking videos with
Turkish subtitles; furthermore, 19.3% stated they never watch with Turkish subtitles. On the
contrary, 25% stated that they often watch without subtitles, while the proportion for those
stating they always watch without subtitles was 11%. For watching English-subtitled videos,
25.9% stated they sometimes, and 18.9% stated they rarely watched those. Overall, it seemed
that none of the subtitle preferences was dominant over any other. However, watching without
any subtitles (M = 2.35, SD = 1.74) slightly had higher mean score than watching with Turkish
subtitles (M = 2.16, SD = 1.50) and English subtitles (M = 2.16, SD = 1.62).
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4.3.4. Listening to English Music

Beside the media viewing frequency of the participants, their involvement in listening
to music or podcasts is obtained through the questionnaire (/tem 11). The frequency of listening

to music and podcasts are presented in Table 4.11 by percentages.

Table 4.11. Participants’ Spent Time Listening to English Music

How often do you listen to English-speaking music?

More
Onceper 1hour A few 1 hour than1
Hardly month or per week hours per perday hour per

None ever less or less week or less day Total

Grade Gender % % % % % % % %
ot Male 2.5 1.7 1.7 33 4.1 7.4 8.3 28.9
Female .8 4.1 7.4 33 10.7 13.2 314 71.1
Total 33 5.8 9.1 6.6 14.9 20.7 39.7 100.0
10t" Male .0 .8 1.7 2.5 5.8 9.9 11.6 322
Female 1.7 .8 1.7 33 9.9 16.5 339 67.8
Total 1.7 1.7 33 5.8 15.7 26.4 45.5 100.0
Total Male 1.2 1.2 1.7 29 5.0 8.7 9.9 30.6
Female 1.2 2.5 4.5 33 10.3 14.9 32.6 69.4
Total 2.5 3.7 6.2 6.2 15.3 23.6 42.6 100.0

As for the music and podcasts, 42.6% reported listening to music and podcast more than
1 hour per day, and it was followed by the 23.6% who stated spending 1 hour or less every day
on listening to music and podcasts in their leisure time. As seen in Table 4.11, only 2.5% of the
participants stated that they do not listen to English music or podcasts, and 3.7% reported they
rarely listen to music and podcasts. From these results, it is safe to say that majority of the

participants listen to English music and podcast daily.

Furthermore, the Chi-square test revealed that none of the grade and gender differences
was significant regarding the frequency of attending to listening to music and podcast in

English.

4.3.5. Playing Video Games

In order to obtain participants’ involvement in video games, two questions are asked
regarding the game modes, namely single or multi-player video games (Items 19a, 19b). Since
the nature of interaction in those game modes may vary as the player of a single-player video

game interact only with the game, rather than other players as in the multi-player video games,
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two separate questions are employed to obtain the answers. First, participants’ involvement in
the single-player video games is presented with percentages. After presenting the involvement
in the single-player video games, the gender and grade differences in terms of involvement
were investigated and reported. Consequently, the multi-player video game involvement of the
participants was presented using percentages, and differences among variables were calculated
using the Chi-square test, as used to investigate the single-player video gaming frequencies and

the gender and grade differences.

4.3.5.1. Single-player Video Games

Participants’ frequency of playing single-player video games was obtained through I/tem
19a and presented in Table 4.12. After presenting the participants’ overall involvement in the
single-player video games in English, the gender and grade differences were investigated

correspondingly.

Table 4.12. Participants’ Spent Time Playing Single-player Video Games in English

How often do you play single-player video games in English?

A few More
times per 1 hour 1to3 3to5 5to7 than 1
month or per week hours per hours per hours per hour per

None less or less week week week day Total

Grade Gender % % % % % % % %
ot Male 5.0 4.1 5.0 2.5 33 33 5.8 28.9
Female 37.2 14.9 7.4 5.0 33 0 33 71.1
Total 42.1 19.0 12.4 7.4 6.6 33 9.1 100.0
10" Male 6.6 7.4 4.1 8 33 1.7 8.3 322
Female  22.3 23.1 5.0 9.1 4.1 0 4.1 67.8
Total 28.9 30.6 9.1 9.9 7.4 1.7 124 100.0
Total Male 5.8 5.8 4.5 1.7 33 2.5 7.0 30.6
Female  29.8 19.0 6.2 7.0 3.7 0 3.7 69.4
Total 35.5 24.8 10.7 8.7 7.0 25 10.7 100.0

As seen in Table 4.12, 35.5% of the participants stated not playing single-player video
games, while 24.8% of them reported playing a few times or less in a month. On the other hand,
the participants who reported playing single-player video games for more than one hour a day
made up 10.7% of the sample. Regarding the “None” option for gender, proportions differed
considerably between males (29.8%) and females (5.8%). The Chi-square test was employed

to reveal whether the difference was significant, and the result was presented in Table 4.13.
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Table 4.13. Participants’ Spent Time Playing Single-player Video Games by Gender

How often do you play single-player video games in English?

A few
times per 1 hourper 1to3 3to5 5to7 More than
month or week or hours per hours per hours per 1 hour per
None less less week week week day Total
Male f 14 14 11 4 8 6 17 74
% 189 18.9 14.9 5.4 10.8 8.1 23.0 100.0
Female f 72 46 15 17 9 0 9 168
% 429 27.4 8.9 10.1 5.4 .0 54 100.0
Total f 86 60 26 21 17 6 26 242
% 355 24.8 10.7 8.7 7.0 2.5 10.7 100.0

The Chi-square test revealed a significant difference between genders’ spent time on
single-player video gaming. As can be seen in Table 4.13, though the single-player video games
are not preferred overall; males in total spend much more time when compared to females, as
only 18.9% of the male participants reported not playing any single-player games, while
females with the proportion of 42.9% reported not playing the single-player video games. In
the same vein, 23% of the male participants reported spending more than one hour in a day on
single-player video gaming; on the contrary, only 5.4% of females reported spending that much
time respectively. Accordingly, further analysis revealed moderate relationship using Cramer’s

V(x> =43.40,df=6,p <.001, ¢ = .42).

When the frequency of playing single-player video games between 9" and 10% graders

was compared, no significant difference appeared as a result of Chi-square tests.

4.3.5.2. Multi-player Video Games

Participants’ frequency of playing multi-player video games was obtained through Iltem
19b. The percentages for each option were presented in Table 4.14 by gender and grade. The
demonstration of overall participation was followed by the comparison of the differences

between the genders and grades regarding spent time on multi-player video gaming.

As seen in Table 4.14, 43% reported not playing any multi-player video games in
English. The participants who stated playing more than 1 hour per week made up 31% of the
sample, while 13.6% of them reported playing more than 1 hour per day. 26% stated not playing
multi-player games regularly, as they spend 1 hour per week or less playing those games in

their leisure time.
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Table 4.14. Participants’ Spent Time Playing Multi-player Video Games in English

How often do you play multi-player video games in English?

A few More
times per 1 hour 1to3 3to5 5to7 than 1
month or per week hours per hours per hours per hour per
None less or less week week week day Total
Grade Gender % % % % % % % %
ot Male 33 33 4.1 2.5 1.7 5.0 9.1 28.9
Female  44.6 14.0 5.8 33 .0 1.7 1.7 71.1
Total 47.9 17.4 9.9 5.8 1.7 6.6 10.7 100.0
10" Male 5.0 2.5 .8 1.7 4.1 6.6 11.6 322
Female  33.1 17.4 4.1 5.0 .8 2.5 5.0 67.8
Total 38.0 19.8 5.0 6.6 5.0 9.1 16.5 100.0
Total Male 4.1 2.9 2.5 2.1 2.9 5.8 10.3 30.6
Female  38.8 15.7 5.0 4.1 4 2.1 33 69.4
Total 43.0 18.6 7.4 6.2 33 7.9 13.6 100.0

participants. As appeared in the results for single-player games, the “Never” option differed

Overall, playing multi-player video games in English was not preferred by the

considerably between female (4.1%) and male (38.8%) participants. A Chi-square test was

employed to examine the difference. Table 4.15 presents the number of learners and

percentages for each option.

Table 4.15. Participants’ Spent Time Playing Multi-player Video Games by Gender

How often do you play multi-player video games in English?

A few
times per 1 hourper 1to3 3to5 5to7 More than
month or week or hours per hours per hours per 1 hour per
None less less week week week day Total
Male f 10 7 5 7 14 25 74
% 135 9.5 8.1 6.8 9.5 18.9 33.8 100.0
Female f 94 38 12 10 1 5 8 168
%  56.0 22.6 7.1 6.0 .6 3.0 4.8 100.0
Total f 104 45 18 15 19 33 242
%  43.0 18.6 7.4 6.2 3.3 7.9 13.6 100.0

In line with the findings of the single-player video game involvement of the genders,

the Chi-square test revealed significant gender differences regarding the spent time on the

multi-player video games; consequently, the gender had found to be a large effect on the spent

time as a result of Cramer’s V (y*> = 87.00, df = 6, p <.001, ¢ = .60). It is apparent from Table

4.15 that only 4.8% indicated spending more than 1 hour per day on multi-player video games
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within the female sample, while 33.8% of the male sample indicated the same spent time.
Likewise, the participants who reported not playing any multi-player video games among the
genders differed, as 56% of females indicated not playing while the proportion among the males

was recorded as 13.5%.

On the contrary to the gender differences, no significant difference between the 9™ and

10™ grades was evident in terms of spending time on multi-player video games in English.

4.3.5.2.1. Multi-player Video Gaming Interactions

4 items in the questionnaire ({tems 20a, 20b, 20c, 20d) further asked the participants
who stated playing multi-player video games in English to rate the frequency of interactions
during the gameplay, including speaking with other players, typing to other players, listening
other players’ talking, and reading other players’ messages or text in the game. The frequencies

and percentages are given in Table 4.16.

Table 4.16. Participants’ Frequency of Interaction while Playing English-speaking Multi-
player Video Games

Never Rarely  Occasionally Sometimes  Often Always Total"

Speaking f 50 33 21 18 31 18 171
% 292 19.3 12.3 10.5 18.1 10.5 100.0

Typing f 25 22 21 24 48 31 171
% 146 12.9 12.3 14.0 28.1 18.1 100.0

Listening to other  f 35 28 25 30 35 18 171
players” talking o, 595 16.4 14.6 17.5 205 10.5 100.0

Reading other 27 21 18 24 57 24 171
players’ typing/texts o, |5g 12.3 10.5 14.0 333 14.0 100.0

* Number of participants who stated they play English-speaking multi-player video games

Among 171 multi-player video game players, 29.2% stated that they never speak in
English, and 19.3% of them reported speaking in English rarely throughout the gameplay (Table
4.16). Those stating they often speak in English with other players were made up 18.1%, and
the proportion for the players stating they always speak was 10.5%. Thus, the players seemed
not to prefer speaking in English during the gameplay. Contrary to the speaking with other
players, 28.1% stated they often typed to other players in English during the gameplay, and
18.1% stated they always typed in English. The proportion of those stating they never type in
English during gameplay was 14.6%. Though typing in English appeared more favoured by
players when compared to speaking in English, overall, both speaking and typing in English
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did not seem to be prevalent among the players. With regard to listening to other players talking
in English during gameplay, only 10.5% stated they always listened, and 20.5% stated they
often listened to other players talking in the game. However, the other 20.5% reported not
listening to others, while the proportion for those stating they rarely listened to others was
16.4%. Overall, the players did not favour listening to other players’ speaking in English. In
contrast, players seemed to involve in reading other players’ texts in English, as 33.3% stated
they often read those, while 14% stated they always read the texts. Yet, 15.8% reported not
reading others’ text in English. When the mean scores for 4 interaction types during the

gameplay were investigated, typing in English to the other players in the game (M = 2.82, SD

1.72) and reading other players’ text or typing in English during the gameplay (M = 2.79, SD
= 1.70) were more common among the players when compared to listening other players’
speaking in English (M = 2.33, SD = 1.68) and speaking in English with other players (M =
2.01, SD = 1.78) during the gameplay.

4.4. Learners’ Involvement in Additional Online Informal Activities Carried out in
English

Apart from the main activities carried out online in English, the questionnaire gathered
the data regarding other activities such as messaging using English (Items 15a, 15b), using
English on social media platforms (ltems [4a, 14b, 14c), or language preferences of the
participants while using search engines (/tems 16a, 16b) and devices ({tem 17). The frequency
for each activity was collected through the employed Likert scale, including statements as
follows; Never, Rarely, Occasionally, Sometimes, Often, and Always. Percentages were given
for each activity with the gender and grade variables. The mentioned additional activities are
presented under three sections according to the platforms and the activity types, and an
overview of frequencies was followed by the analysis of the gender and grade differences using

The Mann-Whitney U tests at the end of each section.

4.4.1. Using English on Social Media Platforms

To reveal participants’ involvement with English in social media, three questions (/tem
14a, 14b, 14c) which focused on the viewing habits of English content and using English to
interact with the social media posts were addressed. The percentages of each option were

offered in Table 4.17 by gender and grade.
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Table 4.17. Participants’ Social Media Habits Carried out in English

Never Rarely  Occasionally Sometimes Often Always

Grade Gender % % % % % %

How often do 9™ Male 31.1 6.8 4.1 14 4.1 .0
you s:hare Female 19.6 7.7 10.1 8.3 3.0 24
fgﬁg;}; on Total 23.1 7.4 8.3 6.2 33 1.7
social media? 10®  Male 24.3 8.1 4.1 10.8 4.1 1.4
Female 11.9 10.1 7.7 10.1 6.0 3.0

Total 15.7 9.5 6.6 10.3 5.4 2.5

Total Male 55.4 14.9 8.1 12.2 8.1 1.4

Female 31.5 17.9 17.9 18.5 8.9 5.4

Total 38.8 16.9 14.9 16.5 8.7 4.1

How often do 9™ Male 9.5 54 2.7 13.5 6.8 9.5
you follow Female 4.2 7.1 3.0 10.7 14.3 11.9
2E§O£§I$M Total 5.8 6.6 2.9 11.6 12.0 11.2
English 10" Male 1.4 0 9.5 12.2 16.2 13.5
content on Female 3.0 3.6 1.8 5.4 14.3 20.8
social media? Total 2.5 2.5 4.1 7.4 14.9 18.6
Total Male 10.8 54 12.2 25.7 23.0 23.0

Female 7.1 10.7 4.8 16.1 28.6 32.7

Total 8.3 9.1 7.0 19.0 26.9 29.8

How often do 9™ Male 16.2 10.8 4.1 2.7 8.1 5.4
you write ) Female 18.5 10.7 6.5 8.9 3.6 3.0
ggﬁ“;‘flnéim Total 17.8 10.7 5.8 7.0 5.0 3.7
social media? 10" Male 9.5 14.9 6.8 10.8 54 5.4
Female 13.1 5.4 7.1 12.5 6.0 4.8

Total 12.0 8.3 7.0 12.0 5.8 5.0

Total Male 25.7 25.7 10.8 13.5 13.5 10.8

Female 31.5 16.1 13.7 21.4 9.5 7.7

Total 29.8 19.0 12.8 19.0 10.7 8.7

As for the first question investigating the participants’ frequency of sharing English
content on the social media platforms, 38.8% stated they never share English content through
the social media platforms, and it is followed by the 16.9% who rarely share content. 4.1% of
the participants reported they always share, and 8.7% stated they often share English content
(Table 4.17). Overall, sharing English content on social media platforms was not preferred by

the participants.

When the second question was investigated, on the contrary to the sharing habits, the
participants stated they frequently follow and thus view English content on social media. 29.8%

stated always, and 26.9% often stated they follow the social media accounts which share
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English content. Those who reported never following the mentioned accounts made up 8.3% of

the participants, while 9.1% indicated that they rarely follow those accounts (Table 4.17).

The next question asked informants how often they write comments in English on social
media platforms to assess their public participation using English online. Accordingly, the
majority of the participants reported not writing English comments frequently on social media.
This finding aligns with their preference for sharing English content. 29.8% stated they never
write comments in English, and it is followed by 19% of the participants who rarely write
comments on social media (Table 4.17). When compared to the results on sharing habits of the
participants, a higher proportion of participants who stated they always write comments in
English on social media was recorded. Additionally, 19% stated they sometimes write

comments using English on social media platforms.

Taken together, the results regarding participants’ involvement with English on social
media platforms suggest that they mainly preferred following the account that shares content in
English, while sharing English content and writing comments in English on social media
platforms were not favoured. Even though both sharing and commenting were not prevalent in
general, the participants reported a higher frequency of writing comments in English on social

media.

Table 4.18. Mean, Median and Standard Deviation for Participants’ Involvement in Social
Media in English

Grade
gt 1ot Total
Gender Gender Gender
M F Total M F Total M F Total
Sharing Content on Mean 74 150 128 136 194 175 1.07 1.71 1.52

Social Media Median 00 1.00 100 100 200 100 .00 200  1.00

(SD) (1.27) (1.51) (1.48) (1.55) (1.57) (1.58) (1.45) (1.55) (1.54)
Following Accounts Mean 266 316 3.02 356 378 371 3.14 346 3.36
Median  3.00 4.00 3.00 4.00 400 4.00 3.00 4.00 4.00
(SD) (1.80) (1.60) (1.67) (1.21) (1.52) (1.42) (1.57) (1.59) (1.59)
Commenting on Social ~ Mean 1.83 156 164 208 215 212 196 1.85 1.88
Media Median 1.00 1.00 1.00 2.00 200 2.00 2.00 1.00 1.00
(SD) (1.85) (1.57) (1.65) (1.61) (1.68) (1.65) (1.72) (1.65) (1.67)

Within the aims of research question 2.4, a mean score obtained for each item was

compared between the genders and grades using The Mann-Whitney U tests to investigate the
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gender and grade differences regarding the social media habits carried out in English. The mean
scores of each social media activity carried out in English were presented in Table 4.18,

including the mentioned variables.

In order to assess gender differences in social media activities, including sharing English
content, following English sharing accounts, and commenting in English, the Mann-Whitney

U test was employed, and the results were presented in Table 4.19.

Table 4.19. Mann-Whitney U Test Results Comparing Social Media Activity Frequency by Gender

Sum of

Gender N Mean Rank Ranks U z p
Sharing Content ~ Male 74 100.36 7426.5 »
onSocial Media  pemale 168 130.81 29765 o 2700
Following Male 74 109.36 8093.0
Accollnfg Female 168 126.85 oi3100 o0 B0 066
Commentingon  Male 74 124.95 9246.0
SocialMedia  pepale 168 119.98 01570 00 0 00
**p <.01.

As a result of the test given in Table 4.19, the only item significantly differed between
genders was the frequency of sharing English content on the social media accounts; that is, the
female participants significantly reported sharing more content in English (M =1.71, SD = 1.55)
when compared to the male’s sharing frequency (M = 1.07, SD = 1.45, p < .01). Other items
concerning the frequency of following English content sharing accounts and commenting in
English did not differ between female and male participants, as can be seen from Table 4.19.
When the effect size was calculated, it was found that the gender had very small on sharing

English content on social media.

After analyzing the gender differences in English involvement on social media, in the
same vein, the grade variable was investigated to reveal whether 9" and 10" graders had
differed in terms of their using English on social media. To assess the grade difference, The
Mann-Whitney U test was used, and the results obtained from the test are presented in Table

4.20.
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Table 4.20. Mann-Whitney U Test Results Comparing Social Media Activity Frequency by
Grades

Sum of

Grade N Mean Rank Ranks U z p
Sharing Content 9™ 121 110.73 13398.5 .
on Social Media y 121 132.27 16004.5 017> 2484 03
Following gth 121 106.57 12895.5 "
Accounts 10 121 136.43 16507.5 Pl 4t 00
Commentingon 9™ 121 111.17 13451.0 .
Social Media 10 121 131.83 159520 000 230D

*p < .05., **p < 01.

The results of the analysis, as presented in Table 4.20, revealed that the grades differed
with regard to involvement in social media activities in English. 9" graders were found to
involve less frequently when compared to the 10" graders, especially in following English
content sharing social media accounts (p <.001), and subsequently commenting in English (p
< .05) and sharing English content on social media (p < .05). Further inspection of the effect
size indicated that the grade had a very small effect on involving sharing English contents (°
= .024), following accounts that share English contents (7° = .045), and writing English

comments (7 = .022).

4.4.2. Using English while Messaging

Two items in the questionnaire (ltems [5a and 15b) measured the extent to which the
participants use English in their daily communication with individuals online. In addition to the
question to reveal their messaging frequency in English, the second question regarding their
preferences for sharing content in English via message was also addressed with the purpose of
discovering English use throughout their interaction with the individuals. The percentages
regarding the messaging in English and sharing content via messaging were presented by

gender and grades in Table 4.21.

The first question asked the informants about their frequency of using English while
messaging. As seen in the top half of Table 4.21, 25.6% of the participants reported that they
never use English for messaging someone, and it is followed by the 26% stating that they rarely
do it. Those who reported they always use English made up 3.7% of the participants, while the
proportion for the ones who often use English while messaging was 15.3%. Overall, the

participants did not prefer using English in their personal communication with others, similar
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to the results regarding their preference for writing comments and content sharing in English

on social media platforms where they could reach more people.

Table 4.21. Participants’ Messaging Habits Carried out in English

Never Rarely = Occasionally Sometimes Often Always
Grade Gender % % % % % %

How often do 9"  Male 12.2 13.5 8.1 2.7 10.8 0
you message Female  19.0 13.1 7.1 6.0 4.8 1.2
SOMEONE 1 Total 16.9 13.2 7.4 5.0 6.6 8
English on
social media 10" Male 5.4 17.6 4.1 8.1 13.5 4.1
platforms or Female  10.1 10.7 9.5 9.5 6.5 2.4
messaging Total 8.7 12.8 7.9 9.1 8.7 2.9
apps* Total Male 17.6 31.1 122 10.8 243 41

Female  29.2 238 16.7 15.5 11.3 3.6

Total 25.6 26.0 15.3 14.0 15.3 3.7
How often do 9™ Male 12.2 9.5 2.7 8.1 9.5 5.4
you share Female  11.9 4.8 8.3 9.5 11.9 48
English Total 12.0 6.2 6.6 9.1 112 5.0
content with
someone via 10" Male 6.8 5.4 9.5 8.1 10.8 12.2
texting on Female 5.4 6.5 3.6 11.3 11.3 10.7
social media Total 5.8 6.2 5.4 10.3 11.2 11.2
platforms or | Mal ] 14 12.2 16.2 203 17.6
messaging Total Male 8.9 9 . . . .
apps? Female  17.3 11.3 11.9 20.8 232 15.5

Total 17.8 12.4 12.0 19.4 223 16.1

For the second question, which sought to discover the participants’ habits of sharing
English content readily available online to individuals via messaging, 22.3% reported they often
share the content through messaging someone. 19.4% stated they sometimes messaged the
English contents and followed by 17.8% who reported never messaged the contents (Table
4.21).

Overall, the preference for sharing English content with others through messaging was
seemed moderate among the participants; however, more preferable when compared to typing
the message in English. Similarly, the participants favoured sharing English content via
messaging to the individuals over sharing them on their social media accounts, which are

accessible by larger audiences.

To answer the research question regarding the differences between grades and genders
on the spent time messaging, median and mean scores for variables were computed and
presented in Table 4.22, following with the Mann-Whitney U test to analyze the difference in

spent time regarding the variables.
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Table 4.22. Mean, Median and Standard Deviation for Participants’ Involvement in
Messaging in English

Grade
gth 1ot Total
Gender Gender Gender
M F Total M F Total M F Total
Messaging Mean .71 137 147 236 198 210 205 1.67 1.79

Median ~ 1.00 1.00 1.00 200 200 2.00 200 100 1.00
(SD) (1.51) (1.44) (1.46) (1.60) (1.50) (1.54) (1.58) (1.50) (1.53)
Sharing Content via Mean 220 237 232 290 3.00 297 257 2.68 2.64
Message Median ~ 2.00 3.00 3.00 3.00 3.00 3.00 3.00 3.00 3.00
(SD) (1.81) (1.69) (1.72) (1.71) (1.66) (1.67) (1.78) (1.70) (1.72)

First, the gender variable was assessed in order to reveal differences between female
and male participants on spent time messaging, including texting someone in English and
sharing English content with someone via message. Consequently, the Mann-Whitney U were

employed, and the results were presented in Table 4.23.

Table 4.23. Mann-Whitney U Test Results Comparing Messaging Activity Frequency by
Genders

Sum of
Gender N Mean Rank Ranks U V4 p
Messaging Male 74 133.61 9887.5
5319.5 -1.898 .068
Female 168 116.16 19515.5
Sharing Content Male 74 118.95 8802.0 6027.0 183 702
via Message Female 168  122.63 20601.0 ' ' ‘

Though males seemed more involved English messaging (M = 2.05, SD = 1.58)
compared with females (M = 1.67, SD = 1.50), no significant difference appeared as a result of
the Mann-Whitney test (p > .05), as seen in Table 4.23. For sharing English content via
message, in line with the results of messaging, no significant difference was recorded between

males and females on spent time (p > .05).

For the grade variable, the same procedure was followed; that is, the Mann-Whitney U
test was employed to reveal the difference regarding the spent time on messaging in English

within the variable, 9" and 10" graders. The mentioned test results are shown in Table 4.24.
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Table 4.24. Mann-Whitney U Test Results Comparing Messaging Activity Frequency by
Grades

Sum of
Grade N Mean Rank Ranks U V4 p
Messaging gt 121 107.12 12961.5 "
5580.5 -3.269 .001
10t 121 135.88 16441.5
Sharing Content 9™ 121 108.57 13137.0 5756.0 2920 003"
via Message 10% 121 13443 16266.0 ' ' ‘

*kp < 01,

Contrary to the findings of investigating the gender and spent time on messaging, the
grade variable was found to differ in terms of spent time on English messaging activities of
participants. 9" graders spent much less time (M = 1.47, SD = 1.46) when compared to 10™
graders (M = 2.10, SD = 1.72) on messaging in English with someone. In line with the
messaging, 9" graders spent less time sharing English content with someone via message (M =
2.97, SD = 1.67, p < .01) than the 10" graders. The effect size calculation revealed that grade
had a small effect on messaging English with someone (5° = .042) and sharing English content

with someone via messaging (7° = .034).

4.4.3. Using Search Engines and Digital Devices in English

To determine the participants’ involvement with English while using the search engines
and surfing on the internet and their preferences on device language, three questions were
addressed (Items 16a, 16b, 17). The percentages regarding answers were given by gender and

grades in Table 4.25.

As for the first question focusing on using English for searching on the web, 27.3%
stated they sometimes use English, and 24.8% stated they often use it (Table 4.25). Those
results were followed by 19% stating that they occasionally use it, while the proportion for
those who stated never using English for search engines was 6.6%. In sum, using English while

searching on the web was somewhat preferable for the participants.

The findings regarding the question aimed to investigate the participants’ reading of the
English content they searched on the web showed that 25.2% stated they sometimes read them,
whereas 19.8% of them reported that they rarely read those contents. 19% stated they often read
English contents they searched on the web, and %10.7 reported they always read them (Table
4.25).
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Table 4.25. Participants’ Language Preferences while Using Search Engines and Digital
Devices

Never Rarely = Occasionally Sometimes Often Always

Grade Gender % % % % % %

How often do 9™ Male 2.7 10.8 5.4 14.9 12.2 1.4
you search in Female 5.4 10.1 10.7 13.7 8.9 2.4
fvr;fll;sﬂsmg . Total 45 10.3 9.1 14.0 9.9 2.1
search 10" Male 14 6.8 9.5 17.6 14.9 2.7
engine? Female 24 7.1 10.1 11.3 14.9 3.0
Total 2.1 7.0 9.9 13.2 14.9 2.9

Total Male 4.1 17.6 14.9 324 27.0 4.1

Female 7.7 17.3 20.8 25.0 23.8 5.4

Total 6.6 17.4 19.0 27.3 24.8 5.0

How often do 9% Male 2.7 14.9 4.1 10.8 9.5 54
you read the Female 8.3 9.5 11.9 10.1 7.1 4.2
fgfiﬁ;ﬂlyou Total 6.6 11.2 9.5 10.3 7.9 45
searched for 10®  Male 14 9.5 8.1 16.2 9.5 8.1
online? Female 3.0 8.3 6.0 14.3 11.9 5.4
Total 2.5 8.7 6.6 14.9 11.2 6.2

Total Male 4.1 24.3 12.2 27.0 18.9 13.5

Female 11.3 17.9 17.9 244 19.0 9.5
Total 9.1 19.8 16.1 25.2 19.0 10.7

How often do 9™ Male 10.8 14.9 6.8 8.1 2.7 4.1
you use your Female 16.7 10.1 6.0 6.5 3.6 8.3
dE?l\gl(i:}Sl;n Total 14.9 11.6 62 7.0 33 7.0
10" Male 12.2 13.5 6.8 6.8 6.8 6.8

Female 11.9 7.1 7.7 6.0 3.6 12.5

Total 12.0 9.1 7.4 6.2 4.5 10.7

Total Male 23.0 28.4 13.5 14.9 9.5 10.8

Female 28.6 17.3 13.7 12.5 7.1 20.8

Total 26.9 20.7 13.6 13.2 7.9 17.8

Beside using English for searching and reading English content on the web, the last
question was asked informants how often they use their digital devices in English. Accordingly,
the participants did not seem to prefer using their devices in English since 26.9% stated they
never use them in English. The proportion was followed by the 20.7% who reported rarely using
the language for their digital devices. On the other hand, those who said they always use their
devices in English made up 17.8% of the population. Taken together, though there was a general
tendency among the participants not to use the digital devices in English, a considerable ratio

was noted for those who always prefer using English as the system language for their devices.

Three items on the questionnaire measured the extent to which the participants use or

view English online apart from their involvement with English on social media platforms and
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through messaging. As presented in Table 4.25, the participants’ preference for using English
on the web for both searching and reading appeared moderate. Using English for the system
language of their digital devices was not seemed to be desired by the majority of the
participants; however, the portion of those who reported always using English for their devices

was noticeably high.

For the research question aimed to assess the differences between genders and grades,
in line with the previous procedures, the mentioned activities related to using English on search
engines and digital devices were examined separately in accordance with the variables. The
mean and median scores regarding the spent time on English web search, reading of English
websites, and device language was presented in Table 4.26 with the grade and gender variables
accordingly. Further analysis on spent time and variables were presented, beginning with the

gender variable.

Table 4.26. Mean, Median and Standard Deviation for Participants’ Language Preferences
while Using Search Engines and Digital Devices

Grade
gt 10t Total
Gender Gender Gender
M F Total M F Total M F Total
Searching on Search Mean 257 235 241 287 278 281 273 256 2.61

Engines Median  3.00 2.00 3.00 3.00 3.00 3.00 3.00 3.00 3.00
(SD) (1.33) (1.38) (1.36) (1.20) (1.32) (1.28) (1.26) (1.37) (1.33)
Reading Websites Mean 254 221 231 290 282 284 273 251 257

Median  3.00 2.00 2.00 3.00 300 300 300 300 3.00
(SD) (1.54) (1.52) (1.53) (1.39) (1.42) (1.41) (1.46) (1.50) (1.49)
Device Language Mean 177 191 187 205 240 229 192 215 208
Median 1.00 1.00 100 200 2.00 200 1.00 200  2.00
(SD) (1.55) (1.84) (1.76) (1.75) (1.93) (1.87) (1.65) (1.90) (1.83)

To compare the females' and males’ involvement with English search engine and device
language involvement, The Mann-Whitney U test was employed. The test results were given

for each activity in Table 4.27.
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Table 4.27. Mann-Whitney U Test Results Comparing Language Preferences by Gender

Sum of
Gender N Mean Rank Ranks U z p
Searching on Male 74 127.42 9429.0 5778.0 805 371
Scarch Engines  pepgle 168 118.89 19974.0 ’ ‘ '
Reading Male 74 128.18 9485.5 57915 1.004 315
Websites Female 168 118.56 19917.5 ' ‘ '
Device Language Male 74 117.42 8689.0
5914.0 -.614 539
Female 168 123.30 20714.0

As seen in Table 4.27, the analysis of the involvement of genders in the above-

mentioned activities revealed no significant differences.

The investigation of the gender variable regarding the involvement in the search engine
and device language preferences was followed by the gender variable. Again, The Mann-
Whitney U test was used to reveal the possible involvement differences between 9" and 10™

graders. The result of the test is given in Table 4.28.

Table 4.28. Mann-Whitney U Test Results Comparing Language Preferences by Grades

Sum of
Grade N Mean Rank Ranks U z p
Searching on 9t 121 111.52 13493.50 oo s 205 023"
Scarch Engines  jgu 121 131.48 15909.50 ' ' '
Reading Websites 9™ 121 109.18 13210.50 "
5829.5 -2.790 .005
10t 121 133.82 16192.50
Device Language 9™ 121 113.85 13775.50
6394.5 -1.735 .083
10t 121 129.15 15627.50

*p < .05., **p < 01.

It is apparent from Table 4.28 that involvement in using English while searching on the
web significantly differed among 9" and 10" graders; that is, 10" graders favoured using
English while searching on the web more (M = 2.81, SD = 1.28) when compared to 9" graders
(M =241, 8D =1.36,p <.05). Similarly, 10" graders significantly spent more time on reading
English websites (M = 2.84, SD = 1.41) compared to 9" graders (M =2.31, SD = 1.53 p <.01).
The effect size of the grades on the involvement in using English while using search engines
was found to be small (#° = .02), and the same with the involvement with English website
reading (7> = .031). Contrary to the significant differences revealed between 9" and 10" graders
in using English on the web, no significant result was recorded in terms of their device language

preference.
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4.4.4. Online Informal Additional Activities

To determine the participants’ overall involvement with English, additional 8§ activities
analyzed previously (Items 14a, 14b, 14c, 15a, 15b, 16a, 16b, 17) were gathered into a single
variable by calculating a mean score for each student’s involvement in those eight activities.
The obtained mean score for all eight activities involving social media habits, internet website

visiting habits, and other activities related to English was presented in Table 4.29.

The mean scores presenting learners' engagement with various social media and internet
related activities have revealed that learners did not seem to carry out these activities frequently
in general. Considering that the maximum mean score could be 5, their general involvement in

those 8 activities is occasional.

Table 4.29. Mean, Median and Standard Deviation of Participants’ Involvements with All the
Additional Activities Combined

Grade
gth 1ot Total
Gender Gender Gender
M F Total M F Total M F Total
Additional Activities * Mean 2.00 2.05 204 251 261 257 227 232 2.31
Median .75 1.88 1.88 225 256 250 2.13 238 2.38
(SD) (1.00) (1.14) (1.10) (0.99) (1.10) (1.06) (1.02) (1.15) (1.11)

® Mean scores of eight additional online informal activities combined

To compare the females' and males’ involvement in eight additional activities, the

Mann-Whitney U test was employed. The test results are given in Table 4.30.

Table 4.30. Mann-Whitney U Test Results Comparing Overall Activity Frequency by Gender

Sum of
Gender N Mean Rank Ranks U z p
Additional Male 74 118.93 8800.5 6025.5 380 704
Activities * Female 168 122.63 20602.5 ' . '

*Mean score of eight additional online informal activities combined
As a result of the Mann-Whitney U test, no gender differences appeared regarding the
spent time on the eight activities consisting of social media and website habits. Further analysis
was employed to investigate 9" and 10" graders’ spent time on the additional activities. Mann-

Whitney U test results were presented in Table 4.31.
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Table 4.31. Mann-Whitney U Test Results Comparing Overall Activity Frequency by Grades

Sum of
Grade N Mean Rank Ranks U z p
Additional gth 121 104.70 12668.50 6394.5 3736 000***
Activities ? 10t 121 138.30 16734.50 ’ h .

**p <.001.

As can be seen in Table 4.31, it is apparent that involvement in additional activities in
English significantly differed between 9™ and 10™ graders; that is, 10" graders spent more time
on social media and the internet in general (M =2.57, SD = 1.06), when compared to 9" graders,
(M=2.04,SD =1.10 p <.05). The effect size of the grades on the involvement in using English

regarding additional activities was found to be small (7° = .012).

4.5. Vocabulary Levels Test

Within the investigation of the online informal activities and VLT scores, the fourth
research question aimed at the initial evaluation of the VLT scores. With regard to the VLT
test, participants’ achieved word levels were demonstrated respectively. After demonstrating
the overall vocabulary performance of the participants, grade and gender variables were

analysed to reveal whether there were significant differences in their VLT scores.

4.5.1. Learners’ Vocabulary Levels Test Results

In order to assess the vocabulary levels of the students, the Vocabulary Levels Test was
employed (ltems 22-48). Before moving on the investigation of the relationship between the
online informal activities and the impact on vocabulary levels of the students, a general
overview of VLT scores was analyzed. In total, 228 participants completed the Vocabulary
Levels Test within the questionnaire; those who did not mark any answer on VLT were not
included in the interpretation of the overall vocabulary levels of the participants. The mean
score of each level, including the total score, was given in Table 4.32 by gender and grade

variables.
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Table 4.32. Mean and Standard Deviation for Participants’ Vocabulary Level Test Scores by
Gender and Grade

Vocabulary Level Test
Level 2,000  Level 3,000  Level 5,000 Total
Grade Gender (Max. 30) (Max. 30) (Max. 30) (Max. 90)

gth Male Mean 15.62 10.76 9.12 35.50
(SD) (8.54) (9.79) (9.12) (26.07)

Female Mean 15.33 11.75 9.27 36.35
(SD) (9.21) (10.23) (9.36) (27.35)

Total Mean 15.41 11.46 9.23 36.10
(SD) (8.98) (10.07) (9.25) (26.86)

10t Male Mean 19.38 15.59 12.81 47.78
(SD) (8.13) (9.72) (10.15) (26.95)

Female Mean 20.65 16.84 13.34 50.83
(SD) (8.26) (10.08) (10.03) (26.75)

Total Mean 20.24 16.44 13.17 49.84
(SD) (8.20) (9.94) (10.03) (26.73)

Total Male Mean 17.58 13.28 11.04 41.90
(SD) (8.48) (9.98) (9.78) (27.06)

Female Mean 17.94 14.25 11.27 43.45
(SD) (9.13) (10.44) (9.88) (27.93)

Total Mean 17.82 13.95 11.20 42.97
(SD) (8.92) (10.29) (9.83) (27.61)

As can be seen in Table 4.32, the first 2,000-word level was not achieved by the majority
of the students, as only half of the 30-item test was achieved (M = 17.82, SD = 8.92). Since
Schmitt (2003) suggested that mastery of the level could be achieved through getting 24 correct
answers out of 30 items (as cited in Xing & Fulcher, 2007), it could be said that, on average,
the students overall could not achieve the 2,000-word level vocabulary mastery. The same
applies to the 3,000- and 5,000-levels, as the mean score for the 3,000-level was 13.95, and the
5,000-level was 11.20 among the 9™ and 10" graders. A similar interpretation also could be
suggested on the overall test results, as the students approximately got 43 items correct out of

90 items.

When the threshold level for the mastery of the level is considered, as suggested by
Schmitt (2003), as seen in Table 4.33, only 84 students got the 2,000-level mastery, whereas
the 3,000-level mastery was limited to 57 students. For the highest level, which is 5,000-level,

the mastery was achieved by 37 students among 228 participants.
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Table 4.33. Achieved Vocabulary Levels by Participants

N %
2,000-level 84 36.8
3,000-level 57 25.0
5,000-level 37 16.2

Since the number of students achieving mastery in the mentioned levels is considerably
not sufficient for the further analysis where the relationship would be investigated regarding
their OILE involvement, the total number of correct answers was taken as a basis for the

vocabulary level score for each student throughout the analysis.

Before investigating the relationship between L2 vocabulary levels and online informal
activities carried out in English, the overall VLT scores will be presented with regard to
providing insight into Turkish 9" and 10" graders’ vocabulary knowledge in L2 and describing
the processes for preparing the data for the further analysis. Descriptive statistics with the

purpose are given in Table 4.34.

Table 4.34. Descriptive Statistics for Participants’ Vocabulary Level Test Scores

Vocabulary Level Test

Level 2,000  Level 3,000 Level 5,000 Total

Mean Statistic 17.82 13.95 11.20 42.97
SE .59 .68 .65 1.83

95% Confidence Lower Bound 16.66 12.60 9.92 39.37
Interval for Mean  yjpper Bound 18.99 15.29 12.48 46.57
5% Trimmed Mean 18.07 13.83 10.80 42.73
Median 19.00 13.00 9.00 38.50
Variance 79.51 105.89 96.56 762.35
Std. Deviation 8.92 10.29 9.83 27.61
Minimum 1.00 .00 .00 1.00
Maximum 30.00 30.00 30.00 90.00
Range 29.00 30.00 30.00 89.00
Interquartile Range 16.00 18.75 17.75 50.75
Skewness Statistic -.33 15 .52 15
SE .16 .16 .16 .16

Kurtosis Statistic -1.20 -1.44 -1.10 -1.36
SE 32 32 32 32

All the levels of VLT, including total scores, were observed to be distributed normally

considering the skewness and kurtosis statistics of the scores (Table 4.34). In addition to the
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skewness and kurtosis data, Q-Q Plot (Figure 4.1) and histogram (Figure 4.2) regarding VLT

Total scores seemed to have a normal distribution in general.

Figure 4.1. Q-0 Plot of Participants’ Total Vocabulary Level Test Scores
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Figure 4.2. Histogram for Participants’ Total Vocabulary Level Test Scores
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4.5.1.1. VLT Results by Grade and Gender

The vocabulary knowledge of the students was assessed by using Vocabulary Level
Test, as mentioned in the previous chapters. Vocabulary Level Test consists of three vocabulary
levels which correspond to the most used vocabulary at different levels that are 2,000-level,
3,000-level, and 5,000-level. In addition to the presented levels, a total score was calculated to

compare the score between the grades and genders.

To assess the difference between the VLT scores of 9™ and 10™ graders, the mean scores
were obtained. The total score regarding vocabulary levels was observed to be distributed
normally within the variables, as Levene’s test indicated that the variances for both grade (F(1,

226) = .156, p =.693), and for gender (F(1, 226) = .368, p = .545) were equal.

The result of the independent-samples t-test indicated that VLT total scores did not
significantly differ between genders (#(226) = .408, p = .684.), and the same result was recorded
regarding the VLT 2,000-, 3,000-, and 5,000-levels.

As presented in Table 4.35, on the contrary, the 9" and 10™ graders’ VLT total scores
were differed significantly (#(226) = -3.89, p = .000134), as 9" graders VLT total scores were
lower than the 10™ graders’. However, medium and large effects were found for VLT total
scores (d = 0.51 95% CI[.78-.25]), as well as VLT 2,000-level (d = 0.56 95% CI [.82-.30]),
VLT 3,000-level (d = 0.50 95% CI [.76-.24]), VLT 5,000-level (d = 0.41 95% CI [.67-.15]).

Table 4.35. Results of T-test and Descriptive Statistics for Vocabulary Levels Test by Grade

Grade
%95 CI for
9th Grade 10th Grade Mean
M SD n M SD n Difference t df

VLT 2K (Max. 30) 1541 898 114 2024 820 114  -7.07 -2.58 -423™ 226
VLT 3K (Max. 30) 1224 1031 114 1734 1007 114  -7.76 245 -3.78 226
VLT 5K (Max. 30) 919 924 114 13.14 1004 114  -647 -143 -3.09" 226
VLT Total (Max. 90) 36.84 27.08 114 5072 2685 114 -20.92 -6.84 -3.89" 226
“p<.01., ""p <.001.

Together these results suggested that the L2 vocabulary knowledge of the participants
did not differ in terms of gender. However, the grade variable appeared to affect the vocabulary

levels of the students.
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4.5.2. Online Informal Activities and Vocabulary Levels Test Results

The results related to the relationship between VLT scores and various online informal
activities the participants carried out in English are presented in the following: Each activity,
including watching films, TV series, videos, listening to music, and playing digital games, was
correlated with VLT scores individually. First, the involvement with English through various
inputs was correlated with VLT scores and was followed by main online activities and VLT
correlations. Lastly, additional online informal activities with regard to their relationship with
VLT scores were demonstrated individually and further; those variables were gathered up into
a single variable to reveal the relationship between overall engagement with online informal
activities and VLT scores. Subtitle preferences for films, TV, and videos were gathered up to
the single variables and correlated with VLT scores, respectively. Lastly, among the main
online informal activities, interactions through multi-player video games also were employed

for correlation analysis regarding VLT scores.

4.5.2.1. Audio, Text, and Video Activities in English & VLT Results

Four items on the questionnaire (lfems 6a, 6b, 6¢) measured the extent to which the
students encountered the English language online via audio, text, and video. The answers for
the items consisted of Never, Rarely, Occasionally, Sometimes, Often, and Always. A mean
score for each item regarding English audio, video, and text involvement was calculated. In
order to reveal the relationship between the vocabulary levels and the involvement, a Spearman

rank correlation test was employed for each media type, and the result of the test was presented

in Table 4.36.

Table 4.36. Correlation Coefficients between Audio, Video, and Text Involvement and the
Total VLT Scores

VLT Total Scores

Is N
How often do you come across English videos on the online platforms S514™ 228
you use?
How often do you come across English texts on the online platforms you 441 228
use?
How often do you come across English speaking & music on the online 430™ 228

platforms you use?
“p <.001. (2-tailed)

There was a positive correlation between the students’ total vocabulary level score and
English audio involvement (7= .441, p < .001), English video involvement (s=.514, p <.001),
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and English audio involvement (7 = .43, p < .001). While the effect size for text and audio was

found moderate, the effect size was strong for the video watching in English.

In sum, involvement with English audio, text, and videos had a strong relationship with
the vocabulary levels and test scores of the students. Moreover, watching videos in English was
revealed to have a stronger relationship with higher vocabulary level scores when compared to

the other media inputs.

4.5.2.2. Main Online Informal Activities & VLT Results

Beyond analyzing the informal activities concerning the type of English media input, it
was among the aims of the present research to reveal the type of online informal activities and
their relationship with the VLT scores of the students. Those main online informal activities
include watching TV series and shows, films, and videos, listening to music and podcasts, and
playing single-player and multi-player video games. Each of the six activities was investigated
individually in terms of their relationship with students’ total VLT scores. 6 Likert scale items
(Items 7,9, 11, 12, 19a, 19b) for main online informal activities included 7 answers for each
item. A Spearman Rank Correlation was employed to reveal the relationship between the
frequency of involvement in those main online informal activities and the vocabulary levels
score. Consequently, the results of the analysis were presented in Table 4.37 by sorting

descending according to the correlation coefficients.

Table 4.37. Correlation Coefficients between Main Online Informal Activities and the Total
VLT Scores

VLT Total Scores

Ts N
Watching English-speaking video 501" 228
Listening to English-speaking music 428" 228
Watching English-speaking TV series & TV shows 3127 228
Watching English-speaking films 257" 228
Playing single-player video games in English 236" 228
Playing multi-player video games in English 174 228

*p <.001. (2-tailed) *p < .01. (2-tailed)

There was a significant positive correlation between all the main online informal
activities presented in Table 4.37 and the total vocabulary level score. As a result of the
correlation analysis, there is a strong positive relationship between spent time watching

English-speaking videos and the total VLT scores (rs=.501, p <.001), and a medium positive
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relationship between the total VLT scores and spent time on listening to English songs (s
=.428, p <.001), as well as the total VLT scores and watching English-speaking TV series or
shows (rs=.312, p <.001). On the other hand, despite the significance, a modest positive
correlation was revealed for the relationship between the total VLT scores and watching
English-speaking films (rs=.257, p <.001), and playing multi-player (rs=.236, p <.001) and
single-player (rs=.137, p <.001) video games in English.

These results suggest that online informal activities mentioned here have an apparent
relationship with the total VLT scores of the students; however, some activities were revealed
to have a stronger association with the vocabulary levels, that is, spent time watching videos

mattered more than spent time on playing multi-player video games in terms of total VLT score.

4.5.2.3. Additional Online Informal Activities & VLT Results

In addition to the main activities conducted online in English, social media and
messaging habits, including sharing content in English, following accounts that share English
content, writing comments in English, messaging someone in English, and sharing English
content via message, were explored regarding their relationship with the total VLT scores.
Moreover, the items concerning the use of English on websites and devices, such as reading
English websites, using English on search engines, and using English as the default device
language, were studied along with social media and messaging habits within the investigation

of the relationship with the students’ vocabulary levels.

6 Likert items ({tems 14a, 14b, 14c, 15a, 15b, 16a, 16b, 17) aiming to reveal the online
informal habits of the participants were correlated with students’ total VLT scores using
Spearman Rank correlation analysis. The result regarding the correlation between the items and

scores are presented in Table 4.38.

The results of the correlational analysis revealed that, in line with the previous
correlational analysis results, all the items correlated significantly with varying levels of
relationship. The strongest relationship with total VLT scores among the additional online
informal activities carried out in English was found to be reading the English websites (7
=.510, p <.001). In other words, spending time on reading websites in English was discovered
to have a strong positive correlation with the total VLT scores of students. It was followed by
a moderate positive correlation that appeared between total VLT scores and spending time

sharing English content via message (rs=.478, p <.001). Other activities moderately correlated
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in a positive direction included using English as the default language of the devices (r;= .438,
p <.001), messaging someone in English (7= .418, p <.001), and using English for searching
on the web (r;=.405, p <.001). Despite the significance, the following accounts that share
English content (ry=.350, p <.001) and writing comments in English (r;=.338, p <.001)
appeared to have a modest relationship with total VLT scores. The activity that had the weakest
relationship with VLT was discovered to be sharing English content on social media (r,=.232,

p <.001).

Table 4.38. Correlation Coefficients between Additional Online Informal Activities and the
Total VLT Scores

VLT Total Scores

rs N
Reading English websites 510" 228
Sharing English content via message 478" 228
Using English as the default device language 438" 228
Messaging to someone in English 418" 228
Using English on search engines 405™ 228
Following accounts that share English content 350" 228
Writing comments in English 338" 228
Sharing English content 232" 228

b <.001. (2-tailed)

To sum up, all activities related to the use of English on social media and messaging
correlated with higher VLT scores. Especially, reading English websites seemed to have the
strongest association with higher VLT scores. The results also suggested that those who shared
the English content via message had higher VLT scores than those who shared the English
content on their social media accounts. Despite the varying degree of relationship, all the

activities resulted in having an association with higher VLT scores in general.

To discover the relationship between the students’ overall involvement in the eight
activities discussed above and VLT scores, an index variable was calculated by summing up
the mean scores of students for each activity. In other words, it was aimed to reveal the
relationship between students’ spent time on those informal activities and their VLT scores to
see whether the frequency of involvement with online informal activities, in general, had a
relationship with students’ vocabulary levels. Afterwards, the index variable formed through

all eight items combined was tested using Pearson Product-Moment Correlation in regard to
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VLT scores for each vocabulary level of the students. The results of the analysis are given in

Table 4.39.

Table 4.39. Correlation Coefficients between Additional Activities Combined and the VLT Scores

VLT 2,000- VLT 3,000- VLT 5,000- VLT
level level level Total

r N r N r N r N

Index variable for eight
additional online informal 582" 228 559" 228 .505™ 228 576" 228
activities carried out in English

*p <.001. (2-tailed)

As can be seen in Table 4.39, all VLT levels, including total score, were positively
correlated with spent time on informal activities. To put it another way, the students who spent
more time on those activities had higher VLT scores for all vocabulary levels. Moreover, the

effect size for the correlations was found to be strong for all levels.

4.5.2.4. Subtitle Preferences & VLT Results

Eleven items on the questionnaire aimed to discover students’ preferences regarding
media viewing language, that is, whether they choose to watch media Turkish dubbed (/tems
8a, 10a), Turkish subtitled (ltems 8b, 10b, 13a), English subtitled (ltems Sc, 10c, 13b), or
without any subtitles (I/tems 8d, 10d, 13d). Three media types are included for investigating
subtitle preferences: films, TV series and TV shows, and videos. Preference of subtitles for each
media type was gathered individually. For further analyzing the relationship between media
subtitle preferences and total VLT score, the mean score for each subtitle preference was
calculated by combining the films, TV shows and TV series, and videos. The correlation
between those was tested using Pearson Product-Moment Correlation, and the results of the

analysis were presented in Table 4.40.

Table 4.40. Correlation Coefficients between Media Subtitle Preferences and the Total VLT
Scores

VLT Total Scores
r N
Watching media without subtitles or dubbing 484" 228
Watching media with English subtitles 333" 228
Watching media with Turkish dubbing -272% 228
Watching media with Turkish subtitles -297* 228

*p <.001. (2-tailed)
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It can be seen from the data in Table 4.40 that all correlations were significant in varying
directions. A negative correlation was found between total VLT scores and favouring Turkish
dubbing for watching media (»=-.272, p <.001), and the same appeared for preferring Turkish
subtitles (r =-.297, p <.001), though both correlations had modest effect sizes. Preferring
English subtitles (»=.333, p <.001) and without dubbing or subtitles (»=.484, p <.001), on
the other hand, were found to be positively correlated with total VLT scores of students with

moderate effect size.

Taken together, the students who prefer watching dubbed and Turkish subtitled media
had lower total VLT scores, and those who prefer watching English subtitled media and
watching them without any dubbing and subtitles had higher VLT scores overall. However, the
effect size for the positively correlated items was stronger when compared to negatively

correlated items.

4.5.2.5. Multi-player video gaming habits & VLT Results

Among the main online informal activities discussed previously, the multi-player video
gaming habits of students were further investigated with 4 Likert items ({tems 20a, 20b, 20c,
20d), which aimed to reveal students’ speaking, writing, listening, and reading frequencies in
English during the gameplay. Therefore, language interactions around and through the multi-
player video games for further analysis were carried out to discover those interactions’
relationship with total VLT scores. Each multi-player video gaming interaction was gathered
individually, and answers of the students who stated that they did not play any multi-player
game were excluded from the analysis. Correlation between the frequencies of various types of
interaction during the gameplay and total VLT scores was tested using Spearman rank-order

correlation, and the result of the analysis was presented in Table 4.41.

As seen in Table 4.41, all items were found to be positively correlated with total VLT
scores. In other words, students who interacted through multi-player video games using English
more had higher total VLT scores overall. A closer inspection of the table shows that especially
speaking (rs =.349, p <.001) and texting (rs =.338, p <.001) with someone during the
gameplay in English appeared to have a moderate effect on total VLT scores, that is, the
students who involve speaking and texting in English during the gameplay more frequently had

higher total VLT score or vice versa. On the contrary to the moderate effect of interacting with
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others through language production, listening to (s=.265, p <.001) and reading (rs=.269, p

<.001) other players’ language output had a modest effect on total VLT scores.

Table 4.41. Correlation Coefficients between Multi-player Video Gaming Language
Interactions and the Total VLT Scores

VLT Total Scores

Vs N
Speaking English while playing multi-player video games 349" 165
Texting someone in English while playing multi-player video 338" 165
games
Listening to other players speaking English while playing multi- 265" 165
player video games
Reading other players’ text in English while playing multi-player 269" 165

video games
“p <.001. (2-tailed)

To put it another way, participating in speaking and writing during the gameplay seemed
to have a stronger correlation than listening and reading during the gameplay concerning the
total VLT scores. In short, the frequency of participating in language interaction with other
players during the gameplay was suggested to have an apparent relationship with total VLT
scores; however, this relationship could not imply that participating in language interaction

during the gameplay would have led to a higher vocabulary level or vice versa.

4.6. Beliefs about Where English is Learned & VLT Results

Item 21 asked students where they thought they learned English from, and answers
consisted of A/l through school, Most through school, Most through out-of-school, and All
through out-of-school. According to the results, 10% stated that they learned English all through
school, while those reporting that they learned English mostly from school was 52.5%. On the
contrary, the proportion for those who stated they learned English all through out-of-class was
2.5%, and 34.7% stated they learned English mainly through out-of-class. To sum up, the

majority reported that they learned English mostly from school or mostly from out-of-class.

Students’ beliefs about where English is learned were also investigated in terms of
vocabulary levels of the students. The mean scores for vocabulary levels were presented in

Table 4.42 by the answers to the question on where English was learned.
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Table 4.42. Mean, Median, and Standard Deviation for Participants’ Vocabulary Level Test
Scores by Their Beliefs on Where English is Learned

Vocabulary Level Test
Level 2,000  Level 3,000  Level 5,000 Total
Where English is learned (Max. 30) (Max. 30) (Max. 30) (Max. 90)
All through school Mean 10.52 7.48 5.24 23.24
Median 7.00 6.00 3.00 17.00
(SD) (6.42) (7.48) (6.53) (19.28)
N 21 21 21 21
Most through school Mean 16.64 12.80 10.23 39.68
Median 17.00 10.00 7.00 32.00
(SD) (8.43) (10.00) (9.30) (26.28)
N 121 121 121 121
Most through out-of-school Mean 20.96 16.92 13.84 51.73
Median 25.00 18.00 13.50 54.00
(SD) (8.68) (10.17) (10.12) (27.47)
N 80 80 80 80
All through out-of-school Mean 25.33 20.00 16.33 61.67
Median 29.00 25.00 17.50 72.00
(SD) (8.24) (12.54) (14.33) (32.96)
N 6 6 6 6

As seen in Table 4.42, all vocabulary level scores differed in relation to the answer
given; that is, those who stated they learned English from out-of-school had higher VLT scores
accordingly. In order to reveal whether those differences were significant, the Kruskal Wallis
test was employed since the data were not normally distributed across the groups. The test result

was presented in Table 4.43.

Table 4.43. Kruskal-Wallis Test for Participants’ Vocabulary Level Test Scores by Their
Beliefs on Where English is Learned

Vocabulary Level Test
Level 2,000 Level 3,000 Level 5,000 Total
Where English is learned (Max. 30) (Max. 30) (Max. 30) (Max. 90)
Chi-Square 34.24 17.24 14.56 22.57
df 3 3 3 3
p .000 .001 .002 .000

As given in Table 4.43, the differences of VLT scores among the four groups were found
to be significant and effect size for VLT 2,000-level (= 0.13), VLT 3,000-level (° = 0.06),
VLT 5,000-level (#°= 0.05), and VLT Total (°= 0.08) was intermediate.
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In other words, the beliefs of students on where English is learned from and their VLT
scores were revealed to have been associated. Those who stated they learned English from all
or mostly from out-of-school had higher VLT scores when compared to those who stated they

learned English all or mostly from school.

4.7. Summary of the Findings

With the purpose of revealing language learners' online informal practices regarding
their spent time and frequency of engagement and the impact of the online informal practices

on the vocabulary knowledge in English, six research questions were addressed.

The frequency and spent time on online informal activities were addressed by
categorizing the activities into three; overall involvement in online informal activities, main
online informal activities, and additional online informal activities. Overall involvement was
addressed through the instances where learners encountered English audio, text, and videos
online. Main online informal activities included the primary informal practices, including
watching videos, TV, and films, listening to English songs, and playing single- and multi-player
video games. Additional online informal activities, on the other hand, consisted of the items
investigating social media habits, website and search engine habits, messaging habits, and
device use. Overall involvement and additional activities were based on the frequency, whereas
main activities were reported through time spent on them. In addition, subtitle preferences for
watching English-speaking media (videos, TV, and films) were addressed to discover the nature
of the involvement. With the same purpose, multi-player video gaming interactions were

addressed.

Overall, learners attended online informal activities quite often. On the involvement,
there were grades, and gender differences appeared. Learners in 10" grade reported spending
more time on or encountering more often to English. However, the same was not found for
main online activities. Gender differences in the spent time or frequency of involvement were
less apparent; the spent time playing video games and sharing content on social media differed.
Males spent significantly more time playing games, and females more often shared English

content on social media.

Within the scope of the fourth research question, learners’ word-level achievements

were presented, and VLT results were demonstrated with respect to the gender and grade

94



differences before moving on to the correlation analysis. 36.8% achieved the 2,000-word level,
25% achieved the 3,000-word level, and only 16.2% achieved the 5,000-word level,
respectively. On average, 42 correct answers out of 90 items were recorded. No gender
differences were found regarding the total VLT score. On the contrary, 9"- and 10"-graders’
VLT scores significantly differed, and 10"-graders had higher scores for all levels. The effect

size was large for 2,000-word and 3,000-word levels and small for 5,000-word levels.

Correlation analysis with three categories of online informal activities and VLT scores
revealed that all activities within the scope were positively correlated with VLT scores, except
watching media with Turkish dubbing and Turkish subtitles, where the negative correlations

appeared.

The last research question aimed to discover learners’ beliefs about where they had
learned English. The majority reported having learned English through school. Consequently,
VLT scores were investigated in relation to where they learned English. Those who reported

having learned English out-of-school scored higher in VLT significantly.
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CHAPTER V
DISCUSSION, CONCLUSION, AND SUGGESTIONS

5.1. Introduction

The present chapter outlines the findings of the present study in relation to the relevant
literature in the field and further evaluates the online informal learning of English practices
carried out by high school students in Turkey through the analysis of the gathered data. First,
9t and 10" graders’ involvement in online informal practices in English will be discussed by
inspecting the findings and commenting on the results in line with the relevant literature on the
issue. After individually reviewing the overall involvement in the online informal activities,
gender and grade differences for attending those activities will be evaluated. Then, the VLT
scores will be reviewed in relation to attending online informal activities, and the results from

the present study will be interpreted in accordance with the previous literature on the topic.

5.2. Discussion

This study seeks the general aim of discovering language learners’ involvement in
online informal activities carried out in English, involves the investigation of the spent time on
each online informal activity and learners’ preferences and habits of using English on online
platforms. To unveil the language learners’ involvement in online informal activities in English,

the following research questions are inquired:

1. Which types of online informal English input are more common among Turkish 9%
and 10"-graders?
1.1. Are there any gender differences in terms of the type of online informal English
practices overall?
1.2. Are there any grade differences in terms of the type of online informal English
practices overall?
2. Which Online Informal Learning of English activities (video gaming, watching films
or series, watching videos and internet posts etc.) are more common among Turkish 9%
and 10"-graders?
2.1. What are the subtitles preferences for watching English-speaking TV series &
shows, films, and videos of 9"- and 10"-graders?
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2.2. Which type of interaction throughout the multi-player video gaming in English
are the most common among 9'"- and 10" graders?
2.3. Are there any gender differences in terms of involvement in main online
informal activities carried out in English?
2.4. Are there any grade differences in terms of involvement in main online
informal activities carried out in English?
3. Which additional Online Informal Learning of English activities (following English
accounts on the internet, sharing comments on the internet, texting in English, using
search engines in English, looking up lyrics of English songs etc.) are more common
among Turkish 9" and 10"-graders?
3.1. Are there any gender differences in terms of involvement in additional online
informal activities carried out in English?
3.2. Are there any grade differences in terms of involvement in additional online

informal activities carried out in English?

Within the investigation of the overall involvement in online informal practices in
English, two categories were specified: the main online informal activities and additional online
informal activities. Main online informal activities consisted of watching TV series and TV
shows, watching films, watching videos, listening to music, and playing single-player and
multi-player video games. In the investigation of the involvement in the main online informal
activities, spending time on each activity was gathered. Furthermore, habits and preferences
regarding each activity were collected through follow-up questions: the subtitle preferences for
media viewing and the learners' interactions throughout the gameplay. Additional activities, on
the other hand, included social media, messaging, and search engine habits, which were
gathered through frequencies rather than time intervals, as in the case with main activities. For
this purpose, the learners were asked whether they follow accounts that share English content,
message someone in English, or use English while searching on the web. Taken together,
language learners' overall involvement in English through online spaces without deliberate

intention to learn the language was sought to be discovered.

Further aims are concerned with the potential impact of the mentioned informal
practices on language learners' vocabulary knowledge. For this purpose, the following research

questions are sought to be revealed thereupon:
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4. What is the receptive vocabulary knowledge of 9"- and 10" graders at the 2,000,
3,000 and 5,000-word levels?
4.1. Are there any gender differences in terms of vocabulary level scores?
4.2. Are there any grade differences in terms of vocabulary level scores?
5. Is there a correlation between;
5.1. learners’ overall involvement in various types of English input through online
informal activities and vocabulary levels scores?
5.2. learners’ involvement in main online informal activities and their vocabulary
levels scores?
5.3. learners’ involvement in additional online informal activities and their
vocabulary levels scores?
5.4. learners’ subtitle preferences for watching English-speaking media and their
vocabulary levels scores?
5.5. learners’ involvement in various types of interactions through playing multi-

player video games in English and vocabulary levels scores?

Obtained vocabulary levels scores of the learners were analyzed in terms of their
involvement in online informal activities. First, each main activity was correlated with the VLT
scores of the learners, and other follow-up items were investigated individually in terms of their
impact on VLT scores. Consequently, the additional activities were analyzed, again, with regard

to VLT scores.

The last research question targeted the learners' beliefs on where English is learned, that
is, whether learners thought that they learned English through school or through out-of-school
contact. Then, their VLT scores were investigated in relation to their beliefs about where they

learned English.

6. What are learners’ beliefs on where English is learned?
6.1. Do the beliefs on where English is learned differ in terms of the vocabulary

levels of the learners?

5.2.1. Learners’ Online Informal English Practices

Within the scope of inquiring about Turkish high school EFL learners’ engagement with
online informal practices, frequencies or time spent on various activities carried out in English

were directed by taking into account the research question 1, 2, and 3, in addition to the sub
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research questions revealing whether there are any gender and grade differences regarding the

engagement with English through the online informal practices.

The first research question aimed at shedding light on overall engagement based on the
types of language input. It was followed by the second research question where the main online
informal activities, which include watching TV, films, videos, playing single- and multi-player
video games, and listening to music, were investigated. The third research question focused on
social media, messaging, using the web, and device language under the additional online

informal activities.

In the following, three research questions are to be discussed by evaluating the previous

research in the field.

5.2.1.1. Overall Involvement in English Audio, Texts, and Videos

Before emphasizing the main activities, learners’ encounters with English in online
spaces were investigated by gathering frequencies for each media type, that is, differing
language input. The questions were not focused on a specific type of media or language input
but rather focused on the frequency of encounters with English throughout learners’ daily lives
and in their natural settings; nonetheless, videos, texts, and audio were tried to be gathered

through separate questions within the first research question.

Findings evidently demonstrated that only a few students have no encounter with
English online. In contrast, the majority reported they often encountered English through
various media types, including videos and texts. The results, therefore, indicated that language
learners frequently encounter English input through online spaces within their daily lives.
Especially English speaking and music were reported to be the most frequently encountered
type; therefore, it is safe to assume that the encounter with English in online spaces occurs
mainly through spoken input rather than written input (Kuppens, 2010; Kusyk, 2017; Sundqvist,
2009). The findings discovered an apparent recurring involvement in English informally. What
is surprising, however, appeared as a result of the comparison of 9" and 10" graders’ encounters
with English content through online spaces; 10 graders have more contact with English
regardless of the input type. The effect size was moderate for encountering English texts and
small for videos and spoken input. The emerged difference in frequency of encountering L2 in

out-of-class settings in the study corroborated with the previous literature. In her study with 16

99



and 17 year-olds, Niitemaa (2020) supported the finding that 10%-graders have more contact

with English text in the present study; older learners engaged with English text more.

5.2.1.2. Involvement in Main Online Informal Activities

As mentioned above, within the aims of the second research question, the online
informal practices of learners were investigated through main and additional online informal
activities. The main online informal activities consisted of watching TV series and TV shows,
films, and videos, listening to music, and playing single-player and multi-player video games.

Learners reported how much time they spent on each main activity.

The majority of the learners watch English-speaking TV shows and TV series weekly.
Moreover, one-fourth of them reported watching English TV shows and series on a daily basis,
meaning that they spend more than an hour daily. It can therefore be assumed that learners
regularly get English input through TV shows and series. For watching English-speaking films,
the majority watch more than one film monthly, and half of them watch it on a weekly basis.
Among the other media viewing activities, watching English-speaking videos online appeared
preferable, as the majority of the learners reported watching videos on a weekly basis, and

nearly half of them spent 2 hours video watching daily.

For listening to English music, however, nearly half of the sample reported listening for
more than 1 hour daily, and others approximately spend more than 1 hour weekly. Within the
sample, on average, learners spent 1 hour daily, corresponding to 5-6 hours weekly. Listening
to music seemed more favoured among the learners when compared to watching other English-
speaking media. Similarly, Toffoli and Sockett (2014) found that students in their study spent
1-3 hours listening to music daily. De Wilde et al. (2022) also reported similar results; listening
to music was the most frequent activity carried out among 10-12-year-olds, and on average,

they spent 1 hour daily, which align with the present study.

When it comes to playing video games in English, the majority spend less than 1 hour
weekly, and nearly half of learners stated they never played multi-player video games. Learners
spend more time on single-player video gaming in English; nevertheless, video gaming was the

least preferred activity among the main online informal activities.

An average learner in the sample spends 1-2 hours watching TV series and shows, 1

hour watching films, 2-3 hours watching videos online, 5-6 hours listening to music. Looking
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at the average spent time on the activities, it can be assumed that a great deal of time is invested
in English-speaking online informal activities in learners' everyday lives. Listening to music
seems to be the most popular activity carried out in English among 9~ and 10'"-graders in the
present study. Supporting this finding, Sockett and Kusyk (2015) found that listening to music
was the most favoured online informal activity, and it is followed by TV and video watching in
English. In a similar vein, in Mufioz's (2020) study, listening to music came the first among
online informal activities regarding the popularity among language learners as they spent 4-7
hours weekly, and it was followed by watching videos online, as in the case of the present study.
Peters (2018) also revealed that listening to music was the most popular one, followed by
watching TV, films and videos, and similar findings appeared in the study of Lindgren and
Muiioz (2013). Cengizhan (2019) also found that listening to music was the most popular
among Turkish ELT students, and watching TV series and films and vlogs followed it. Though
the learning aspect was emphasized in their study, Inozu et al. (2010) found that the internet
and listening to music were among the most popular activities that learners involved through
English in online informal spaces. Listening to music in English, in this sense, aligned with the
findings of the previous studies (Cengizhan, 2019; De Wilde et al., 2020b; Inozu et al., 2010;
Inci, 2021; Lindgren & Mufioz, 2013; Mufioz, 2020; Peters, 2018; Sundqvist, 2009).

However, other studies showed a different pattern of learners' online informal
involvement; Sylvén and Sundqvist (2012) found that video gaming came first in the spent time
weekly; 2.6 hours were spent on video gaming weekly, and watching TV, listening to music,
and watching films followed. Contradicting Sylven and Sundqvist’s (2012) findings and others’
(Hannibal Jensen, 2017; Muifioz, 2020; Sundqvist, 2009, 2019), yet supporting the current
study, Cengizhan (2019) revealed that playing video games was among the least preferred
informal activity among learners, as in the case of the present study. Since the sample in the
present study mainly comprises female language learners, the appeared unpopularity of video

gaming is not surprising, considering that video games are pretty popular among males.

In accordance with the previous research, gender differences were among the present
research aims. The studies addressing informal involvement in English revealed gender
differences regarding the spent time and the preferred type of activity. In line with the relevant
literature findings, video gaming in English was found to vary between males and females;
males spend much more time on video gaming in English for both single and multi-player

gaming. While half of the female participants do not play video games, only a small number of
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males report not playing video games. In the same vein, half of the male participants spend
more than 5 hours playing multi-player video games in English weekly and more than 1 hour
on single-player video games weekly. Similar results were reported in the literature. Sylvén and
Sundqvist (2012) found similar findings on the gender differences; the spent time did not vary
for activities, except the video gaming; male learners spent 4.4 hours for gaming while it was
1.1 hours for female learners. Mufioz (2020) reported varying preferences across gender and
age groups, aligning with the findings of the present study that males spent much more time on
gaming compared to females. Relative video gaming differences of genders are further
supported by the research on language learning beyond the classroom (Kuppens, 2010; Peters,
2018; Peters et al., 2019; Sundqvist, 2009; Sundqvist & Sylvén, 2014; Sundqvist & Wikstrom,
2015; Sylvén & Sundqvist, 2012).

Along with investigating gender differences, 9™ and 10" graders' involvement in main
online informal activities was explored. No activities significantly differed between the 9% and
10" graders in terms of spending time on each activity individually. On the contrary, the
previous research reported age-related differences regarding the spent time on online informal
activities. Mufioz (2020) revealed that participants aged between 12-14 reported less frequent
involvement than older participants; however, the age effect was more prevalent in the preferred
activity rather than the spent time. In addition, for the same study, the age difference was
broader, including both adult and adolescent participants, while the present study consisted of
9% and 10 graders only. Peters et al. (2019) revealed similar findings in their study, conducted
with 14-, 16-, and 19-year-olds; of those Mufioz (2020), older learners tended to involve more
in online informal English activities, especially in written media. In Peters' (2018) study on the
spent time on gaming, 16 year-olds spent more time compared to 19 year-olds. The mentioned

age differences for spent time on gaming did not appear from the present research.

5.2.1.2.1. Subtitle Preferences and Multi-player Video Game Interactions

With the purpose of shedding light on learners' online informal activities carried out in
English further, subtitle preferences were gathered for each media watching type, namely, TV
series and shows, films, and videos. For TV shows and series, Turkish dubbing is largely
ignored; more than half of the learners never prefer watching dubbed series and shows. On the
other hand, watching English-speaking TV series and shows with Turkish subtitles is the most

preferred subtitle preference among the others, and it is followed by watching them with
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English subtitles. However, most interestingly, watching English-speaking TV series and shows
without subtitles is more common than Turkish dubbing among the learners. Similar findings
were obtained for watching films in English. Learners mostly favoured watching English-
speaking films with Turkish subtitles. Watching it with English subtitles appears as the second
preferred subtitle preference. Contrary to not favouring Turkish dubbing while watching TV
series and shows, learners preferred watching English-speaking films without any subtitles the
least; that is, watching Turkish dubbed films is more common than watching without subtitles.
The reason for this is not apparent; however, it may have something to do with learners' placing
comprehension of the dialogues ahead for films, while comprehending the dialogues within TV
series and shows might not be of such importance for learners due to TV series and shows'
recurrent themes and dialogues. For video watching, the Turkish dubbing option was not
included within the questions, as the videos on the internet are not dubbed at all. Moreover,
English-speaking videos with Turkish subtitles are scarce compared to English subtitles or
without subtitles. In line with these, the most common English-speaking video viewing takes
place without any subtitles, and it is followed by English subtitles. However, the video viewing
preferences might not be solely based on learners' preferences, as the online videos are mostly
not presented with subtitle options, contrary to TV series, shows, and films. That is, while there
are various subtitle and language options for watching TV series and shows and films, there is
only a little freedom for choosing subtitles and language for online videos, as other users on the
internet mostly upload them. A similar pattern appeared in Muioz's (2020) study; watching TV
series or films with L1 subtitles was most preferred compared to watching them with L2
subtitles or no subtitles. Peters (2018) revealed that watching TV series & shows and films with

L1 subtitles were preferable among 16- and 19-year-olds in out-of-class setting.

The present study further focused on the multi-player gaming interactions to reveal
which type of interaction was more prevalent during the gameplay. Video gaming interactions
were investigated for items, revealing learners’ typing and speaking patterns and their listening
to other players’ speaking and reading others’ typing. As a result, the written nature of the
interactions occurring within the game was preferred more by the learners; that is, they mainly
typed to other players through in-game chat or read others’ typing. Listening to others speaking
during gaming, on the other hand, was less frequent. Among the interactions that occurred
during multi-player gaming, speaking to other players in English was the least anticipated by

the learners. However, while explaining the interaction types considering their occurrences, the
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prevalence of written communication that might have resulted from the type of game the
learners played should be approached with caution, as some multi-player games do not support
voice-chat within the game. Taken together, learners are revealed to communicate using English
through multi-player games, primarily through typing to others. Compared to written
communication, speaking in English during the gameplay seems to be the least preferred. In
line with these findings, Cengizhan (2019) stated that playing games that require speaking were

not prevalent among university students.

5.2.1.3. Involvement in Additional Online Informal Activities

Within the aim of the third research question, social media and messaging habits, as
well as device language and search engine preferences regarding using English, namely
additional activities, were gathered by means of frequencies since the exact time spent on
messaging in English or following accounts that share English content is not measurable
through time intervals. With respect to the research question aimed to shed light on the other
means of engaging English other than main activities, eight activities were employed. The first
three activities emphasized learners’ engagement with English through social media: sharing
English content on social media, following social media accounts sharing English content, and
commenting on social media content in English. Consequently, two activities involved items
regarding learners’ using English through messaging or texting with others: messaging with
others in English and sharing English content through messaging or texting. Lastly, the last
three activities focused on learners’ engagement with English through websites, search engines,
and devices: using English while searching on the web, reading English websites, and using
English as the default language for digital devices. For the above-mentioned additional online
activities, the participants were asked to report how often they did these activities by means of

frequencies.

With respect to learners’ engagement with English through social media, the results of
this study indicate that following accounts that share English content on social media is
prevalent among the students; nearly all of the participants follow those accounts on a regular
basis, suggesting that learners often come across English content throughout their social media
use even though viewing English content is not the basis of this engagement. In other words,
engaging with English might seem a normal part of using social media in general. With English

being so prevalent among learners’ social media practices, it could be assumed that the reason
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behind following English content might be its meaningfulness and being relatable to their
context. However, it should be kept in mind that the exploration of learners’ intention for
following English content-sharing accounts on social media is not within the scope of the

present study.

Another finding regarding the social media habits of learners appeared is that learners
do not prefer sharing English content, nor do they prefer commenting in English on social
media. When compared with their preference for following accounts, the opposite is true for
sharing and commenting on English content; that is, they never or rarely share English content
on their social media accounts and comment on content using English. Further, they favoured
sharing English content the least. This result might be explained by the fact that their feeling of
insecurity or unsureness of the content since they are in English. When content, namely a social
media post, is shared on social media, the shared post becomes visible to the social media users’
followers, consisting of their friends or acquaintances; therefore, they might not want to expose
their English comprehension or production to a public space because of their fear of making

mistakes and feeling of insecurity.

Concerning the findings on using English for messaging, half of the participants in the
sample stated either never or rarely messaging in English, while sharing English content via
message seemed more preferred by them. On average, the learners in the sample rarely use
English while messaging with others; similarly, sending an English content via message is not
often favoured, yet, more common when compared to text in English. In line with the habits of
using English on social media, learners tend to avoid producing the English language, and more
are inclined towards sharing English content prepared by others and readily available.
Nevertheless, the productive activities are not as widespread as the receptive ones, as the
majority often stated following English accounts on social media. In contrast, sharing,

commenting, or sending English messages are rare instances.

Another important finding is that learners share English content much more frequently
via messaging when compared to sharing it on their social media accounts. In fact, among the
five activities reviewed thus far, sharing content via messaging comes second with respect to
its frequency among learners, after the most common activity, which is following social media
accounts that share English content. The possible reason behind learners' being inclined towards
sharing English content with a specific person rather than sharing them publicly might be, again,

feeling insecure about the possible reactions and criticism from others regarding the language
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errors or miscomprehension of the content shared. Sharing the English content with a specific
person via a message -likely to a friend- the learner might ignore the uneasiness regarding

mistakes and misconceptions.

Similar results were revealed in Jurkovi¢ (2019), in which undergraduate Slovenian
language learners’ online informal engagement with English through smartphones were
investigated: English is engaged through a context, that is, reading or watching was more
predominant among the learners when compared to productive use of the language. Further,
reading social media comments were prevalent, whereas posting comments were not preferred
overall; instead, mother tongue was used for productive activities. Kusyk (2017), in line with
the findings of the present study, suggested that receptive activities were more common among
language learners. Similar findings were revealed in Trinder's (2017) study, in which chat,
texting, and discussion forums were not preferred at all. In the study of Lai et al. (2018),
focusing on why learners do not favour communicating in English through social media, the
participants reported being afraid of making mistakes and being mocked by their friends, as any
mistake regarding L2 use was visible publicly. Lai et al.'s (2018) study gives insight into the
findings of the present study regarding learners' views. In this sense, commenting in English
not being common among the participants in this study might be interpreted as fear of making
mistakes. The same might be true for sharing English content publicly; however, the present
study did not differentiate between sharing English content made by the language learner or
sharing English content made by others and readily available; again, learners' fears might be
limiting their sharing and commenting in English. In other words, even though the learner
themselves is not the one producing the English content, still, feeling of uncertainty and being
hesitant could be present as the learner could think that they might misunderstand the content
and thus, might face criticism from their followers in case they share it publicly. The same
might apply to explaining learners' tendency to share the English content with their friends via
message rather than sharing it publicly and having the risk of facing adverse reactions. In
addition to the fear of making mistakes, some participants in Lai et al.'s (2018) study mentioned
that there were few people among their followers to comprehend the shared content in L2, so
they did not share at all. Bearing this finding in mind, learners' not favouring sharing and
commenting in English on social media could also be explained by the fact that their followers
would not understand the shared English content; thus, sharing it with the ones that could

comprehend the context might appear more desirable for learners.
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Investigation of the learners' engagement with English through social media and
messaging was followed by their engagement through search engines, websites, and default
language for using device language. 3 questions were directed to the participants that are how
often they use English for searching on the web, how often they read English websites, and
their default language set on their digital devices, that is, whether they use their digital devices
in English as system language. According to the results, they use English for searching on the
web occasionally on average. On reading the websites in English, similar tendencies are present
among the learners in the study; they engage with English through the websites occasionally.
Aligning with the occasional informal English engagement through websites found in this
study, Honarzad and Rassaei (2019) revealed that using English for searching on the web was
prevalent among Iranian adult learners of English. Compared to their engagement with English
through searching on the web and reading websites, using English as the default system
language for their digital devices, mobile phones, or personal computers is less common, as

nearly half of them stated that they never or rarely prefer using them in English.

Kukulska-Hulme et al. (2017) emphasized the emerging opportunities to encounter
English through online resources informally. Especially, learners' engagement with English
through websites is revealed to be interest-driven in nature. Language learners in Sockett and
Toffoli's (2012) study reported using and reading English websites for researching areas of
interest. Further, Jurkovi¢ (2019) found that half of the sample regularly used English for
searching for and reading websites and favoured as much as searching for and reading in the
participants' mother tongue. In the same study, learners stated that they use English for
searching and reading the websites to access more information on the topic they were searching
for, as there is more content in English when compared to L1. Brevik's (2019) study
corroborates the findings of the interest-driven nature of English reading and searching on the
web; participants reported using English for the purpose of accessing a broader range of
information on a concerning topic. Considering the previous studies, the prevalence of using
English for reading the websites or searching on the web emerged from the results might be
considered related to the interest of learners since the English content is more readily available
on the web (Crystal, 2003), their interest-driven usage of the web might push them to use

English to access a broader body of contents regarding their search.

In general, therefore, it seems that receptive activities regarding online informal English

are more dominant among language learners. Among the activities investigated regarding their
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social media, messaging, and browsing habits, the most favoured one appeared to follow
accounts that share English content, share English content via messaging, and search on the
web using English. The least engaged activities are observed to be sharing English content on
social media, messaging with others in English, commenting in English on social media, and
using devices in English, which somewhat requires English production. The findings of this
study align with the results from other studies regarding learners’ tendency to favour receptive
activities (Honarzad & Rassaei, 2019; Inci, 2021; Jurkovi¢, 2019; Kusyk, 2017; Peters, 2018;
Trinder, 2017). Sharing English content via message is more common than sharing it publicly
on social media might indicate that their language production is limited to a small circle of
people due to the feeling of making mistakes in a public space (Lai et al., 2018). Nevertheless,
the studies that might be compared to the present study did not precisely measure and focus on
the same activities; thus, only a general idea of what has been revealed could have been
discussed to this end. In addition, it should be kept in mind that receptive nature appeared in
social media platforms might also be due to nature of social media using, people often read and
watch more than they write and post (Jurkovi¢, 2019). As a result, the present research suggests
an everyday use of English through online spaces beyond the language classrooms;
furthermore, English seemed to have a substantial prevalence in language learners’ everyday

lives through the online opportunities involved on a daily basis.

In addition to revealing overall engagement with English through online informal
activities, including social media, messaging, and browsing, gender and grade differences in
these engagements were within the scope of the research questions. Analysis regarding the
differences between gender and grade variables was employed for each activity separately. For
gender, only significantly different activity appeared to be sharing English content on social
media; females tend to share English content on their social media accounts more often than
males. A note of caution is due here since the difference between females and males regarding
content sharing in English on social media might result from overall sharing habits between
genders regardless of the language of the content being shared since the gender difference is
not present in general English use. Thus, the gender difference discussed here has been brought
by similar interpretations of those differences that appeared in gameplay habits. As in the case
of playing video games, on the opposite, females are suggested to share content on social media

more often compared to males (Thelwall & Vis, 2017). That is to say, the difference that
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emerged might be interpreted through the overall difference in habits of gender regardless of

their L2 use.

For grade, on the other hand, all activities except one differed between 9*- and 10%-
graders within the sample. 10"-graders engaged more with those of all activities investigated
in the study, except for using English as their device language; however, the effect size for the
difference was negligible. In other words, despite the grade variable seeming to influence the
amount of engagement overall, the role of the grade itself has a limited effect on the frequency

of engaging in online informal activities.

The above-mentioned additional activities were further gathered into a single variable
by calculating a mean score for each student’s involvement. Once more, the grade is found to
impact how often the learners engage in those activities overall; that is, 10" graders are involved
more frequently than 9 graders. Aligning with the previous finding, however, the effect size
was small. In line with the age differences that emerged from the present study, Mufioz (2020)
suggested that older learners are more frequently involved in online informal activities overall;
for internet activities, older adolescents reported higher frequency than young adolescents. For
all contact with language beyond the classroom, Sundqvist and Sylvén (2016) also concluded
that older adolescents spent more time on English in informal contexts compared to younger
adolescents. Peters et al.'s (2019) study revealed the same pattern; 4"-year secondary students
had more contact with English compared to 2"%-year secondary students, including
visiting/reading English websites. In a study conducted with secondary and high school learners
of EFL in Turkey, Inci (2021) found the matching results, 10™-graders spend more time
compared to 9"-graders. Therefore, the previous literature might explain the present findings
that emerged regarding the 9" and 10%-graders’ varying frequency of engaging with English
through social media, messaging, and websites. However, the age difference in this study is one

year, so it could be approached carefully.

Nevertheless, keeping in the mind that 10%-graders had considerably broader
vocabulary knowledge in the present study, their involvement in the investigated online
informal activities to be more often than 9"-graders might be explained through both ways:10%-
graders more frequently engaged with those activities in English because they had broader
vocabulary knowledge, that is, their involvement might be based on the fact that they are able
to comprehend English content more. For the latter possible explanation, the opposite might be

true; since they involve more with English through those activities, they have a broader range
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of vocabulary. The variance regarding vocabulary knowledge is to be discussed in the following
section. As to be discussed in the case of vocabulary knowledge, 10"-graders’ having spent
more time could also base on maturational factors (Inci, 2021); yet again, it is underemphasized
within the previous literature. Grade differences regarding the involvement in English through
online informal spaces, in this sense, need further inspection by taking into account the

vocabulary knowledge.

5.2.2. Vocabulary Knowledge of the Learners in the Study

Before moving on to the relationship between VLT scores and online informal activities,
the overall vocabulary knowledge of the learners in the sample is to be discussed through

Vocabulary Level Test scores with respect to the fourth research question.

228 participants’ vocabulary knowledge was gathered through the Vocabulary Level
Test, compromised of assessing the 2,000-word level, the 3,000-word level, and the 5,000-word
level frequencies. According to the correct answers in VLT, learners know 60% of the words
from the 2,000-word level, 46% of the words from the 3,000-word level, and 37% from the
5,000-word level on average. On the basis of scoring suggested by Schmitt (2003) (as cited in
Xing & Fulcher, 2007), only 37% achieved the 2,000-word level. Those achieving 3,000-word
levels made up 25% of the sample, and 5,000-word level achievers were limited to 16% of the

sample.

Achieving the 2,000-word level necessary for comprehending 80% of the written text
and enabling learners to guess the meaning of unknown words from the context (Milton, 2009;
Nation & Waring, 1997). Furthermore, comprehending spoken discourse in L2 requires 3,000-
word families to be known by learners (Webb & Rodgers, 2009). Bearing these general ideas
in mind, the majority of the learners in the sample seem to be insufficient in receptive
vocabulary knowledge to comprehend the spoken or written discourse in L2, in spite of 8 years

of English language instruction.

Nevertheless, these findings accord with the previous studies highlighting learners’
limited receptive vocabulary knowledge in EFL contexts. In the Taiwanese EFL context, only
16% of language learners who had 9 years of formal English instruction, in the study of Webb
and Chang (2012), achieved 2,000-word families. Only 11% of university students in the
Turkish EFL context in Ertiirk's (2021) study achieved the 2,000-word level, and 2% achieved

the 3,000-word level after receiving 10 years of English instruction. Considering the study
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conducted with older Turkish EFL learners, the 9%- and 10%-graders in the present study had
broader vocabulary knowledge despite the shorter length of the instruction. The possible reason
for this could stem from the fact that the sample in the present study has more out-of-class

contact, especially for watching English-speaking media and listening to music.

Before moving on to the analysis of the relationship between online informal learning
activities and vocabulary knowledge, grade and gender effects on vocabulary knowledge were
inspected to approach more comprehensively the relationship to be revealed. The results did
not show any gender differences regarding vocabulary knowledge. Previous studies, on the
contrary, found that males had higher vocabulary knowledge overall (Sylvén & Sundqvist,
2012). And other studies, aligning with the findings of the present study, found no vocabulary
knowledge difference between genders (De Wilde et al., 2022; Hannibal Jensen, 2017;
Kuppens, 2010; Peters, 2018). Those highlighted the gender differences regarding the
vocabulary knowledge explained the phenomenon through males’ higher participation in the
video games, consequently having males’ higher overall participation in informal activities.
However, though males’ higher participation in video games was aligned with previous studies,
no vocabulary knowledge differences appeared from the findings might have been caused by

the fact that males within the sample were lower in number.

For grade, VLT scores differed between 9™- and 10"-graders; 10"-graders achieved
higher in all word levels measured in the study and the total VLT scores. At first sight, the
difference that appeared between 9" and 10™ grade learners' vocabulary knowledge might seem
reasonable since 10"-graders had more years of instruction; that is, they had an advantage of
+1 year of formal instruction. As a matter of fact, because of the change brought in ELT
Curriculum by MEB (2013) for the 2013-2014 academic year, English instruction began to be
given in the 2" and 3 grades, while the starting grade for English instruction was 4" grade in
the previous ELT curriculum by MEB (2006). 9"-graders in the sample of the present study
were attending 2™ grade during the first year of the constitution of the new 2013 curricula; thus,
9th oraders started English instruction in 2™ grade. In contrast, 10"-graders followed the 2006
curriculum and started the instruction in 4" grade. That is, English instruction starting grades
for 9- and 10%-graders are different; thus, the total length of English instruction they received

is different in years, as the former had 7 years of instruction and the latter had 6 years.

To put it another way, even though 10"-graders seem a year of advantage regardin
p y g g y ge reg g

English instruction, because of the policy change undertaken 2013-2014 academic year, while
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9th_graders had 8 years of English instruction, and 10"-grades had 7 years; since 9™-graders'
English instruction began at 2" grade, whereas 10"-graders were introduced to English at 4%
grade. Similarly, Mufioz (2011) emphasized that no difference were appeared in the vocabulary
knowledge of the university learners with a differing starting age of English instruction, even
when their age at testing controlled for the analysis, indicating that the early start does not affect
the vocabulary knowledge of the learners, as in the case with the present study; though 9™
graders started their English instruction on an earlier age, their vocabulary knowledge was
significantly lower than 10%-graders. Previous studies revealed the contrary; length of
instruction appeared as a factor leading to higher vocabulary knowledge (Mufioz, 2011; Peters,
2018; Peters et al., 2019; Webb & Chang, 2012). Among the studies highlighting the effect
regarding the length of instruction, however, Peters (2018) reported that out-of-class contact
explained vocabulary scores better than the length of the instruction. Nevertheless, examining
French and English vocabulary knowledge in relation to various variables, Peters et al. (2019)
found that learners’ French vocabulary scores were much lower than their English vocabulary
scores, though their length of the instruction in French was much more in years compared to
the length of English instruction received. However, with respect to the results of English
vocabulary knowledge alone, length of instruction had a vital effect; therefore, Peters et al.
(2019) emphasized that more studies are needed to evaluate the length of instruction on the
vocabulary knowledge since the effect of length of instruction presents meaningful results when
the adequate out-of-class exposure is evident. Hannibal Jensen's (2017) study comprised a
similar situation to the present study; because of the Danish policy change on ELT, 8-year-olds
and 10-year-olds began English instruction simultaneously, one at the age of 7, and the latter,
at the age of 9; thus, the length of instruction was the same for both groups, but their age
differed. As a result of the study examining the impact of out-of-class engagement on
productive vocabulary knowledge, 8- and 10-year-olds beginning their English instruction at
the same time period had differing productive vocabulary test scores; that is, 10-year-olds had
significantly higher scores. Hannibal Jensen (2017) explains these results based on the fact that
10-year-olds’ English knowledge could only have been gained through out-of-class contact
since they had more years of engagement with the English language. Cadierno et al. (2022)
revealed similar findings regarding the starting age of learners on their vocabulary knowledge,
where the late starters had higher vocabulary knowledge than the early starters. In the study of
Ertiirk (2021), on the other hand, the age of the learners explained 11% of the variance in

receptive knowledge of collocations, and instruction explained 27% of it; while the language
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exposure through reading, listening, and social networking was explaining 31% of the variance.
In this sense, the practices learners carry out in English mattered more than the age and the year

of instruction, respectively.

Nonetheless, both Cadierno and Eskildsen (2015) and Ertiitk (2021) explained the
difference through cognitive development and increased explicit learning mechanisms for late
starters. In addition to the cognitive aspects, motivation, curriculum aims, out-of-class strategy
use and other factors that might affect the vocabulary knowledge of 9"- and 10"-graders. Those
explanations could be brought for the case between 9™- and 10"-graders in the present study,
yet further research is needed focusing on the age and out-of-class contact regarding their

impact on vocabulary knowledge.

To this end, learners’ VLT scores differed in grades, and this result was discussed
considering the fact that they had the same length of instruction. The possible explanation was
brought by the previous studies, implicating that older learners’ being more proficient or having
broader vocabulary knowledge might result from having a total out-of-class engagement in
naturalistic settings (Hannibal Jensen, 2017; Kuppens, 2010; Lefever, 2010). Moreover, the
vocabulary knowledge of males and females in the present study aligned with the previous
findings revealing no gender difference in vocabulary knowledge (Cadierno et al., 2022; De

Wilde et al., 2022; Hannibal Jensen, 2017; Kuppens, 2010; Peters, 2018).

Having evaluated the findings of vocabulary knowledge regarding gender and grades,
the findings of the fifth research question emphasizing the relationship between the OILE

activities and VLT scores of learners are to be discussed in the following.

5.2.3. Learners’ Engagement with Online Informal English Activities with regards to
Vocabulary Knowledge

The present study was designed to determine the relationship between online informal
English activities and language learners' vocabulary knowledge. With this purpose, the third
research question in the study sought to assess the impact of learners' engagement with online
informal activities in English on their Vocabulary Level Test scores. Respectively, each online
informal activity carried out in English regarding their relationship to vocabulary knowledge is
to be discussed by commenting on the correlation analysis employed. The related findings from

the previous studies are to be reviewed respectively.
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5.2.3.1. Audio, Text, and Video Activities in English & VLT Scores

With the purpose of unveiling the relationship between different media types and VLT
scores, a correlation analysis was employed. As a result, VLT scores were positively correlated
with the learners’ engagement with English through all types of media input in online spaces,
including audio, text, and video. That is to say, the more frequently they involve in English-
speaking media or English texts, the higher VLT scores they get. Moreover, English video
appeared to be connected more strongly with higher VLT scores than English audio and texts.
A possible explanation for these results might be the aspects of videos since they are comprised
of both audio and images. Other studies that emphasise viewing support the present findings in

the current study (De Wilde et al., 2022; Sundqvist, 2009; Sylvén & Sundqvist, 2012).

It is vital to bear in mind that the results do not indicate any causation of one to another;
it is not possible to state that involving those activities would lead to a higher vocabulary level
score and vice versa. Nevertheless, the appeared relation between engaging with English
through video, audio, and texts and VLT scores supports the importance of getting English
input in naturalistic settings to develop vocabulary knowledge. Furthermore, these results

reflect those of previous ones (Ertiirk, 2021; Inci, 2021; Niitemaa, 2020; Sundqvist, 2009).

5.2.3.2. Main Online Informal English Activities & VLT Scores

Regarding research question 5.2, engaging with main activities was individually
inspected regarding the VLT scores of the students. Main online informal activities comprised
watching TV series and shows, watching films, watching videos, listening to music, and playing
single-player and multi-player video games. Learners were asked how much time they spent or
how often they involve in those activities each, and their responses on each activity were
correlated with their VLT total scores. Since the number of students achieving the 2,000-word
level, 3,000-word level, and the 5,000-word level was so small in number for further analysing
the correlation regarding the spent time on each activity, VLT total scores which inquired from
the number of correct items were taken as the basis for correlation analysis. The activities within

the scope, thus, are to be discussed separately concerning the VLT scores.

In the current study, engaging in main online informal activities is correlated positively
with VLT total scores, yet the effect sizes are varied. The first main online informal activity,
which is watching English-speaking TV series and TV shows, had a moderate effect on VLT

total scores. That is to say, the learners who watched more TV series and shows in English
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achieved higher VLT total scores. Similar to the findings of watching English-speaking TV,
watching English-speaking films appeared as positively correlated with VLT total scores.
Though the effect was weaker than watching TV, the finding was clear in terms of the
relationship with VLT scores. On the other hand, watching English-speaking videos presented
a strong relationship with VLT total scores as a result of the analysis; further, watching videos
in English online appeared to have the strongest connection with VLT scores within 6 main
online activities. Being the most preferred activity in terms of spent time, listening to English-
speaking music comes second in the strength of the relationship. Being the least favoured
among the main online informal activities, playing multi-player and single-player games, on
the contrary, had the weakest relationship with VLT scores. Especially, multi-player gaming in
English was revealed to have a weak relationship with VLT scores compared to single-player

gaming in English.

Though the correlation was apparent within 6 main online activities and VLT total
scores, the strength of the association varied. When compared in terms of the strength of the
relationship with VLT total scores, the most substantial connection appeared between watching
English-speaking videos and VLT total scores and listening to English-speaking music follows.
Watching TV series and shows in English have a close relationship with watching films in
English, as both have a modest association with VLT total scores. Playing single and multi-
player video games, contradicting the relevant literature, had a weak relationship and was the
weakest compared to the other activities. Though the findings of the present study on the
correlation between playing video games and VLT scores align with the previous studies, the
strength of the correlation and the relative importance of playing video games on vocabulary
knowledge when compared to other activities contradicts the previous literature. On the
supporting finding regarding the relationship between playing video games and vocabulary
knowledge, Sundqvist and Wikstrém (2015) found the same pattern; those who play video
games frequently had higher VLT scores when compared to low frequency or non-gamers. In
a more recent study, Sundqvist's (2019) findings supported the informal gaming role in
vocabulary scores; however, she found that multi-player game mode had a stronger correlation
with vocabulary knowledge, whereas single-player gaming had a stronger correlation with

vocabulary scores in the present study.

Regarding the research question 5.2, which sought to reveal the relationship between

main online informal activities and vocabulary knowledge, the present study revealed that all
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six activities investigated within the scope of the research were found to be correlated positively
with VLT total scores with varying levels of effectiveness. While watching videos online
appeared to be strongly associated with VLT scores, listening to music and watching TV series
& shows had moderate strength regarding the relationship on VLT scores. Despite the apparent
relationship, however, watching films and playing single and multi-player video games had a

weaker association in terms of VLT scores, especially in the case of playing multi-player games.

The previous studies evaluated throughout the research had varying findings on the
relationship between individual online informal activities and the strength of the relationship
regarding vocabulary knowledge. Sundqvist (2009) found that the most crucial activity for
vocabulary knowledge was playing video games in English, among other informal activities,
including watching TV and watching films, whereas listening to music appeared not relatively
necessary for vocabulary knowledge. On the other hand, in the study carried out with secondary
school learners aged between 15-16 and 19-year-old university students, Peters (2018) found
that watching films and TV correlated with VLT scores of 16- and 19-year-olds. Furthermore,
she found a negative correlation between listening to music and vocabulary scores, which the
present study claimed the opposite. Somewhat contradicting the present findings, in Peters et
al.'s (2019) study, only a relationship regarding vocabulary knowledge appeared with the
participation in video games and English websites, and other activities did not appear to have
an association with vocabulary scores. However, they underlined that the evidence for
concluding that other activities had no relationship with vocabulary knowledge would be
incorrect since some ceiling effects resulted from the lack of variance within the data. In a
similar vein, Gonzalez Fernandez and Schmitt (2015) found that adult learners’ collocation
knowledge correlated with watching films, videos, and TV and social networking; however, no
apparent relation was found for listening to music, contrary to the present findings. Lindgren
and Mufioz's (2013) study carried out 10-year-olds somewhat corroborated with the present
study; all activities included in the study correlated with reading and listening comprehension
scores; however, watching films had a greater impact on the scores, and listening to music and

playing video games had weaker correlations.

Overall, the results from the present study largely corroborated with the previous
findings; nevertheless, listening to music had a more significant relationship with VLT scores,
and playing video games had weaker relation with VLT scores in the present study compared

to previous literature (De Wilde et al., 2020b; De Wilde & Eyckmans, 2017; Hannibal Jensen,
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2017; Sundqvist, 2009; Sylvén & Sundqvist, 2012). This variance might be explained by the
ceiling effect, as in the case of Peters et al.'s (2019) study, as the answers on the item for
listening to music were observed to be gathered into the three options, and the majority chose
the last option. For playing video games, the same effect appeared oppositely; answers were
primarily gathered on the "never" option. Thus, the strong correlation between VLT scores and
listening to music and the weak correlation between VLT scores and playing video games
should have been approached with caution. Apart from the mentioned case, the effects of
watching videos, TV, and films aligned mainly with the previous literature (De Wilde et al.,
2020b; Kuppens, 2010; Peters, 2018; Sundqvist, 2009); thus, a clear relationship between the

online informal activities carried out in English and the vocabulary knowledge is apparent.

5.2.3.2.1. Subtitle Preferences and Multi-player Video Game Interactions & VLT Scores

With the purpose of further demonstrating the involvement, learners’ subtitle
preferences were addressed for each of the TV, film and video watching activities in English.
As for the playing multi-player video, learners’ interactions through video games were
addressed either. To this end, whether learners watch films and TV series with Turkish-dubbing,
Turkish subtitles, English subtitles, or without any subtitles were discussed in the previous
section regarding the frequency of involvement and the interaction patterns throughout multi-

player video gaming.

Research question 5.4 in this study seeks to determine whether subtitle preferences and
various interactions throughout video gaming reveals any informing findings concerning VLT
scores. In the first place, the subtitle preferences obtained separately for each viewing type -
namely watching TV series & shows, films, and videos- were gathered into a single variable.
Consequently, watching the mentioned media types with Turkish dubbing, Turkish subtitles,
English subtitles, and without any subtitles correlated with VLT total scores. As a result,
preferring Turkish subtitles and Turkish dubbing was negatively correlated with VLT scores;
learners who often prefer Turkish subtitles and Turkish dubbing have lower VLT scores. On
the contrary, favouring English subtitles and no subtitles correlated positively with VLT scores,
and the strength of these relationships was moderate. Furthermore, watching media without
subtitles had the most robust relationship with VLT scores among other subtitle preferences.
Besides the benefits of watching TV series & shows, films, and videos, the subtitle preference

appears to be associated with varying VLT scores. In this sense, watching English media itself
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would not be sufficient to explain the vocabulary outcomes; instead, the subtitle preference,
especially favouring English subtitles or watching it in original format without any subtitles,
might have been the case with VLT scores. However, explaining the importance of watching
English media relative to the vocabulary knowledge by taking into account the spent time and
subtitle preferences is not possible within the scope of this research; however, the findings
suggest further investigation by obtaining a more detailed record of learners’ involvement in

informal online spaces regarding English-speaking media.

For the interaction occurring throughout the multi-player gameplay, speaking or typing
to other players and listening to or reading the text of others were addressed. Each interaction
was employed for the correlation analysis regarding VLT scores, and the results presented an
apparent relationship between all types of interaction with the scores. Especially speaking and
typing to others in the game had a moderate relationship with VLT scores; learners who speak
and type more often in English during the gameplay have scored higher in VLT. Though reading
others’ typing and listening to others’ speaking in the game were also associated with higher
VLT scores, the relationship revealed regarding the VLT scores was weaker when compared to
speaking and typing. Compared to the impact of other online informal activities, the findings
regarding the relationship between spent time on multi-player gaming and vocabulary
knowledge did not seem as substantial as the previous studies had suggested (Hannibal Jensen,
2017; Kuppens, 2010; Peters, 2018; Sundqvist, 2009, 2019; Sundqvist & Sylvén, 2014;
Sundqvist & Wikstrom, 2015; Sylvén & Sundqvist, 2012). However, the recurring interaction
throughout the multi-player gaming on the relationship with the vocabulary knowledge
emerged to be more apparent compared to the overall spent time on multi-player gaming.
Regardless of the nature of interaction during the multi-player gameplay, the present study
reveals that more frequent interaction through games is connected to broader vocabulary

knowledge in L2.

5.2.3.3. Additional Online Informal Activities & VLT Score

Research question 5.3 in this study emphasized the role of social media and messaging
habits on vocabulary knowledge, including sharing and following English content and using
English for texting and commenting. Furthermore, vocabulary knowledge and learners’
engagement with English through search engines and websites and their preferred device

language were within the scope of research question 5.3. Taken together, involvement with
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English informally through social media, messaging, search engines, website reading, and

device language were assessed with regards to learners” VLT scores.

The result of the study indicated that every single activity investigated under the
additional online informal activities correlated with vocabulary knowledge in a positive
direction. The emerged relationship between VLT scores and additional online informal
activities varied from a modest to a strong association. The most prominent finding to emerge
from the correlation analysis is that reading websites in English have a strong relationship with
VLT scores. In another way, learners who more often read English websites have broader
vocabulary knowledge in turn. Other activities appeared moderately related to vocabulary
knowledge, including sharing English content via message, using English as a device language,
searching on the web, messaging someone in English, and following English content sharing
accounts. Sharing English content on social media, on the other hand, had a weaker relationship
with VLT scores. What is more surprising was that the correlation between the sharing content
via message and sharing it on social media with their followers differed in terms of strength of
the association; that is, sharing the English content via message seemed to be related to broader
vocabulary knowledge when compared to sharing them via social media accounts, which had a

weak association with VLT scores.

First, on the strong association between the reading websites in English and higher VLT
scores, the possible explanation might be the role of reading the English texts. This result is in
agreement with those obtained by Gonzalez Ferndndez and Schmitt (2015), who suggested that
everyday communicative circumstances and situations could affect learners’ collocation
knowledge, especially reading. Though their study aligns with the present study in terms of
informal scope within the investigation, their concept of reading involved the reading of English
books, magazines, and newspapers in addition to the reading of the websites in English; the
findings might be interpreted for the present study. Peters (2018), on the other hand, emphasized
English internet use of language learners beyond the classroom; in agreement with the present
study, she suggested that vocabulary knowledge had the highest correlation with visiting
English websites, while others remained moderately correlated with vocabulary knowledge,
including reading English books and magazines and watching English films and TV programs
without subtitles. In Cong-Lem and Lee's (2020) study, which examined the impact of reading
text through English websites on vocabulary size, exposure to English texts was identified to

play a crucial role in the broader vocabulary knowledge. Though reading English texts through
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websites was not explicitly addressed, instead was approached as a broad activity that might
include reading, listening, and writing her study; Sundqvist (2009) revealed that surfing the
internet and playing video games were the essential activities for the vocabulary knowledge of
9th_graders among other activities. Inspecting low, mid, and high-frequency words in relation
to the type of out-of-class activities, Niitemaa (2020) revealed corroborating results; visiting
English websites correlated with a broader knowledge of all frequency levels. Leona et al.
(2021) also found that English website visiting correlated with the vocabulary knowledge of
young learners. Other studies, mostly approached using English through websites in a mixed
way, found similar relevant importance for vocabulary knowledge (De Wilde et al., 2022;

Sylvén & Sundqvist, 2012).

Other items regarding correlated moderately with vocabulary knowledge except for
sharing English content via social media accounts. The activities correlated moderately
included English language use, such as writing comments, texting in English, using search
engines in English, and receptive activities such as following accounts that share English
content, sharing English content via messaging and using English as the default device
language. Since the items addressed reveal specific activities throughout the social media and
messaging regarding English use, it does not seem possible to pinpoint the exact implications
by comparing the strength of correlation from each item. Neither does seem applicable to
review the literature to explain each item by their strength, as previous studies approached
social media and messaging habits in L2 by investigating those as a whole; that is, sharing,
following, texting, commenting, and using devices in English were not dealt as specific
activities, rather, the overall spent time on social media and the frequency of writing in L2 were
discussed. In this sense, it could be concluded that social media and messaging, in general,
appear as essential factors in vocabulary knowledge, however, reading English websites

mattered more.

Those studies dealing with social media use in English overall concluded similar results
regarding the impact on vocabulary knowledge. In De Wilde et al.'s (2022) study, using social
media in English was revealed to be a significant factor for receptive vocabulary knowledge of
learners aged between 10-12, and the same result was suggested for the learners of the same
age on previous study of De Wilde et al. (2020b). Benefiting from social media for audiovisual

input in L2 also have been emphasized in other studies for vocabulary knowledge (Leona et al.,
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2021), L2 development other than vocabulary knowledge (Bahrani, 2012), including
proficiency which in turn associated with lexical knowledge in L2 (De Wilde et al., 2020a).

Messaging, social media, and website visiting habits regarding English use were
investigated for their relationship with VLT scores, and previous literature was presented in
accordance with the present findings. To this end, the relationship between VLT scores and
reading or visiting English websites is revealed to be strong; further, social media and
messaging habits overall appeared as moderately correlated with VLT scores. The previous
studies scrutinizing out-of-class activities regarding the relationship with vocabulary
knowledge suggested aligning results; thus, the present study largely corroborates with the
previous findings. In this sense, the interest-driven nature of the informal engagement with

English deems to be facilitating learners’ vocabulary knowledge.

5.2.4. Learners’ views on Where English is Learned

Learners’ beliefs on where they learned most of their English were addressed within the
aims of the sixth research question. 4 response options were directed to the participants
regarding where they learned English; that is, whether they learned through school or out-of-
school. Half of the sample reported learning English through school, while those stating they
learned English through out-of-class contact were less in proportion. Overall, one-third of them
stated they obtained their English competency beyond the classroom, while the majority
reported the school helped them learn the English language. The views in this regard
corroborated with that of Sundqvist (2009), who revealed that nearly 70% of her sample thought
that they learned English from the school. A later study by Sylvén and Sundqvist (2012) also
highlighted similar tendencies regarding learners’ beliefs; the majority reported having learned
English in school. In another study emphasizing the learners’ views on where they learn
English, Lamb (2004) suggested that Indonesian EFL learners aged between 11-12 were
learning outside of the classroom; however, learners underlined the facilitating role of the

school for learning the language.

Consequently, their views were investigated together with the VLT levels. In the current
study, comparing the answers in regard to VLT scores evidently revealed that those who stated
they learned English all through out-of-school contact had higher VLT scores. Respectively,
those who reported they learned English all through the classes in school had the lowest scores.

The VLT scores of each response option differed significantly as a result of the analysis. This
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result might be explained by the fact that learners who engage more in online informal activities
perceive the benefits of out-of-school learning more, considering the previously emerged
pattern that participating in online informal activities is associated with higher vocabulary
knowledge. However, the causality could not be presumed since the learners with broader
vocabulary knowledge could be the ones engaging with online informal activities and,
consequently, perceiving the benefits of engaging in these. On the other hand, the result
regarding learners who stated they learned English through out-of-school contact had
considerably higher VLT scores, which also might be explained as the validation for VLT and
out-of-class contact; learners’ view on where English is learned could be resulted from having
experienced the visible benefits of vocabulary knowledge. Niitemaa's (2020) findings might
corroborate the present findings as the majority of participants aged between 16-17 stated that
they learned a lot of English words through online informal activities, and further, their
presented examples of learned words corresponded to mid-and high-frequency words.
Nevertheless, learners’ beliefs need a further inquiry with regard to vocabulary acquisition and

out-of-class engagement with English.

5.3. Conclusion

Within the inquiry of the online informal activities carried out in English by language
learners, the present research discovered the prevalence of those activities among language
learners through addressing the engagement through main online informal activities, additional
informal activities, and other related activities that provide English input or output. Learners’
encounter with English texts, videos, and speaking & music overall was addressed at first before
moving on to the individual activities. In this regard, it is revealed that they often encounter
English content through online spaces, and the majority admitted having an encounter with
those content consistently. What is more, 10® graders have significantly more frequent contact
with English through online spaces. When evaluated with VLT scores, those with contact
English more frequently beyond the classroom through various means of input type had
significantly higher VLT scores; that is, they had broader vocabulary knowledge. Significantly,

the English-speaking video encounter had a stronger association with higher vocabulary scores.

Within the main online informal activities, listening to music is a daily activity among
high school students. The pervasiveness of listening to music is presented in previous studies

as well. Language learners from varying ages and contexts are, in this sense, getting exposed to
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English through listening to music on a daily basis. However, its impact on vocabulary
knowledge seems not much as the impact of video watching online. Videos present audio-visual
input, whereas English-speaking music listening is limited to audio input. A similar result was
revealed for the previous research question on how frequently learners encounter texts, videos,
and spoken input; among the input types, videos had a greater effect on vocabulary knowledge.
Therefore, having reviewed the findings of the previous and the present study, it could be
concluded that English input through both audio-visual activities beyond the classroom has a

crucial role in the vocabulary scores of EFL learners.

Engaging with other activities related to viewing, that is, watching TV series & shows
and watching films, also indicated a broader vocabulary knowledge. When compared with the
impact of involvement in videos, watching TV series and shows and watching films had a
weaker impact. One of the implications that emerge from this result could address the effect of
subtitles; learners’ exposure to English-speaking content without subtitles or with L2 subtitles
is more probable since there are limited options for subtitles in video watching, while Turkish
subtitles are readily available for TV series & shows and films, as revealed in the present study,
videos are mostly watched without subtitles. Therefore, not only the frequency of audio-visual
input occurred within online spaces but also the subtitle choice deems to be vital for vocabulary
learning. Further details on the viewing/watching of English-speaking media were investigated
through addressing the subtitle preferences of learners within the aims of the research. Among
the apparent findings, Turkish dubbing is the least favoured way to watch films and, TV series
& shows; as a matter of fact, English subtitles and no subtitles are more common than Turkish
dubbing. Overall, Turkish subtitles are favoured for watching films and TV series & shows,
and no subtitles for video watching. In regard to VLT scores, findings relatively surprising
appeared; all subtitle modes correlated with VLT scores, but for Turkish dubbing and Turkish
subtitles, the correlation was negative, whereas English subtitles and no subtitles positively
correlated with the scores. This finding also explains why watching films and TV relatively fall
short in their relationship with vocabulary scores; since those are watched mostly with Turkish
subtitles, their relative importance to vocabulary knowledge falls behind the video watching in

English.

On the prevalence of watching or viewing media, similar highlights could be mentioned
from the findings of the present study. When the time spent on watching TV, films, and videos

is considered in sum, those activities allocate more time than instruction hours at school weekly.
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To put it another way, their out-of-class contact only through watching media is much more
than their class hours. For video games, however, the findings are somewhat disappointing
regarding both the spent time and the effect on vocabulary knowledge. Indeed, video games
and vocabulary scores have an apparent relationship in the present study, yet, contrary to the
previous literature, learners spend much less time on gaming, and the relationship between
gaming and vocabulary knowledge was not as substantial as the previous studies suggested.
Further details were addressed through focusing on the interaction types that occurred during
the multi-player gaming. It was revealed that learners who play multi-player video games rarely
interact with other players, and they mostly interact through texting, and consequently, they
read others’ texts or messages. On the other hand, the spoken interaction is much less existent
throughout gaming, as only a small proportion of learners admitted having spoken English in
gameplay. Interaction, in this sense, is existent mainly through texts, and learners rarely interact
with others through gaming. A note of caution is due here since the sample mainly consisted of
females and has emerged from the findings of other studies and the present study; females spend

little time gaming in their spare time.

The aim of the study also emphasized the use or exposure to English through social
media, messages, search engines/websites, and devices; and investigated those activities
grouped as additional online informal activities. Following accounts that share English content
is the most common among the sample; sharing English content via message, searching on the
web using English, and reading websites in English are also common but not much as the
former. Messaging in English and sharing/posting English content on social media are rarely
performed by the learners. One of the more significant findings to emerge from the study is
that, while sharing available English content is often existent among learners, the same is not
apparent while sharing the content on social media. There are two patterns to emerge regarding
the variance of frequency. First, receptive activities are more common among learners, as long
as they are not sharing those publicly. Even though they do not use English in a productive way
while sharing the content, that is, the content has already been there readily available for others
to read, watch, or listen; to whom they share the content seems to be mattered. In other words,
not the fear of making mistakes while using English but the fear of having the English content
misunderstood is evident. While learners’ daily involvement with English through online
spaces is crystal clear, their contact with English seems to be limited to their private circle.

They often encounter English content on social media and occasionally share those content with
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their friends. In addition, using English for searching on the web and reading English websites
are pretty popular. Aligning with the findings with the grade difference emerged for the
encounter with English texts, video, and spoken input; the frequency of doing those activities
grouped as additional online informal activities also differed in terms of grade. That is to say,
10™-graders are involved with English through sharing, reading, searching, and texting more
frequently. Within the scope of the study, additional activities were evaluated with VLT scores.
In line with the relationship between VLT and other online informal activities, all the activities
present statistically significant correlations with vocabulary scores. The reading of the English

websites, however, appears stronger for the association, while others were moderate.

Considering their relative prevalence among learners and impact on vocabulary
knowledge, reading websites, watching videos, listening to music, and sharing English content
via message appear as the means of contact with English and further developing their L2 lexical
knowledge. Nevertheless, these findings would not imply any causation and should be

interpreted with caution.

Somewhat unexpected, this study has raised important questions about the nature of
vocabulary knowledge of high school learners in Turkey and their online informal practices
carried out beyond the classroom. Though getting fewer years of instruction, 10"-graders seem
to have broader vocabulary knowledge, and they are involved with English more through
informal contact. It is challenging to interpret these findings within the scope of this research,
considering the available data. If it is not the English instruction they received, what is the
reason for 10%-graders’ broader vocabulary knowledge? Is it the developmental aspects brought
by their age or the one year of advantage regarding the total amount of exposure they received
from out-of-school contact? Those questions that emerged from the result were not within the
aim of the present research; however, the results remarkably indicated an issue to be revealed
through future research which focuses on the impact of age within the inquiry of vocabulary

gains through out-of-school contact.

To this end, the findings have presented the nature and prevalence of learners’
engagement with English through various online platforms and spaces with the hope of
revealing the relationship of those engagements with learners’ vocabulary knowledge. The
study, thus, concluded that 9" and 10"-grade learners in Turkey have considerable contact with
English through online spaces, and essentially, English is present in their daily lives not as a

means of school subject but rather as a means of connection for the interest-driven presence in
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the world. And the role of English regarding its means of connection and access appears to be

connected with English vocabulary gains.

The following conclusions can be drawn from the present study; the online informal
activities are omnipresent in learners’ lives, and learners involving those activities could have
broader vocabulary knowledge in turn. The findings reported here shed new light on the Turkish

high school learners’ practices beyond the classroom.

5.4. Recommendations for Future Research

As mentioned earlier, the present study tried to draw a general picture of the learners’
engagements with English informally through adapting a quantitative approach. Within the
inquiry on the issue, learners from varying ages and contexts could also be included to reveal
even a broader picture of the informal learning in the Turkish EFL context. Consequently, a
qualitative approach for future research could shed light on the underlying reasons and the
nature of informal involvements. Considering that online informal learning of English research
in Turkey has mainly emphasized the intentional and deliberate practices beyond the classroom,
future studies to be conducted emphasizing the naturalistic aspect of English encounters in

learners’ daily lives would have significant implications for English education in Turkey.

Another issue that emerged from the findings is the 9"- and 10"-graders’ differing
vocabulary knowledge and involvement in online informal practices. Language learners in 10™
grade had higher vocabulary knowledge and spent more time on online informal practices. The
most unforeseen from these findings, however, was the variance in vocabulary knowledge; that
is, 10™-graders scored much higher despite the fact that they received less English instruction.
The interpretation of these findings could not be deemed within the scope of the present study;
nevertheless, further studies to be conducted by encompassing other variables that might
explain the relationship, including age and total instruction hours received, would expand our

understanding of out-of-class engagement with English and L2 outcomes.

5.5. Theoretical and Practical Implications

The findings of this study have a number of pedagogical implications. To begin with,
language teachers should be aware of the fact that learners have a considerable amount of

contact beyond the classroom; moreover, the time spent on online informal English practices is
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much more when compared to the spent time in English classes. Since learners’ input mainly
occurs beyond the classroom, teachers should consider making use of the input to encourage
language output in the classroom. Moreover, encouraging output the using the familiar input
gained through informal contact could give a chance for learners to be aware of the gaps in their
interlanguage, and consequently, the attention throughout the later engagement with English in
informal spaces could be directed to those specific gaps, and provide substantial language
development. On the other hand, teachers also could encourage learners to involve with English
through informal spaces by bringing familiar content to the classroom and raising learners’
awareness of the opportunities provided through online spaces. Approaching learners as
language users since there is an evident prevalent exposure and use of the English language
beyond the classroom settings as emerged from the findings may facilitate a more learner-

centred approach.

For the policy makers, the responsibilities are much more evident. Features and aspects
of the language that learners contact through online spaces must be taken into consideration for
the planning of the curriculum and syllabus. The issue is also highlighted by Henry (2013) and
is referred to as the authenticity gap, where learners are demotivated because of the gap between
formal English classes and informal contact with English regarding the language use and the
context in which English is presented through. In addition, participation in informal practices
should also be encouraged through the curriculum. In this sense, communicative functions,
selection of themes and notions and their sequence within the syllabus could be revised
considering the use of English in online spaces. The lack of harmony between learners’ daily
use and encounter of English and the national English curricula might lead to learners’

demotivation for English lessons in school.

Also, as appeared from the implications of research in European countries, further
research on the phenomenon could help catch up with global research trends. Suggesting that
subtitled media would play a role in developing learners’ L2 acquisition, authorities could
benefit from the implications of the prevalence of English in Turkey, such as broadening the
access to L1 subtitles or English subtitles as standard for broadcasting media by traditional

content providers - as in the case with most European countries- instead of forcing the L1
dubbing.
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Appendix D. Sample of the Questionnaire in the Approval Document by Provincial
Directorate of National Education
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Appendix E. Consent Form for Parents

Evrak Tarih ve Sayist: 28.04.2021-80955

EK- E TON OR
Saym Veli:

Cocugunuzun kaulacagi bu ¢alisma, “Cevrimigi Informal Ingilizee Ogreniminin Lise
Ogrencilerinin Kelime Dagarciging Etkisi” adiyla yapilacak bir urastirma uygulamasidr,

Arastrmamn - Hedefi:  Yabancr  dil Ogrenen  Ggrencilerin,  ¢evrimici  ortamlard
kargilagtiklar informal  Ingilizce iceriklerin. yabanci dil kelime  seviyesine etkisinin
arastinlmasidir,

Arastirma T.C. Milli Egitim - Bakanhgr'mn ve  okul yonetiminin  de izni ile
gergeklegmelctedir. Arastirma uygulamasina katihm tamamiyla gOndillilik csasima dayal
olmakiadir. Cocugunuz calismaya katlip katilmamakta Ozglirdiir, Arastirma gocugunuz igin
herhangi bir istenmeyen ctki ya da risk tagimamaktadi. Cocugunuzun katilimi tamamen sizin
isteginize baghdir, reddedebilir ya da herhang! bir agamasinda aynilabilirsiniz, Arastirmaya
katmamama veya aragtirmadan aynlma durumunda Ogrencilerin akademik basanilar, oku! ve
ogretmenleriyle olan iliskileri ctkilemeyecektir,

Galismada  dgrencilerden  kimiik belirleyici higbir bilgi  istenmemektedir, Cevaplar
tamannyla gizli wialacak ve sadece arastirmacilar tasafindan degerlendirilecekiir,

Uygulamalar, genel olarak kigisel rahatsizlik vereeek sorular ve durumlar igermemektedir.
Ancak, katdim sirasinda sorulardan ya da herhangi bagka bir nedenden ¢ocugunuz kendisipi
rahatsiz hissederse cevaplama ssini yarida birakip gikmakta dzgiirdiir. Bu durumda rahatsiz] Gin
giderilmesi igin gereken yardim saglanacaktir, Cocugunuz cahgmaya katldiktan sonra istedifi an
vazgegebiiir. Boyle  bir  durumda  veri toplamaaracimn uygulayan  kisive,  galigruayi
lamanmiamayacagimi sdylemesi yeterli olacaktir. Anket caltgmasina kattdmamak ya da katiddikian
sonra vazgeemek gocuganuza hichir sorumluluk getirmeyeeektis.

Onay vermeden Gnee sormak istediginiz herhangi bir konu varsa sormaktan gekinmeyiniz.
Caligmia bittikien sonra bizlere telefon veya e-posta ile ulagarak soru sorabilir, sonuglar hakkinda
bilgi isteyebilirsiniz. Saygilarimizla,

Arastirmaci : Seren OZGUR

iletisim bilgileri :

£ Velisi bulundugum ....... sensnesior S rssvosssvinsivis wneinarall GErencisi ...,
R, weEd ‘In yukarida agtklanan araytirmaya kaidmasina izin veriypoiuin,
fen formu imzaladikian sonra gocugunuzia okulu geri ponderiniz*).

Isim-Soyisim lmza;

Veli Adi-Soyadi :

Telefon Numarasi

146



Appendix F. Data Collection Instruments (Questionnaire and Vocabulary Levels Test)

Cevrimici informal ingilizce Ogrenme
Aktiviteleri

Merhaba sevgili égrenciler, ben Arastirma Goreviisi Seren OZGUR. Akdeniz Universitesinde Ingiliz
Dili Egitimi alaninda Do¢. Dr. Fatma Ozlem SAKA danismanhiginda yiksek lisans yapmaktayim.

Bu anket; tez calismam icin cevrimici ortamlarda Ingilizce yiritilen oyun oynama, video izleme, film
veya dizi izleme, paylasim yapma gibi 6grenen aktivitelerine dair gtincel trendler hakkinda bilgi
sahibi olmak amaa ile yapimaktadir. Ankete baslamadan &nce litfen bilgilendirme yazisini
okuyunuz ve calismaya gandlli olarak katildigimizn onaylayiniz.

Tesekklrler. ;)

* Reguired

BILGILENDIRME

« Anketyaklasik olarak 30 dakika strmektedir.

+  Calismaya katthm génilliddir ve dilerseniz anketten cekilebilirsiniz. Arastirmadan geri cekilmeniz

halinde verileriniz silinecektir.

»  Kisisel verileriniz sadece arastirma amaa ile kullandacak; 6zel ve gizli tutulacaktir. Tim kisisel ve
hassas verileriniz anonimilestirilecek ve adiniz arastirma verilerini sunarken kullaniimayacaktir.

= Arastirma ile ilgili sorunuz, sikayetiniz veya dneriniz icin arastirmaci ile iletisime gecebilirsiniz.
Arastirmacinin iletisim bilgileri asagida sunulmustur.

= Anket stresince cevapladigimiz sorular ile ilgili kafamzdaki soru isaretleri icin Discord veya

Telegram Uzerinden arastirmaci ile anhik iletisim kurabilirsiniz.
. Bu ankette dodru cevap vyoktur. Size en yakin secenedi isaretlemeniz yeterlidir.
Arastirmaci iletisim adresleri :
E-posta
Arastirmac anlik iletisim adresleri :
Discord

Telegram
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ARASTIRMA ONAYI *

(Onay vermek icin kutucuga tiklayiniz.)

OBiIgiIendirme yazisini okudum, anladim ve arastirmaya gonilli olarak katilmayi
onayliyorum.

Demografik Bilgiler

1. Adiniz ve soyadinizi yaziniz. *

2. Cinsiyetinizi isaretleyiniz. *

O Kiz
O Erkek

3. Ogrenim gérmekte oldugunuz sinifi isaretleyiniz. *

O 9. smif
O 10. sinif

4. Ogrenim gdrmekte oldugunuz okul adini yaziniz. *
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informal ingilizce Aktiviteler

5. Kullandiginiz cevrimici platformiarda (Instagram, Youtube, Twitch, Netflix, Spotify, Steam, Reddit,
Tiktok vs.) ne sikhikla ingilizce icerikle karsilasiyorsunuz? *

O Hic

O Nadiren
O Bazen
O siiikia

O Her zaman

6. Kullandigim cevrimici platformlarda... *

Climleyi karstlastiginiz icerigin tiiriine gdre tamamiayiniz.

Hic bir Nadiren Arasira Bazen Siklikla Her

zaman zaman
a...Ingilizce
yazilar ile O O O O O O
karsitasirim.
b. ..Ingilizce
video ile O O o O O O
karsilasinm.
¢...Ingilizce
konusma/
mizik ile O O O O O O
karsitasinm

3
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7. Ne siklikla ingilizce konusulan dizi veya TV programi izliyorsunuz? *
Ingiiizce diziveya TV programi izlemiyorsaniz, “lziemem” isaretleyiniz.
O izlemem
O Ayda bir veya daha az
O Haftada bir veya daha az
O Haftada birkac kez
O Glinde bir saat veya daha az
O Glinde 1-3 saat arast
O Glinde 3 saatten fazla

8. Orijinal dili ingilizce olan dizi ve TV programlarint... *

Ciimleyi asagidaki aktiviteleri ne sikliklia yaptiginiza gére tamamlayiniz.

Hic bir Nadiren Ara sira Bazen Siklikla Her
zaman zaman
a....Turkce
dublajl izle- O O O O O O
rim.
b. . Turkce
altyazili izle- O O O O O O
rim.
¢. ..ingilizce
altyazili izle- O O O O O O
rim.

SewyEz O O O O O O
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9. Ne sikhkla ingilizce konusulan film izlersiniz? *

ingifizce film izlemiyorsaniz “izlemen” isaretieyiniz.

QO izlemem

O Yilda birkag kez
O Ayda bir kez

O Ayda birkac kez
O Haftada bir kez
O Haftada bir kez
O Haftada bir kez

10. Orijinal dili ingilizce olan filmleri... *

Ciimleyi asagidaki aktiviteleri ne siklikia yaptiginiza gére tamamlayiniz.

Hic bir
zaman
a...Turkce
dublajli izle- O
rim.
b. .. Turkce
altyazili izle- O
rim.
¢. ..Ingilizce
altyazili izle- O
rim.
d. .altyazisiz
izlerim. O

Nadiren

O

Arasira

O
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11.

12.

13.

Ne siklikla Ingilizce miizik dinlersiniz? *

Ingiiizce miizik dinlemiyorsaniz “Dinlemem” isaretieyiniz.
O Dinlemem

O Neredeyse hic

O Ayda bir veya daha az

O Haftada 1 saat veya daha az

O Haftada birkac saat

O Glnde 1 saat veya daha az

O Gilinde 1 saat veya daha az

Ne sikhikla yayin ve video paylasim platformlannda (Youtube, Twitch, Tiktok vb.) ingilizce
video izlersiniz? *

Bu platformiarda Ingilizce video izlemiyorsaniz “izlemem?” isaretleyiniz.

O izZemem

O Neredeyse hic

O Ayda bir veya daha az

O Haftada 1 saat veya daha az

O Haftada birkac saat

O GUnde 2 saat veya daha az

O Glnde 2 saatten fazla

Yayin ve video paylasim platformlarinda (Youtube, Twitch, Tiktok vb.) ingilizce izledigim

videolar... ®

Asadidaki aktiviteleri ne siklikla yaptiginizi isaretleyiniz.

Hic bir Nadiren Arasira Bazen Siklikla Her
Zaman Zaman

e O O O O O O
bomdie . O O O O O O
¢. ..altyazisizdir. O O O O O O
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14. Sosyal medyada...*

Asadidaki aktiviteleri ne siklikia yaptiginizi isaretleyiniz.

a. ..Ingilizce icerikler
{fotograf, postveya
yazi iceren fotograf,
video vb.) paylasirim.

b. .Ingilizce paylagim
(fotograf, post veya
vazt iceren fotograf, vi-
deo vb.) yapan hesap-
lart takip ederim.

¢. ..Ingilizce yorum
yazarm.

Hic bir
Zaman

O

O

O

Nadiren

O

Arasira

O

Bazen

O

Sikhkla

O

15. Online platformiarda (Youtube, Instagram, Twitch vb.) veya mesajlasma

uygulamalarinda... *

Ciimleyi asagidaki aktiviteleri ne siklikia yaptiginiza gére tamamlayiniz.

a. ..Ingilizce mesaj-
fasirm.

b. ..arkadaslarnimla
Ingilizce icerik (fo-
tograf, post veya yazi
iceren fotograf, video
vb.)paylasirim.

Hig bir
zaman

O

Nadiren

O

Arasira

O
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16. Arama motoru (Google, Yandex vb.) kullanirken... #

Ciimleyi asagidaki aktiviteyi ne siklikia yaptiginiza gére tamamliayiniz.

Hig bir Nadiren Arasira  Bazen  Siklikla Her
zaman caman

a. Ingilizce arama

b. ..arama yaptigim

ingilizce icerikleri
{web sitesivb.) O O O O O O

okurum.

17. Kullandigim bilgisayar, telefon veya diger cihazlarn sistem dili... *

Ciimleyi asagidaki aktiviteyi ne siklikia yaptigmiza gbre tamamliayiniz.

Hic bir Nadiren  Arasira Bazen Sikhkla Her
zaman zaman

.ingilizcedir. O O O O O O

18. Bilgisayar veya diger cihazlarda (tablet, telefon, konsol vb.) ingilizce oyun oynuyor musunuz?
*

O Evet
O Hayir
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19. Ne siklikla ingilizce oyun oynuyorsunuz? *

Belirtilen oyun tirini oynamiyorsaniz “Oynamam” isaretleyiniz.

Ayda bir H1af5§adta Haftada Haftada Haftada Hergin
veya bir- 1-3saat 3-5saat 5-7 saat 1 saatten

veya
kag kez : t fazla
¢ daha az arasi arasl arasi

Oyna-
mam

a. Tek oyunculu
{Single-player) O O O O O O O

b. Cok

oyunculu O O O O O O O

{Multi-player)

20. Cok-oyunculu (Multi-player) oyun oynadigimda... ¥

Climleyi asagidaki aktiviteleri ne sikiikla yaptiginiza gdre tamamlayiniz.

Hic bir Nadiren Ara sira Bazen Sikhikla Her
zaman zaman

a. ..Ingilizce

konusurum. O O O O O O
b. ..Ingilizce

yazarim. O O O O O O
c. ..birlikte

oynadigim

kisiler ingilizce O O @ O O O
konusur.

d. ..birlikte oy-

nadigim kisiler O O O O O O

ingilizce yazar.
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21. ingilizcede bildiklerimin... *
Ciimleyi size en uygun secenedi isaretleyerek tamamiayiniz.
O hepsini okuldaki derslerden (veya 6zel ders, kurs) 6grendim.
O cogunu okuldaki derslerden (veya 6zel ders, kurs) 6grendim.
O cogunu okuldaki derslerin (veya &zel ders, kurs) disinda 6grendim.

O hepsini okuldaki derslerin {(veya 6zel ders, kurs) disinda 6grendim.

10

156



Kelime Testi

+  Bubir Kelime Seviye Testi'dir ve ingilizcede ortalama ne kadar kelime bildiginizi dlcecektir. Yaklastk
10 dakika strecektir.

«  Butestin sonucu basarnili veya basarisiz oldugunuzu belirlemez.
»  Bu test sonucunda notlandinimayacaksiniz.
» Yanhs yaptigimz sorular dogru sorulariniza etki etmeyecektir.

o Kelimenin anlamini tahmin edebiliyorsaniz isaretleme yapiniz, fakat kelimeyi hic bilmiyor ve

tahmin edemiyorsaniz, bos birakiniz.
«  Litfen sozilikten yardim ALMAYINIZ. Bu bir basari testi degildir.
+ Istenilen kelimenin dogru tanimini iceren secenegi isaretlemeniz yeterlidir.

» Bazi kelimeler zorlugu arttirmak icin verilmistir. Bu kelimeleri eslestirebileceginiz bir tanim
bulunmamaktir.

- Test sonucunu dgrenmek icin arastirmaci ile iletisime gecebilirsiniz.

Mobildeyseniz, drnekteki gibi verilen tanima uygun kelimeyi seciniz.

Bu soru bilgilendirme amachdir, bos birakiniz.

Bilgisayardaysaniz, asagidaki drnekteki gibi solda verilen tanima uygun kelimeyi ayni satirda
isaretleyiniz.

Bu soru bilgilendirme amachdir, bos birakiniz.

1
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22. Kelimenin anlamini tahmin edebiliyorsaniz isaretleme yapiniz, fakat kelimeyi hi¢ bilmiyor ve

tahmin edemiyorsaniz, bos birakiniz.

copy event motor pity profit tip
thing made
to be like O O O O O O
another

this n;;)rves a O O O O O O

hig;a:;jt (;)roint O O O O O O

23. Kelimenin anlamimi tahmin edebiliyorsaniz isaretleme yapiniz, fakat kelimeyi hic bilmiyor ve

tahmin edemiyorsaniz, bos birakiniz.

accident debt fortune pride roar thread
loud deep O O O O O O
sound

something
you must pay O O O O O O

having a high

opinion of O O O O O O

yourself

12
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24. Kelimenin anlamini tahmin edebiliyorsaniz isaretleme yapiniz, fakat kelimeyi hi¢ bilmiyor ve

tahmin edemiyorsaniz, bos birakiniz.

birth dust operation row sport victory

e O O O O O O
wnig O O O O O O

being born O O O O O O

25. Kelimenin anlamini tahmin edebiliyorsaniz isaretleme yapiniz, fakat kelimeyi hic bilmiyor ve

tahmin edemiyorsaniz, bos birakiniz.

clerk frame noise respect theatre wine

adrink O O O O O O
office worker O O O O O O
e OO O O O O

13
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26,

dozen empire

chance O O

twelve O O

money paid

to the O O

government

27.
admire  complain

make wider

orlonger O O
bring in for
the first time O O
have a high

opinion of O O

someone

gift

O

fix

14

opportunity

160

O

hire

relief

O

introduce

O

tax

stretch

O



28.

grow

putin order

like more
than

something
else

29.

make

choose by
voting

become like
water

arrange

O

blame

O

develop

O

elect

lean

jump

O

15
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owe

manufacture

O

prefer

seize

melt threaten



30.

brave

commonly
done

O

O

wanting food

having no
fear o
31.
bitter
beautiful O
small O
liked by
many O
people

electric

O

independent

O

firm

O

lovely

O

16
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hungry

O

merry

O

local

O

popular

O

usual

O

slight

O



32.

blanket contest

holiday O O

good quality O O

wool

covering O O

used on beds
Bunu
okuyorsaniz,
e OO

isaretleyiniz.

33.

apartment  candle

aplaceto live O O

chance of

something O O

happening

first rough
form of

something O O

wr
itten

generation

draft

17
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merit

horror

O

plot

prospect

O

vacation

timber

O



34,

administrati

angel
on 9

group of
animals O O

spirit who
serves God O O
managing
business
and O O
affairs

35.
atmosphere  counsel
advice O O
aplace
covered with O O
grass

female
chicken O O

frost

O

factor

18
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herd

O

hen

fort

lawn

pond

muscle



36.

abandon dwell oblige pursue quote resolve

livein a place O O O O O O

follow in

order to O O O O O O

catch

leave

something O O O O O O

permanently

37.

assemble attach peer quit scream toss

lock closely O O O O O O
g OO O O O O

cry out loudly

in fear O O O O O O

19
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38.

drift endure grasp knit register tumble

suffer

patiently O O O O O O

join wool

threads O O O O O O

together

hold firmly

with your O O O O O O

hands

39.

analysis curb gravel mortgage scar zeal
eagerness O O O O O O

loanto buy a
house O O O O O O

small stones
mixed with O O O O O O

sand

20

166



40.

concrete
circular shape O
topofa
mountain O

along period
of time O

41,
circus
musical
instrument O
seat without
aback or O
arms
speech given
by a priestin O

a church

era

jungle

O

fibre

O

nomination

@)

21
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loop

O

sermon

O

plank

O

stool

O

summit

trumpet

O



42,

artillery creed hydrogen maple pork streak

akind of tree O O O O O O
WP o o o o o o

rgegmon O O O ®) O

43,
chart forge mansion ouftfit sample  volunteer
map O O O O O O
large
beautiful O O O O O O
house
place where
metals are
made and O O O O O O
shaped

22
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contemplate  extract gamble
think about
deeply O O O
bring back to
health O O O

make

someone O O O

angry

45,

demonstrate  embarrass heave

have a rest O O O

break

suddenly into O O O

small pieces

make

someone feel
- O O O

or nervous

23
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launch

O

obscure

O

provoke

O

relax

O

revive

shatter



46.

correspond embroider furk penetrate  prescribe resent
exchange
letters O O O O O O
hide and wait
for someone O O O O O O

feel angry

about O O O O O O

something

47.

decent frail harsh incredible municipal  specific

weak O O O O O O
conc:irtr; inga O O O O O O

Same. O O O O 0 o©

24
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48,

enough

fully grown

alone away
from other
things

adequate

O

O

O

internal

O

mature

O

25
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profound

O

solitary

O

tragic

O
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