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Streszczenie

Praca pod tytu em ,Nauczaniezyka wspomagane komputerowo: Efektywno
uczenia si nowego s ownictwa w gyku angielskim za pomocautorskiej aplikacji
internetowej Catch’n’Practise v.10” porusza kwestiektywnego przyswajania nowego
s ownictwa przy uyciu narzdzi dostpnych w wymienionej aplikacji. W czci
teoretycznej autor spekuluje na temat CALL (Computer-Assiséegjuage Learning), a
w szczegoInaci przygl da si korzy ciom wykorzystania Internetu w nauczaniayjka
angielskiego. Znaczna cz uwagi powi cona jest jednale zagadnieniu nauczania i
uczenia si nowego s ownictwa w gyku angielskim. Autor docieka, w jaki sposéb nowe
s ownictwo moe by przedstawione uczniom w klasie, oraz w jaki sposdbnage
utrwala w pami ci.

Druga praktyczna cz pracy powi cona jest wykorzystaniu autorskiej aplikacji
Catch’'n’Practise w uczeniu ss ownictwa w jzyku angielskim. Przeprowadzone przez
autora badania majna celu zweryfikowa nie tylko przydatno aplikacji w procesie
uczenia si j zyka obcego, ale przede wszystkim skutecznprzyswajania nowego

S ownictwa przez ucznidéw pierwszej klasy gimnazjum.

S owa kluczowe:

call, internet, e-mail, aplikacja, metody prezentacji s atwa, zapamitywanie nowego
S ownictwa, powtarzanie s ownictwa, dobieranie s ownictwa, CO czananajomo

danego s ownictwa

Dziedzina pracy (kod wg programu Socrates-Erasmus)
(05100) kszta cenie nauczycieli
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Introduction

Effective learning of new English lexical items seem®doone of the major
aims to be gained by very beginners of English speakessintpossible to conduct a
message or communicate in English by those who may know somengrabut their
vocabulary knowledge needs to be enriched. Those who have learnesth EsdlL2 for
many years must have experienced that the majority oftthred spent over the foreign
language has been devoted to absorbing and remembering vocabuldrg.dDe hand,
methodology knowledge about the aspect of studying new lexis has dealelope
significantly during the last years and methodologists do indit&tevays, techniques
or methods as to how to deal with the subject. In addition, inconpgtachnology into
the learning process as well as wide access to the Intiyastaccompany students on
their ways of improving English. On the other hand, studentshatfe doubts how to
refer to numbers of vocabulary units found in many English course books

The author proposes using his authorial on-line application Catcattise
when studying vocabulary. Basing on self-study approach, it iarded as an
alternative way to cope with the new lexis. The hypothesiedtin this dissertation
says that working with the application improves the effectivenéssmembering the
vocabulary. In fact, the research conducted by the author condintisverifies the
hypothesis. The experimental group gains higher scores than thel gootp, which is
described in details in the second part of the diplomggiro

The first theoretical part of the diploma project focusesComputer Assisted
Language Learning, incorporating computers into language studyingelasas on
dealing with the new lexical items from methodological pointvigiwv. The author
speculates about using the Internet and emails in English ¢lassegell as about
becoming an independent and autonomous foreign language learneovétpmuch
attention is paid to selection, presentation and practice of netmygluced vocabulary
to students in the classroom.

The second practical part of the dissertation is devotesstarch conducted by
the author. The results explored and discussed in that part trpue fire hypothesis
stated at the beginning of the research. The author orgawisawénty-three-member
groups and encourages them to study thirty new adjectives diega@ijtpearances. By
self-studying at their homes for seven days, one group i dive access to the

application with the help of which they absorb the mentionedvaaabulary.



PART ONE

1.1  Computer Assisted Language Learning in teaching English

1.1.1 Defining CALL, aims of CALL

Computer-assisted language learning (CALL) is an approach whicisds on
using computer technology in learning or teaching a foreign languagtudents
(http://en.wikipedia.org/wiki/Computer-assisted_language_learningyis claims that
such a technology, which “has become a fixture in many homes” ngsatas
significant impact on education and has been more and more ietégrat classrooms
(http://www.iatefl.org.pl/call/ j_article26.htm#article1l)it completely changed the
approach how language is presented to learners; they can shamegd work with each
other in a way that was not possible a few years ago. Witatrde in teaching English
to learners? What are teachers’ and students’ roles when stughygtigh with the help
of computer applications? Although the internet is regarded as ssefge in language
work, the achievement of methodological and pedagogical goals depeteschars’
preparation to incorporate computers into the classroom. Such semtes to be
relevant, and that is why teachers should be trained how to acihieAccording to
Davis, the awareness of the role is not often raised, agdolaing disparity between
technology and effective classroom implementation” can be notibealchers need
clearly estimate curricula objectives to be gained andepires used during lessons.

According to Gajek (2004), preparation of web-based courses becames
challenge to teachers, especially when autonomous learning iegaiat nowadays.
She also claims that e-learning is the only efficient teackystem to bring together
social, family and vocational life with the need to study langeaand understanding
different cultures. Davis (http://www.iatefl.org.pl/call/jtiate26.htm#articlel) adds
that it increases students’ motivation and eagerness, entiehehing and learning, as
well as gives a learner possibility to reach out for “reapeaking content”. As Gajek
(2004) notices, teaching a foreign language seems to be moraildiffian teaching
other subjects at school. It is because some cultural aspave to be taken into
consideration. When dealing with online courses, a teacher ithaatource of the
course content but of the language as such. Thus, much responsibgityired from a
teacher. They should be able to use e-learning tools. They shealdedp students deal

with loneliness which is often present in non-stationary studyinghen students work



on the language out of the classroom. When considering methodolagipadt of
online teaching, Gajek (2004) speculates that giving online lageguerk does not

differ significantly from working with the language in thesdeoom.

1.1.2 Using the Internet in the classroom

The main role of CALL, which according to  Egbert
(http://www.iatefl.org.pl/call/j_key24.htm) becomes “catali@t new kinds of teaching
and learning”, is to enable learners to achieve education fishld anguage learning
and teaching has been impacted by growing social requirementshandeed of
knowledge. Although still traditional methods are used in teachiogean language in
the classroom, CALL asks the following question: how to develop tigngkills in
learners when being out of the classroom. Both children and adeltsxpected to
develop and follow individual, effective thinking that results imgasssing of the
language information. Such development should also bring autonomy and independenc
in learners’ learning. Egbert (http://www.iatefl.org.pl/tallkey24.htm) says that “this
ability to have an impact (...) is not only the goal of educatinrt, also the goal of
CALL". The role of computers in the classroom is to support ticadil methods of
teaching and trying to fulfil individual needs. A learner becomese and more aware
of learning strategies and is able to use then to achitasie® communication. On the
one hand, computer technology makes learning more attractive. teameeable to
focus more on the language. Egbert warns that such focus is methed itself.
Although even class-to-class collaboration is able to be daotg in the internet, it
should not be standardised to use computers in each language lessghef3enust
master a standard set of skills; this even though effetdalenology use, like any tool
use, is contextual” (http://www.iatefl.org.pl/call/j_key24.htmAlso Krajka (2002)
mentions that it is important to avoid any assumption betweenisupecrhnology and
superior pedagogy”. Therefore, teachers’ skills cannot be underestimend
completely substituted by the machine or its programme. Conspsheuld be used in
such cases when it brings some effect to the learning priocégsclassroom and when
such implementation of technology develops learners’ individusdhe

To what extent should the Internet and computer technology be used in the
classroom? Alexander (http://www.iatefl.org.pl/call/j_dgi6.htm#articlel) says that
the usage of the Internet can be regarded as “a ‘toolefoning” while Krajka (2005)

speculates about “the incorporation of the Internet as a mediuncldssroom



instruction”. The latter is of the opinion that the success in aoguthe foreign
language depends on the learners’ exposure to the language input.afderany
reasons for incorporating a website into the classroom, whiadepgndent on the
proper needs and expectations of the teacher and his/her le@uehsincorporation
“extends the language exposure” and uses computers as “an admmiatet testing
tool”. Krajka (2005) also points out that with the help of the Inteinist possible to
pass information not only through text, but also through sounds and imbgéso
extends students’ practice of the L2, and “can be an important imsttumstimulating
and regulating (...) activities”, which “provides possibility f@roductive skills
practice, mainly by providing stimuli for expression”.

On the other hand, according to Alexander (http://www.iatefl.oigain
j_article26.htm #articlel), teacher’s role is veryportant at this stage. Their inability
and incompetence in incorporating the Internet into the classrossonie results in
students’ refusal and rejection to use it. To avoid such inconvesiardtions,
Alexander proposes a few procedures to be aware of. First aftathcher should have
clear lesson goals and search websites that determine the@atting to much in the
websites makes it impossible to aim the goals. Secondghauld be explained to
students how the Internet-based lesson “will relate to their €adargeneral’. There
should be connection between what already has been done in theartasie lesson,
and the following classes. Undoubtedly technology should be used to devehlay fur
practice over the proper material. Teacher’s role is nguite students on the website,
but to teach. Alexander mentions that a good lesson consists ahiittere of
technology and non-technology teaching. Therefore, students are eéngagalitional
language lesson procedures that are blended with their autonomous itforihev
Internet. Furthermore, a teacher should choose material that thai level of the
students and that is relevant to the lesson. “If you are nmatrof the site content,
your student will be critical” (http://www.iatefl.org.pl/cal|_article26.htm#articlel).
Teachers role here is to “pre-screen sites sufficiestlythat it does not include too
advanced language or useless information. The lexis used on theéewedssils to be
comparable to the vocabulary recognised by the learners, otbatvglould be pre-
taught. The last question to be asked concerns the amounbsitegethat can be used
in the lesson. This, however, requires planning from theokitee teacher. Timing does
play important role. On the one hand, the best option is to corsiféav websites in

case one of them will fail. On the other hand, implementg many websites



“encourages students to rush through the sites working less cumee/” (http://
www.iatefl.org.pl/call /j_article26 .htm#articlel). Theoes, the Internet material has to
be pre-prepared by the teacher, so that it enhances learning \@&ldpdestudents’
autonomy. Egbert (http://www.iatefl.org.pl/call/j_key24.htm) atlust “we must look
at technology as integral to providing learning experiences thas foe authentic and
applicable language.

1.1.3 Becoming an autonomous and independent foreign language lehem using

technology

According to Louis (http://www.iatefl.org.pl/ call/j_esp25.htra) learner is
autonomous when they become responsible for their own learning takeetheir own
decisions how to develop language competences; they become seiéssufand
believe in themselves, which results from reflection and “indéget action”. Such
autonomous persons also “want to learn and develop a metacognitivityaddnis
results in being able to communicate with others and taking risk wéiag a foreign
language. Such an effective blending of interests, needs and meguoises teachers’
support and help which will develop learning strategies in learriEnaditional
educational system has been dependent in majority on teachershiftite “teacher-
independent” pattern is a process that requires responsibdity learners as well as
from teachers. Becoming autonomous does not exclude teachergtladlpAs it has
been mentioned many times, their role is important. Louis (httpw.iatefl.org.pl/
call/|_esp25.htm) speculates that they bring consciousndsarimers of how learners
use their independence, what material they select and how thegsprthe language
information. She notices that such an interaction takes plabe icldassroom. Teachers
should create such an atmosphere in the classroom, so thatdeare possible to learn
consciously. She enlists the following features that indicatenégs’ autonomy:
“knowing their own learning style and strategies, motivated @aonlegood guessers,
choosing materials, methods and tasks, (...) taking an active appmable task,
making and rejecting hypotheses, paying attention to both form and comiléng to
take risk” (http://www.iatefl.org.pl/call/|_esp25.htm).

Connection to the internet, sending e-mails or using messengearesebrings
communication between learners and teachers out of theodassFirst of all, when
we consider technology as the helpful tool to achieve autonomy damgao Louis, the

internet is a “good source of authentic materials”. Being aw#értheir interests and



motivation, a learner selects material, thus developing theionomy. By using
available browsers, students have access to any topic thegtarested in, including
native-speaking material. Secondly, with the help of compptegrammes, it is
possible to quickly compose different types of tests or vocabwdakg.t These can be
multiple choice test, cloze, or crosses. Such tools save nmehd teachers and give
excellent opportunity to learners to practice the foreign languifge.student can
choose a task by himself or herself, it gives them altemaipportunities how to
achieve lesson goals. Not only does it bring dynamic to thmileg process and
motivates students, but also develops students’ reading skills bvbersing websites
or “through computer-based exercises”. Moreover, autonomous leaamecseate such
tasks by themselves, which means that a learner themsalvesiry out practice of the

aimed foreign language.

1.1.4 E-mail as a tool in teaching English and practidengtish

Gajek (2002) claims that email, as a means of fast comntiomcaan be used
both in student-to-student and teacher-to-student collaboration. The oba-mails
brings both advantages and disadvantages when considering foreigagieursgudying.
First of all, it is quite easy to send a message by thoseanhoot experienced and
familiarised with computers very much. Also being “a form afynchronous
communication” and a kind of medium, according to Kavaliauskienévamd niene
(http://www.iatefl.org.pl/call/j_article23.htm#art2), sendingnd receiving emails
extends students’ reading and writing skills when communicatingeih2. Thus, such
a communication with the usage of emails provides the followidggmgical benefits:
“extending language learning time and place, providing (...) authémtécaction,
expanding topics beyond classroom-based themes, promoting student-cargreé
learning and encouraging equal opportunity participation” (http://wwefliarg.pl/call/
j_article 23.htm#art2). In addition, Gajek (2001) explains thatnsonicative method in
teaching English regards a student as an active person who usag#tdéanguage in
the individual learning process. Kavaliauskiené claims theduses learners to “bring
together groups of learners for a learning event” (http://wwedliatg.pl/call/
j_article23.htm#art2). The role of the teacher is to wlite such a learner. If there is
the internet connection in the classroom, it is possible for leart® extend
geographical boundaries. Gajek (2001) indicates that, on the one hand, iogmpos

electronic messages enhances student’'s motivation to leatantigage and enables



them to get to know the foreign culture. With the help of thi students get new
foreign friends, they are confronted with their receivers’ apisiand, which is very
important in terms of learning, they absorb the real everydaygiolanguage (if the
addressee is a foreign language speaker). Such an exchange pilegiches’s
satisfaction when the sent information is decoded and understoothe@ther hand,
there are some disadvantages of sending emails a leaces in the process of
studying a foreign language. Gajek (2001) mentions that recaivaysnot respond
regularly to the sent messages, and that sometimes ffigsiltito find a proper subject
to discuss when corresponding with a totally new acquaintant guihlisspossible for a
sender at the beginning of the acquaintance to choose an addaesseding to the
same interests, hobby or experience). What often happens isniés do not include
correct grammar forms (especially from the foreigners),ciwhinay affect learner’s
accuracy. Contrary to that, there are still more advantafgesriching learning process
with email support. Students often see their respondents’ mistakis) improves the
grammar competence. Gajek (2001) also stresses thehtcit tis regarded more
personally and attractively to receive a passage of text ceui@osl sent especially to
a proper learner rather that to confront oneself with a text &dmook written in a
foreign language. In addition, in order to focus more deeply on thizedaeal foreign
language, students can work with dictionaries or discuss it wigacher or with each
other. The more complex to students the received information isnohe time they
need to spend on decoding and getting the message. She also fjoesseperience
that when editing an email message to a foreign language fritmdients tend to
formulate and express their opinions as clearly as possible, thibgraging on the
targeted language. It is because writing a letter to kfoegign person is regarded
differently from writing the same letter just in order to pi@ctthe language. What
counts is that the language introduced in the classroom canaidaliy be used in the
real-life correspondence, which provides practice of the langi@ajek 2003). Except

for further language practice, emails are stimuli to bisilchan relationships.
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1.2  Teaching and learning English lexis

»vocabulary knowledge is knowledge;
the knowledge of a word not only implies a defimiti
but also implies how that word fits into the wotld
Steven Stahl (http://www.ldonline.org/article/9943)

1.2.1 Lexis, vocabulary and words

Teachers' attitude towards teaching vocabulary has changed chogmg years.
At present to know a new English word, does not only mean to defigxpanding
vocabulary knowledge is a process that constantly lasts. Fethodological point of
view teachers' approaches to words absorption have developedyregbith indicates
that not only the attitude changes, but also understanding (Scri2@@®y. According
to Scrivener (2005), using the word 'lexis' instead of 'vocabulary'rlimekethe shift.
When we compare competent speakers of English language (@ Batjlish speakers)
to those who acquire English as L2, Harmer (1991) stressesfiietance of some
lexical knowledge they are aware of. He claims that an &nglpeaker knows already
the lexis of the language that is dependent on a person's educati@taupation.
Foreign language learners miss this fundamental lexis wisdbamngyage students
need to learn the lexis of the language. They need to learn wind$ wean and how
they are used. (...) It also involves showing them how woelstaetched and twisted”
(1991 p. 24).

What is the difference between lexis, vocabulary and a word8ré8some
discussion is going to be conducted, Harmer (1991) underlines the intpfaita that
words, which symbolise ‘flesh’ in a ‘skeleton’, are the instrotee¢o pass the meaning.
Without vocabulary it is not possible to communicate in a langualifeough the
language includes grammar and fixed rules. “Grammatical knowledligws us to
generate sentences. At the same time, though, (...) wehanestmeanings that we wish
to express, and we need to have store of words that we canfsmtect..)” (p. 153).
Because the awareness of words importance in the processchingea foreign
language has increased, nowadays it is assumed that “theitémuws vocabulary is
just as important as the acquisition of grammar” (p. 154). Ttvesecquisitions fulfil
each other in terms of language absorbance. Ur (1996) commentgotadiulary

simply signifies words in a foreign language that a teachesepat students. He
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suggests using the term of vocabulary ‘items’ rather than ‘Wovdsle Scrivener
(2005) uses the term ‘lexis’. For present methodologists and lteguisord is no more
associated only with its definition. The latter impliesr¢his a strict co-relation between
lexis and grammar. A native speaker does not perceive wordisgés i,ems and does
not build sentences word by word; the meaning is rather expresdednvaitivance-
prepared fixed chunks. Moreover, according to Scrivener (2005), vocalnftery
means single words, while “the concept of lexis is bigder” 227). This concept
assumes that a language speaker already possesses some knaldedge particular
word: they know in what common environment it exists or does not appaky \aith

what other items it combines or does not combine.

Collocation, as a factor and another piece of useful informatiaut a lexical
item, speculates about the appropriate usage of the wordveragpntext. Some words
are used only in particular social and stylistic context (Hard©91). Thus, in a
particular usage the same word can sound ‘right’ or ‘wrong’ (Ur 198& change of
words meaning (seen clearly in idioms or metaphors) resultstfrerway these words
are used and “this is something students need to know about” (HE®8Eep. 156). In
addition, Hunt  (http://www.onestopenglish.com/section.asp?catid=59438&«oc
146468) points out that collocation plays important role at every lefvdédarning
English. According to him, it helps learners to understand and méexgeas well as
to communicate more effectively. What formulates coll@ratis the frequency of
words usage in a particular context. Within types of collocatengenumerates de-

lexicalised verbs, nouns and strong or weak or frequent and infriecplcations.

Lexis includes also grammar. In order to express meaning, thttelp of
grammar, we are able to compose new sentences or phrasegr&dnmar says how a
word behaves in a sentence or what features it acquires iticulaarcontext (Harmer
1991). “Knowing a word means far more than just understanding (one of) its
meaning(s)” (p. 158). One of the aims to achieve (when getiikgdw an item) is to
make a student able to “manipulate both the meanings and formsvaebrithe” (p. 158).
When teaching, one should be provided with the information how unpredictabdly w
forms can be changed in sentences and how it can be manipulajeatiicalar context
(e.g. by adding a preposition) (Ur 1996 p. 60). The co-relation betwasabulary,

lexis and grammar is shown in the figure 1 below:
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vocabulary

grammar

Y

lexis

A A

Y

single words
and fixed two-/ . ‘ready-made’
collocations
three-word chunks
combinations

formation of
new phrases
and sentences

Figure 1 Co-relation between vocabulary, lexis and grani8aivener 2005 p. 228).

Lexis can be distinguished between productive and receptive €B8eri2005 p.
229). It is beyond question that a speaker understands and recognisesvonds
(receptive) than they use themselves when speaking (productivegveilQecause of
not knowing large amounts of words, the beginners’ receptive vocghsilaimost the
same as the productive one.

Other factors that compose lexical items are meaning, fregueoverage,
choice and function. English words have frequently more than ondngeéns related
to the part of speech the word represents in a particular comtextact remains that
“words have meanings in relation to other words”, too (Harmer 19915@). If a
student wants to describe an apple or an orange, they should know tred gezaming
of the word “fruit”. The meaning of a lexical item is stiyctelated with its function.
According to Darn (http://www.teachingenglish.org.uk/think/methodobxgiysing
.shtml#three), comparing, inviting, asking for permission areesohthe aspects of the
function. It is suggested that the meaning can only be gddssm the context of a
given situation. Curtis and Longo (http://www.readingonline.orgiag/curtis/) point
out that “the initial goal for every vocabulary unit is the sameepromote word
knowledge and skills with explicit instruction”. They are of thenap that when
teaching some attention should be paid to the context into which @m@ingdits and
with which this meaning is associated. Later on, when studegis tmeconnect new
information with knowledge they already have, it is suggestesnduct completion
activities. By completing some sentences with lexicaing placed in a particular
context, learners try to stick to the same meaning. Such aghedmnnections with what
is already known enhances the meaning.

When focusing on some components associated with teaching wadsg)eo
clarify the meaning of a word, Ur (1996) enlists denotation, cornootat
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appropriateness and meaning relationships. The first one simplfiesc definition of
a word that can be found in a dictionary, which is “what it reffi@ia the real world” (p.
61). Moreover, every lexical item can pass some negative ativpogeelings it
produces. This piece of information — connotation — cannot be easily found in
dictionaries. These emotional associations differ signifigantdifferent countries and
very often the same word evokes opposite feelings. As it Inesdg been suggested,
appropriateness of words help us choose if a particular itemdseitber in speech or
in written form, whether it belongs to formal or informal languadéeaning
relationships indicate “how the meaning of one item relates tontrening of others
(...)” (Ur 1996 p. 62). Synonyms are lexical items that conduct thme & almost the
same meaning, while those that have opposite meanings e aatonyms. “ltems
that serve as specific examples of a general conceptl4R8 p. 62) are hyponyms. It
is also possible to find mother equivalent of a specific word, wlictegarded as
translation. These all are factors that a learner shousviaee of when acquiring new

lexical items.

1.2.2 Using dictionaries in the process of learning vocabitkms

Using of dictionaries in the process of learning new vocabulagseo be
unavoidable. Most students tend to use bilingual dictionaries. étg91) claims that
they do not provide a learner with enough information. Sometime®rd in one
language has got many counterpoints in the other. Then, ifficuldl to guess which
exact meaning is being searched. Such ‘rough’ translation does rotleinany
information about word’s register, grammar, etc. When the aamuative approach
was becoming more and more popular, according to Bowen
(http://www.onestopenglish.com/section.asp?catid=59439&docid=146458) some
methodologists were of the opinion that it affected the learningegs in a negative
way because the learner then focuses on the mother tongue rathemtithe L2.
Monolingual dictionaries provide undoubtedly much more information. In the hook
student can encounter more words than in the classroom; therefoagelvisable to use
this type of dictionaries in the learning process. On the one, levaever; such a
dictionary is restricted to those whose English is not at thenbexs level. In such
cases Harmer (1991) suggests translating a word into the motigaret and then
comparing it against the explanation in L2. On the other handaftmed students can

(should) use their monolingual dictionaries as their chief sooiréeformation about
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meaning, pronunciation and grammar. There is no better resaurtieeflearner” (p.
175). It is also mentioned that when reading for general unddmstpof a text, not
every unknown word should be checked in the dictionary. In addition, whenngorki
with a dictionary, some learning strategies are improvetingeb know abbreviations,
symbols, phonemic signs. “Using a monolingual dictionary require® reffort and
commitment than using a bilingual one but, once the practice bambeestablished, it
offers substantial rewards” (Bowen http://www.nestopenglisi/section.asp?
catid=59439&docid =146458) . The more monolingual dictionary work is conducted
the more reading practice takes place and with the more authemticoccurrences a
learner is provided. When it comes to teaching learners hove tdictionaries, Harmer
(1991) explains that three major issues should be taken into considetfiadiprno get
rid of the fear connected with large amounts of information #odary includes,
second, to improve the ability of understanding the information efimhtselection
skills), and third, to make the usage of a dictionary part ofle¢aming process and

practice.

1.2.3 Criteria of choosing lexis to teach

When dealing with the aspect of teaching new English wordsteacher faces
the problem of what words should be chosen. Harmer (1991) stresdesttithat it is
clearly known what grammar should be taught at specific levelthisitis not so
obvious when it comes to teaching words. The fact is that énermany syllabuses but
none of them include the same list of lexical items. Accordingaionmer (1991), there
was a tendency in the past to teach concrete words (physieatigable) at basic levels
and then introduce the abstract ones at higher levels.

Frequency and coverage are other criteria when selectinds worbe taught.
The more frequently a word is used in a particular languageetiter it is for a learner
to absorb it. “The words which are most commonly used are thewsnsbkould teach
first” (Harmer 1991 p. 154). Moreover, the usefulness of a wmneases if it conducts
more then one meaning (covers more than one thing). Contrary tocthibdawe can
estimate frequency of words, “it does not necessarily givihei®nly information we
need when selecting vocabulary” (Harmer 1991 p. 156) and the quesiawords to
introduce still remains open. The decision if a proper word shoulthiight also
depends on a particular student and their needs.

Another aspect strongly connected with teaching lexical itesnsward
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formation. Following Ur’s thought (1996), it deals with how a word ba split up into
smaller bits of information in order to compose different pieteinformation.
“Vocabulary can change their shape and their grammaticad yaly” (Harmer p. 157).
A competent language speaker knows how to twist a word to fitata new context.
This knowledge involves the usage of prefixes and suffixes. dtso important to get
the pronunciation, spelling and stress patterns of a word, elbpélcs some changes
in stress affect the part of speech the word representsoMaresome lexis is built by
joining two other words so that a new neologism is coined. Thegétems are often
created to apply to completely new concepts, “to synthesizexjsting concepts, or to
make older terminology sound more contemporary” (http://en.wikipedia.or
/wiki/Neologism). Coinage also takes place when giving cetepyf new meaning to a
particular word. In other words, word formation means being famiith both written
and spoken form of a word, as well as being able to modifygrits.

When selecting new words to be taught, basing on his experiereander
(http://content.scholastic.com/browse/article.jsp?id=4505) diwaesbulary into five
groups. Type A words convey the main meaning and are of the mositance. If one
does not know these words, it is impossible to get the meaninggf. &ype B words
are the Basics. This is vocabulary that appears very afittisa&ncountered by students
in books when reading. Type C words are single words that secanasctors. They
help to organise text in a more logical form. Type D words laoset that represent
many meanings and are difficult to remember. Eventually, typeoXds are extra
words. This vocabulary does not appear as often as type B worlls ddnas been also
noticed, vocabulary passes meaning - and that is why its impravesheuld be
considered systematically (Scrivener 2005 ) In general, lgxiears in so called co-
text, which is (“(...) text that immediately surrounds a lekitam”) (p. 229).

When tackling new words, some attention can be paid before, whalikeoithe
text is read or listened. We can distinguish different kiofsctivities for words
practice, teaching and revision. Pre-teaching occurs when stutksaitwith vocabulary
that is most required to commence any listening or reading t@s&nmer
(http://www.pt.britishcouncil.org/journal/j0958dc.htm)  formulates  ammportant
question: “Why items might be taught before rather than aftegfter rather than
before presentation of the text (...)". He also inclines thatgmehing plays important
role because if a student does not understand vocabulary that peesseain meaning

of a text, then it will not be possible to understand this tedt@eate new associations

16



of words in mind. The following question also remains: how many wardsach at
once? Cranmer suggests that the maximum efficiency nedavith “7 plus or minus 2

items or groups of items” (http://www.pt.britishcouncil.org/joufj@58dc.htm).

1.2.4 How to remember vocabulary?

Before moving to ways of presenting lexical items, it @ttv focusing on how
to remember new vocabulary. Ur (1996) notices that some vocalisillgrnt easier
than other. According to him, it results from words nature, wayseafing, and
learning conditions. Emotional or personal identification with lexiphieémember it
incomparably. Remembering vocabulary is the main aim and fesllt of their
studying (Scrivener 2005). He also suggests that many leaingply create a random,
with no co-relation list of words to be remembered, and, hfeing studied them, they
do not return to the list. Remembering vocabulary is a usefilltskbring language
improvements and that should be taught, as well. Scrivener (20@5g¢snthere are
much more disadvantages in composing a random list of words than oimaacane
oneself. On the one hand, Ur (p. 67) notices that when havingra list the lexis
taking place at the beginning of the list is remembered mégetiek than the following
words, but on the other hand, next to a proper word enlisted there areenmoes
useful in a similar situation, there are no sample sergerideere is also often no
information about the lexis aspects which have already been mentiboed, e.g. a
word register, connotation, collocation, and meanings. Ur (1996)ispes that better
teaching results are gained when much more clear meaningsenferd. Additionally,
words linkage also brings better scores. Moreover, if tleerauch vocabulary to be
introduced, it is advisable to divide it into manageable sessiabhsr than focusing on
it at once. Scrivener (2005) provides four aspects when remembieritaken into
consideration: “putting into storage”, “keeping into storage’trieging”, and “using”
(p. 241). It is shown in the figure 2 below:
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Figure 2 Aspects of remembering new lexis (Scrivener 2008 1).

Instead of having a simple list of words, he encourages to coraposeh more
sophisticated table with such headers as pronunciation, translatllocation, and
example. It is suggested that keeping lexis in groups pays themestudying unrelated
ones. In such a case, it is possible to support oneself wiittiae the new words are
related to. Ur (1991) adds that people often try to use lexieasite units that include
sense or are reasonable. Then “the students (...) have a ctypiéture and write the
words on it as they learn them” (p. 67). The same methodologstsabgests using a
word web (by drawing a diagram structure), placing a new worcbilocations and
chunks (so that whole structures are absorbed), and topic webstt&éhenkans writing
down the topic word in the middle of a page and adding some sub-topics drdunchi
a graphical representation of new lexis is useful for thosenekd visualisation in the
process of learning. Such a diagram includes “connecting” infasmathich a simple
word list misses. In the course of time, every learner shfintl out their own best

ways of getting new words but that requires taking risk andrerpnting with lexis.

1.2.5 How lexis should be presented and practised in therates?

As it has been already noticed by Harmer (1991) lexical itemshing is as
important as dealing with structure. There are many actiuigssgned for vocabulary
work. According to Scrivener (2005) words are usually taught in gréysh sets of
words are combined together according to a specific commamrdedthis connection
makes it easier to present and remember vocabulary. Healsdhat such a common
feature can be as follows: “words that have the same locatiement (...), the same
grammar or similar use (...), words that can be used to achiecess in a specific task
(-..)" (p. 234). The technique the most used for passing the meaningnofdais
commonly known as presentation-practice.

Regarding tasks for pre-teaching new lexical items, Cranigw:/(www.pt.
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britishcouncil.org/journal/j0958dc.htm) mentions: definition (somebody who kilogvs
word can define it to others, or it can be searched in a monolintc@Ednary),
translation, concept through situation (by providing a specifictgituga demonstration
(by performing an action), miming (by including movement), usiragjagby bringing
in things to the classroom), explanation, formulating synonyms auoinyans,
discrimination (by contrasting words of similar meaning, howeietan be difficult
later on to distinguish the differences between these words), oatasligrid (words
often can be grouped logically when looking at various aspects ofnlegining) and
word building (by changing the part of speech of these words). AccoxiBgrivener
(2005), such an activity should combine both introducing new lexical issmeell as
repeating words already familiar to students. It builds selébiel completing the given
task. To the activities that are often used in course boolagd® matching the words
with the pictures, matching the words with the definitions, btainswords on a set
topic (i.e. collect as many as you can), dividing these wotdstwo groups (e.g. food
words and hobby words), completing gapped sentences with words frost, a li
discussing a topic (that will feature in the text) and sayinghvianiords (from a list) a
learner expects to be in a text. Harmer (1991) enrichedishigith the concept of
enumeration. When brainstorming, any mentioned lexical item camriden on the
blackboard with line connecting it with the original word. Ur (199&yssthat this
exercise can be used for both revision and introduction of new words.&Saiccle
provides a meaningful picture. Also, students can identify known woragext before
they go on to the unknown ones. Ur (1996) suggests getting into paiihat students
exchange between each other knowledge about the words. Eventuallyathfegus on
guessing the meaning of the remaining unknown vocabulary. In thistgcévieacher
works as monitor and corrector. Apart from that, it is alsosaibe to compose a story
including new vocabulary especially that, at this stage, tegat@indom selection of
words to students can be difficult to organise. Since such a ls4grbeen prepared, a
teacher can for example tell it aloud (miming or showing flasts), force pauses and
thus elicit the missing words or their meaning from studentgskrcomprehension
questions while or after saying the story.

Learning is based on repetition, and that is why vocabulary shouldbiielguf
systematically and followed by practice and revision. Sogve(2005) says many
words can be shown, illustrated or demonstrated. The problenarappben we take

into consideration more complex or abstract items. Harmer (199hjiang some
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useful forms of lexis presentation. If it is possible, a riew word physically exists, it
can be shown by using realia. The teacher points to a thingitsdgad and shows to
all the students who repeat after him. However, it is irsiptes to bring all the things to
the classroom; these ones can be simply drawn. Flashcdralds, cdrawings are
examples of pictures and are a very useful way of preserdiig. IWhat is more
important with the help of pictures a teacher can present etbgteabulary. In some
cases there is no choice but to mime, perform action or makerge Other time, it is
easier to explain the meaning of a word by combining action with ngimhs an
alternative form, a teacher can also use contrast tonpriesés. Explanation technique
can be used when working with students at intermediate or upper. [dvé$sworth
remembering that explaining the meaning of a word must include eixglaany facts
of word use which are relevant” (Harmer p. 162). Translati@mseto be the easiest
way to present vocabulary but involves many disadvantages. ikirsany cases there
are no exact equivalents in the mother tongue (especiallgbfsiract words). Second,
translation may discourage students from searching real conbextsefspecific item.
To the list mentioned above, Ur (1996) adds such techniques as prdawgliogyms,
context - “story or sentence in which the item occurs” (p.-G8)d associated ideas or
collocations. It is said that definitions, synonyms and desoniptiare the most
commonly used.

Pronunciation also plays important role in lexis presentation.metaf1991)
enlists three ways of presenting how to utter words: through modehiraygh visual
representation and through phonetic symbols. In the first caseattietesays the word
aloud and gets students to repeat chorally and individually. “Wherteti@her is
modelling the word, he or she can use gesture (...) to indicate ahegtness in the
word” (p. 162). The second ways means noting down the word on the blackboard and
distinguishing graphically the stress of the word (with an apostroplaeline). Stress
squares can also be used here. The square that represengsntisgliable stress is the
biggest one. Finally, more advanced learners can be taught phaignsicSuch ability
allows them to read pronunciation from dictionaries. Stibbard ([fitiysij.org
/Articles/Stibbard-Intonation/) says that “good pronunciation skisr@w increasingly
being seen as important in a communicative approach to teaclmglsiE as a
Foreign/Second Language”. When dealing with learners’ gettitg pigpnunciation of
new words, it is suggested to use speech analysis programondsntSt pronunciation

can be examined according to pitch, intonation and prominence. Pitch teardgeas
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“high” or “low” and represents the height of speech sounds. Chatigingitch results
in “falling” or “rising” intonation when speaking. Prominence appeahen a word is
stressed or is distinguished from the others in a sentenceandtts of those how learn
English can be recorded and discriminated against a model pronuntiatiaier to get
differences.

How to practise the newly introduced vocabulary? The aim of praistice is to
provoke its using. Scrivener (2005) provides us with some ideas ambrah
vocabulary practice is formulated, while Harmer (1991) introdwsmese discovery
techniques. The former suggests using of lots of discussions anchucicative
activities, role-plays, as well as writing tasks thatude the practice of newly absorbed
words. The exercises that deal with lexical items a@ &lBng in gaps in sentences,
crosswords, grids and diagrams (Scrivener 2005). The latter bedgfimsa simple
matching task. This can mean matching adjectives or nouns thatin pictures
representations. Students can already know some of these wordsehatie advised
to use dictionaries when completing the exercise. At tAigesvisualisation plays also
important role. Harmer (1991) is of the opinion that this procedurduct&d when
introducing new words can be boring. The second step in advancing thisofkind
procedures can be matching words to a picture provided that these averdsot
enlisted. Learners need to find themselves this vocabulamquires more dictionary
work and activating schemata than in the previous task. Harmer (419€49es that this

exercise is suitable for pair or group work so that studentsugaport each other.
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PART TWO

2.1 Introduction

The other part of the thesis deals with practical aspetaching new English
words to first graders of gymnasium with the help of the aighcomputer application
of the Catch’'n’Practise v1.0 (available at http://www.cedold-practise.pl). Initially,
the idea of writing the application appeared in the authonrglmihen he became the
first-grader student at University College of English Langu@gacher Education in
Warsaw. He needed a tool that would help him study and remerabelexical items
presented and encountered during the classes. The application toeld frdwe very
useful especially in the author’s preparation for the prddinglish courses as well as
for the mock exams conducted at the Institution. This also beaanwivation for him
to compose other tools within the programme. In the course ef tme author wanted
to explore whether this way of studying new vocabulary is also atdepby other

learners of English language and if it affects learningtive$y.

It is hypothesis that using foreign language studying tools of the
Catch’'n’Practise increases the effectiveness of absorbing=enelish words. The self-
study approach gained by the students let them work with the applieatineir homes,
thus enabling them to memorize the newly presented words irch mare attractive
way. Not only did the amount of hours spent on studying new materiahgagrisut also
students’ motivation to cope with the language. The author's omekthypothesis
indeed explores and investigates whether using this applicationbmayelpful in
absorbing new English lexical items.

To make the research results more reliable, and to bwing somparison, it has
been established at the very beginning that the control groamlssbrb the same lexis
during the same period of time. It means that the other groupedtude thirty
adjectives without any access to the application, and irw#ys they usually use to
learn new vocabulary. Because in this particular situatienréisearch concerns only
teenaged learners, and to investigate further on the thesieethvit may be advisable

to test and use the application especially in English languapyes.
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2.2 Method

2.2.1 Participants

In order to conduct the research the author invited forty-six stuttetd&e part
in this experiment. These were first graders of gymnasiumasdn Izabelin nearby
Warsaw, aged from thirteen to fourteen. All of them were dd/ioleo two twenty-
person groups: an experimental and control one. In the former groupvirersixteen
girls and seven boys, while in the later there were tes gmd thirteen boys. The
students have learnt English for about four or five years, andléwveir of the foreign
language fluctuates to be upper-elementary. However, theydatess numerous
classes, which means that in everyday conditions they constitutpsgincluding up to
fiteen members. There are four forty-five-minute Englisissés a week in the school.
The students have permanent access to the computer classroomthedrternet.
Because each of these groups also differs when students' knowle&gglish and
learning experience is taken into consideration, there dem stronger and weaker
persons in a group (which is confirmed by the research restits)nd ten of them
take additional English lessons in the afternoons. A few childrditipate in private
school classes or take extra English lessons face to fateeitoteacher. At the
beginning of each semester the teacher organizes a prehest &im is to find out
those students who are better than weaker ones. Thus, all dtutients were
accommodated into the following groups: stronger and weaker oney. iIBonth there
is a major test conducted in the classes, and after havingdgaigher results it is
possible for students to switch the groups. Those who gained bettés tesujoin the
better group, whereas those who do not cope with the materipgicasr come back to
the weaker one.

Because this was the first time for the students to @éhl foreign language
data by working with a computer application to such an extend, #garded the
research conducted as a new experience which differed sagnifidrom the way the
students stick to during English classes. They were explicitlpapeel for using the
application by the teacher (the tools used by them are describkdrfart) and very
often they sent to each other email messages with instructiongohi@arn the thirty

new words.
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2.2.2 Measures

The aim of the research was to verify the hypothesis and theeffectiveness
of using the application in studying new lexis. The research vgasized in two one-
week sessions within two the following weeks of March 2007, frofntile2s™. It was
not possible to enable all of the students to work with the progeaatronce, so they
were divided into two less numerous groups (both experimental and conts)l one
within each session. The former group was given the loggingcitess to the
programme for exactly seven days (starting from Wednesday) 4" until 21% of
March, while the later one was enabled to log onto the applichttween 12 and 2
of March (also beginning on the following Wednesday).

The research commenced orf"ief March by conducting a pre-test (there is a
pre-test already filled in and attached in appendix 1) in theriexgetal and control
group of the T session. After learners could begin to study the newly introdinixy t
English adjectives describing people, it was required tdogkhow how much of the
presented data had been already absorbed by them before. Treammairthe pre-test
was as follows: to obtain detailed information about how many of thengivords
needed to be learned by the research participants. The saredymwas followed by
the second-session students originating on tfieo2March. Because the words in the
pre-test seemed to be difficult to students (as it appeared dhertgst) and because
the level of English presented by the students was upper-bedimmevords check last
almost 45 minutes. However, the majority of the learners gehto finish writing the
tests after twenty or thirty minutes (and started scribblingndamd drawing pictures on
the reverse side of the sheet), while the rest needeldedibtty-five minutes to finish
the test.

The pre-test being mentioned consisted of two following tasks wdtatament
was clearly explained to the class by the teacher in Poiishorder to avoid
misunderstandings). A part of the new lexical items) used ifirfteask (taken out of

the all ones incorporated into the research) is enlisted ialie 1 below:

curly bushy balding receding
wrinkled spotted freckled broken
thin obese corpulent straight
short tall tiny turned-up

Table 1. Lexis used in the first exercise of the pre-tes
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The aim of the first exercise was to match given words with pictures
provided. These words were collected within four- or five-$eftlswed by three- or
four corresponding pictures. Each set of the words included ongoaddidistracter.
The chart above includes sixteen new words that had to be edatdth the provided
pictures by the students. In order to make the selection moreuttifthese words were
blended with five distracters. The distracters (that wetbeasame time the searching
words in other places of the exercise though) were as followsepbeoken, freckled,
balding and wrinkled. The maximum amount of points to be gained wéeeIs)
meaning that a student could get one point for each correct ¢emistire match.
Because total number of points to be gained from the pre-testhivty (100%) so each
learner could obtain 53% out of the total scores by fillinthenfirst exercise.

The aim of the other exercise in the pre-test was tomfatarteen adjectives
describing people with their corresponding descriptions. These woadgethier with

three distracters are presented in the table 2 below:

lively scruffy blushing untidy handsome neat
greasy skinny drab elderly energetic unshaven
tanned plump pretty dumpy pale

Table 2. Lexis used in the second exercise of the pre-test.

Also in this task, the list of the lexis as well as thecdpsons was shuffled in order.
This time distracters used in the exercise were thesaadditvords: greasy, energetic
and lively. Most of the students had a problem with understandingxgression “such
a”, so the teacher needed to explain to the learners nothentatement of the task but
also the expression. In neither of the two tasks did the tea@msiate the provided
lexis into Polish. The regulations used to count points here denéical to those of the
previous exercise. Students deserved one point for each correa-tke match to the
corresponding adjective. What only differed was the amount of wordsindbe last
task. A participant could obtain maximum fourteen points that cotesti4ir% of the
total scores in the pre-test.

As far as the post-test is taken into consideration, it stusiof the same
exercises as in the pre-test; the only difference was tti@mtdata was shuffled
extensively. A sample filled in post-test has been attachagpendix 1, too (however,
in order to indicate vocabulary improvement, the appendix 1 inclagee- and post-

test filled in by the same research participant). Th& #xercise included the same
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words and distracters, but these were positioned in a differgntAlso pictures below
the sets of the words took different positions. In the second sadiwt concerned
matching words to their suitable descriptions, the positions of worthe list as well
as the order of descriptions were changed. Both pre- and pesiresded the same
thirty adjectives, and it was possible to obtain the sanmuatof scores by filling in

the tests.

2.2.3 Procedure

It has already been stated that the purpose of the reseascto waove that
learning new foreign language vocabulary with the help of the c@mpyiplication
Catch’'n’Practise may increase the effectiveness of absothiandexis. The research
began with conducting pre-tests in both the experimental and control gBrgasise at
this stage the words were unknown to the students the test caletkd forty five
minutes. Nevertheless, not all participants needed the wimk tmany of them
finished their tests after about twenty minutes. At the beginofitige lesson the teacher
gave the tests to the students and explained to them in detaitéyshould fill in the
tasks. The expression ‘such a’ in the second exercise of/#heation sheet had to be
explained to them as well. During working with the pre-teéhts]earners were carefully
observed so that they were not able to cheat and so that this adstile test could
really present what knowledge of the words they had before thercbs@ he teacher
did not translate the thirty adjectives into Polish at all; Hpduehimself with making
some gestures and drawings so that the students could reallytandexspecially the
lexis definitions provided in the second exercise. The presests conducted in both
sessions according to the same procedure, which means thatreftereek the other
group of the experimental and control groups members wrote the featpdive
minute pre-tests. After getting through the initial procedine way of learning the new
words in the experimental groups differed significantly from thg thia control groups
stuck to. The control groups were asked to study the adjectivie wthe period of
seven days without any access to the application. They efrede to memorize the
lexis in the way they chose themselves. Basing on the self-appmipach, the teacher
did not expect the learners of the control groups to follow anycpéatitechnique of
learning new vocabulary. Some of the students composed their osvoflidte words
with their explanations and Polish equivalents; whereas some ofvibeked with the

list of vocabulary they were provided with by the teacher. &tperimental group was
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given the access to the application, which is going to beritbed in details later on.

After studying the new lexical items for seven days, theheraconducted the
post-tests in both experimental and control groups. Taking it fanteg that the
research participants should be well acquainted with the witrelse was hardly any
explanation of the words definitions (which was present during theept&: The only
exception was that the teacher made sure the students ooddist tasks and so that
they knew how to finish the exercises. However, the post-testdoasry similar to the
pre-test, though. It included the same two tasks printed out inathe srder. What
differed were the words and distracters that became shuffled.tiis time, the teacher
did not spend the whole forty-five minutes of the lesson to conduct thegbadn fact,
the participants did not need so much time. They finished thetggistafter around
twenty minutes, after which the teacher could go on with the pidurof the lesson.
Because the lexis as such concerned describing people, the rerieneind the lesson,
as well as the following few lessons, were devoted to thgest of human being
appearance.

When it comes to the way the experimental groups worked with the new
vocabulary before the post-tests were written, it was coadueith the help of the
application and it requires focusing on the application tools they tesstudy the lexis.
More over, it is worth pointing out that the language used indhgater programme is
English, so before starting to work with the application, thecher invited the
experimental groups students to take part in two forty-five miestsons. During these
lessons they went to the computer room and were taught by thend@ehto use the
application. The teacher had been previously familiarized Wwighprogramme by the
author. All the students were strongly motivated to work withagbi@ication as often as
it were possible for them. Because the author of the reseaabured the students’
logging-in and logging-out periods of time to the applicatiomas possible to register
how much time each of the students spent on working with the progra@®mthe
other had, not only the working time counted, but first of ak tesults of the post-
tests. Indeed, what counted the most were the scores obtainegl ttherpost-tests.

The experimental groups used three on-line tools of Catch’n’Beadt
memorize the new lexical items. Within the application thtesds are called: the
random show, the typing and the multiple choice. Because the langsedjavithin the
tools is English and because the level of the students’ Engismet advanced at all, it

was necessary for the author to pre-set all the initial optibtise tests (these are some
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usability options normally chosen by users) so that the leacoeitd directly run the
tests and work with the lexis without any confusion related téatiguage difficulties.
The first tool with the help of which the learners could stpdgctise and revise
the language issues was the Random show. In the process of absorwing ne
information, this on-line test provides users with much visuazafll the data used
here was taken from previously designed category that had beeniriilby the author
with the thirty adjectives. The idea of this test is teplhy on the screen all the
vocabulary information that can be divided into two groups. The user catittedehat
particular information was included in each of the groups. IRking on the mouse
button or pressing the space key on the keyboard, the order of disglaiggpups on
the screen is changed. In addition, a random choice of the vi@sshe basis for the
test. In addition, because the pre-options of the test weraalch@sen automatically

when opening the tool, the pre-setting of the test is sethe ifigure 3 below:

Figure 3. Pre-set options for the Random Show test.

As it is seen it the picture above, the first piecenfdrmation displayed on the
screen will have included the vocabulary issues that aredtiokihe left column called
‘Show these fields before the click’. This means that ateosing a random adjective
out of the thirty ones added into the database, the reseatatippat first of all got
acquainted with a description of the chosen vocabulary item Hngoto the picture
displayed in green), a sample sentence that included a blao& spstead of the word

being learned (displayed in grey italics) and its Polish trdaslddisplayed in light

28



brown). A randomly chosen lexical item is shown in the figubelow:

Figure 4. A randomly chosen lexical item.

At this stage, the learner needed to verify in his/her naimdl consider what
particular adjective these pieces of information conakrAéter clicking on the mouse
button or pressing the space key, they were able to confromiditethey thought of

with the one displayed on the screen. This is shown ingheefi5 below:

Figure 5. Full information of the randomly chosen lexicatnt

After pressing again the space button or clicking on the mouseyrdtedure
presented in the two figures above was repeated again. Thditberence was that a
new randomly chosen item was selected and displayed on the.ddmeever, one of
the pre-set options of the test allowed the same vocabulamsito be selected
repeatedly. This means that the students might have been proviitiethe same lexis
many times, thus enforcing its visual picture and all the disglayiermation in their
minds.

The second tool the learners worked with to absorb the adjectiassthe
‘Typing’ procedure. This time, the learners did not only looktls vocabulary

displayed on the screen, but first, they needed to type thehedarvord manually. This
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was a good exercise to practise the adjectives spelling, thélgh this time all the
pre-options of this on-line test were set automatically, whickeen in the figure 6
below:

Figure 6. Pre-setting of the Typing procedure.

The settings chosen in the picture above prove that this iast iway similar to
the previous Random show procedure. Indeed, the learners coulddsseriation, a
sample sentence and a Polish translation of the randomly chasdmow the screen,
however; the searched word had to be typed in the provided chart thelaisplayed
lexis. The colours of the particular lexis items remainedstime as in the previous test.
After having typed the desired word and clicking on the accept buttenstudents
could see on-the-fly evaluation, which is shown in the figubelow:
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Figure 7. On-the-fly evaluation of the typed-in searchedlwor

Depending on whether the word given was correct or incorrect,etiradrs
could see either approving information or the correct version osd¢laeched word
displayed in the middle of the screen. After three secondshemtexical item was
chosen and the procedure was repeated. When it comes to choosingedttigead at
the very beginning the test randomly selected half of the waftee(f out of the thirty
items), and after fifteen rounds, the learner was providell ait evaluation chart

similar to the one shown in the figure 8 below:

Figure 8. A sample evaluation chart for the Typing on-lisé te

First of all, the evaluation chart above calculates how npecbentage a person

obtained after finishing the test. Then, it indicated whichthef typed-in lexis was
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answered correctly or not. All the incorrect answers reved statement to the right
saying ‘wrong’, while the correct answers have a grestersient there saying ‘correct’.
The last movement the learners could perform at this stageciicking on the Test
again button. It meant returning to the test but only to focus omt¢oeréctly answered
lexical items. When opening again the test from the beginnieyg, randomly chosen
fifteen adjectives (out of fifteen) were selected for #aaers and the whole procedure
was conducted in the same way.

The last tool the students could use when absorbing the thirgtigdgewas the
multiple choice procedure. Similar to the two tests desdrddmove, the pre-options
were set here, as well (that is also why the author avoittadhang the pre-setting
figure for the test). The difference was that the programmendi either display the
searched word on the screen, or ask to type it in the provided Thiagrtime the correct
answer was shuffled among other three distracters thatrauedemly chosen from the
whole set of the thirty adjectives. These distracters weceurse other adjectives taken
from the same set of the thirty adjectives. After runnirgtest a random adjective was
selected altogether with the mentioned other three words andsterale participant

could see on the screen information similar to the one shotire ifigure 9 below:

Figure 9. Working with the multiple choice procedure.
All the adjectives are written in the same colours and tifbetween each

other, which means that it is not known which of the four wordseisigfnt answer. The

students needed to click on one of the adjectives to see whath@nswer was correct

32



or not. The figure 9 above displays confirmation message medmaghe correct
answer was given. In case the answer was wrong, the studerdssee the prompt
information including the right answer. After the students fimisthe test, they were
provided with the same evaluation chart as it was presentde ifying procedure.
Also this time, by clicking on the Test again button, they couigrmeto the test and

focus only on the incorrect answers.

2.2.4 Analyses

The research conducted was based on two 45-minute lessons, duringsehich
tests and post-tests were conducted among forty-six studentsl] as we another two
lessons that were devoted to getting familiar with the agiibic. These lessons were
held in two sessions within fourteen days and included experinardalontrol groups.
By following the self-study approach, the control group studied tBmglish adjectives
without any access to the application Catch’n’Practise, whieetxperimental group
was enabled to log onto the programme for 7 days. Using of the progratarted on
the same day when the pre-tests were spread around in theaasand finished on

the day of filling in the post-test.

2.3 Results

The pre-tests that were conducted at the beginning of the alesemified which
of the newly presented adjectives had already been fanulidre students. Both the
control and experimental groups wrote these. The results of tharmeost tests the
students obtained are shown in the tables attached in appendices 2Taeds8ores
obtained by all the students are expressed in two measures : (yuis)s and
percentages. It was possible to achieve 30 points from both pre- arteégisesin the
control group of the pre-tests two students got 2 points (whichitaedt 7% of the
total scores), 11 points (37%) or 13 points (43%), three personseaabtapoints (17%)
, 8 points (27%) or 10 points (33%). The remaining 8 participants achithe
following scores: 3 points (10%), 4 points (13%), 6 points (20%), 7 9¢&8%), 12
points (40%), 15 points (50%) and 18 points (60%).The minimum scores énat w
obtained in the pre-test of the control group was 2 points, whereasatkimum scores

was 18 points.

When it comes to the pre-test results of the experimgnbalp, the scores were
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slightly better than those gained in the control group, and the aftest pairs of
students achieved the same scores: 8 points (27%), 11 points (37%), 52(4@faj,

15 points (50%), 17 points (57%) and 18 points (which constituted 60 %). 7 points
(23%), 9 points (30%), as well as 14 points (47%) were obtained bystudents. The
remaining two persons won 13 points (43%) and 16 points (53%). Also in the
experimental group the maximum scores obtained from the pre-tes80#a whereas

the minimum amount of scores was slightly higher and equalpaints (23%).

The scores of the post-test results of the control group did net difnificantly
after seven days of studying the adjectives. Three studerimedbtl7 points (57%),
whereas majority of the scores was obtained by pairs ofrggjdend equalled: 5 points
(17%), 6 points (20%), 9 points (30%), 11 points (37%), 16 points (53%) and 28 points
(93%). The rest of the learners got 2 points (7%), 6 points (20%Wints (23%), 8
points (28%), 10 points (33%), 14 points (47%), 18 points (60%) and 21 points (70%).

The minimum scores obtained was 7 points and the maximum sease23 points.

The scores of the post-test in the group that worked with thécapph were
much higher that the scores obtained by the same group of studémspre-tests. As
many as eleven learners (48% out of twenty three researchigsants) obtained the
maximum scores 30 points (100%). Only three pairs of studentsegsaiie amount of
scores which equalled 20 points (67%), 27 points (90%) and 28 points (93%). The
remaining scores obtained were different and were 14 points (48%}ints (63%), 17
points (57%), 18 points (60%), 23 points (77%) and 24 points (80%). Thegavera

points achieved in the pre- and post-tests are presentedfiguitee10 below:

Figure 10. Comparison of pre- and post-test results in exeetal and control groups.
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It can be noticed in the figure above that average scoresrdtiffe in
percentages between pre-and post-tests of the control group edi#tedand was
much less than the average scores difference achievid experimental group which
equalled 45%. One of the first units calculated from thearekeresults was the mean
that meant the average points achieved by the students attegehotthe research.
According to figure 10, the round mean values of the pre-testheircantrol and
experimental groups equalled 9 points (29%) and 12 points (41%). Accordihgly,
mean values of the post-tests in the same groups werengsand 3 points (43%) and
26 points (86%). The second measure taken into account was the dtdediation
(understood as the spread of data). In the control group, this valuéedcu®5 and
3.72 for the pre- and post-tests, while in the experimentalpgit measured 6.96 and
5.47. Another measure taken into consideration was the mode thidiedighe most
frequently achieved amount of scores by the students. In thegtsethhe control group
learners got the most often 5, 8 or 10 points; whereas in thegststhey obtained the
most frequently 7, 9, or 14 points. The same calculation was ceudddot the
experimental group members: in the pre-tests the mostly obtacwdsswas 17,
whereas in the post tests many students achieved the maximurm0 Poe last unit
measured was the range that indicated the difference betweeninimum and the
maximum scores obtained in the proper tests. Accordingly, fgerdrest results of the
control and experimental groups it measured 16 and 11, while for thteptsstesults it

was 26 and 16. All the described results above are presertedtable 3 below:

Pre-test Post-test

mean sd mode median| range| mean sd mode mediah  range
CG | 8.69 4.35| 5:08:10| 8 16 12.87 6.96 17 11 26
EG | 12.22 3.72 | 7:.09:14| 12 11 25:74 547 30:28 28 16

Table 3. Results of pre and post-tests in experimental@rtcbt groups.
CG — control group

EG — experimental group
SD - standard deviation
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In order to prove the hypothesis of the research that using theaajopl improves the
effectiveness of studying new vocabulary items, another measgeonducted with
the help of the Wilcoxon matched pairs test. This kind of tdgtasv as nonparametric

statistics, and is used to compare two dependent variablesisT$fiown in the table 4

below:
Marked tests are significant at p<0,05
N T Z p-level
El&E2 23 0.00 4.197264 0.000027
E1&Cl 23 0.00 4.106905 0.000040
E2&C2 23 0.00 4.197264 0.000027
Cl&Cz2 |3 26.00000 3.110810 0.001866

Table 4. Comparison of two groups between and inside measuretheitVilcoxon
test.

E- experimental group
C- control group

1 - pre-test

2 — post-test

The author used the Wilcoxon test to measure whether the dienerihe
scores between pre- and post tests indicates that the sultatistically significant
and that it leads to the following conclusion: using of the applicatmproves
absorbing of new English words significantly. Indeed, it can berebden the figure
above that test results for each groups’ combinations are istdlystrelevant. The
between measures concern pre- and post-tests of the experiamht@bntrol groups,
while the within measures relate separately to pre-and @stst-of these two groups.
The most important within co-relation takes place between gé-post tests of the
experimental group and equals 0.000027. This variable is less tharetbetamren pre-
and post tests of the control group (which equals 0.001866); althoughtHeonery

beginning, the experimental group seemed to be betterttbarohtrol one.

The last but not least figure 11 below presents the minimum amottitee
spent on working with the application. In most cases, it was notbp®dsi get the

logging out time because the users used to close the browser wigddieking on the
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close button instead of clicking on the log out option in the applicatibns,Tthe
programme saved null value and it was not possible to count thespiem# on the
proper working session. That is why the values presented in the bglow do signify
the minimum amounts of time and indicate that the users mayvmanke=d with the
application much longer. Because each time it was possible ¢t &dreeach user the
time of logging in and out to the application, the author was warglevhat users did

their best in studying the given thirty adjectives. Thesealteare as follows:

Figure 11. Working times with the application conducted by the expetal group

users.

On the face of it, it is clearly visible that one personotiest 7 hours and 16
minutes to studying the words, eight students worked less than onddwuearners
spent more than 1 hour and 30 minutes but at the same time lesshibairs,2another
four participants were logged on between 180 and 210 minutes, and yedrdnath
users spent around 4 hours on using the application tools. There wasehamether
user (except for the one that exceeded 7 hours) who also gainedjliesthineasure
when it comes to the working time. It was 5 hours and 54 minuegriheless, the
scores obtained in the post-tests were not directly subjelé tiinie spent on working
with the application. There were some users who used the applienore often and
simultaneously achieved lower scores; whereas those who worledfies with the
programme got higher points in the post-tests (for instance tlileasly visible for
user5). Also, among those learners who worked with the programnmiestothan 60

minutes, there was user23 who gained the maximum 100% of the gtostedees.
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The figure 12 below presents how many times each of the exmpeaingzoup
participants logged onto the application in order to study the vocabHlesyof all, it
is seen that user 12 logged on 25 times (and sacrificed almost ¢} dmarding to
figure 11 above) and user 2 worked 22 times (and also accordingite fi¢ devoted
only 26 minutes to studying the words; however, this is not er because only in
four cases this user used the option ‘log out’ thus enabling the appiico save the
times of the current sessions). In addition, the most dfiemisers logged on 11, 8 or 7
times, nevertheless, there were two pairs of learnecslagged into the application 17
or 3 times. Except for the two extremes mentioned above esteof the participants
logged on 2, 4, 5, 9, 10, 14 and 15 times.

Figure 12. Participants’ logging in times to the appiarat

Also to be clear enough, the following users enlisted below conseguesetl the log

out option always or almost always, meaning that their aveanags calculated by the
author are the real times spent over the application and thgtaphical representation
of these units do have almost any errors. These persons aliews:foser4 (only three
times closed the browser instead of clicking on the log out ogtias, not enabling the
application to save his time of logging out), user5 (5 time®6ufnly once), user7
(only once), user8 (only once), userll (only once), userl2 (each &megtiing out

time gathered successfully), userl4 (only once), userl5, 1201dnd 21 (each time
closed the application correctly), userl8 (only once), userl®e}wuser22 (three
times) and user 23 (once). The users not mentioned above very @ften ¢he

application incorrectly, so it was not possible to get thegil times of working with it.
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2.4  Discussion

The research provided detailed information about the effeesgeof using the
authorial application Catch’'n’Practise in studying new foreign lagguexical items.
The results gained from the post-tests in both the control and mvepeal groups
indeed confirmed the hypothesis stated at the initial stage. Gméhbkand, the control
and experimental groups proved to be very diverse and differentefaomother when
the research commenced, just after the results of theegiee-were summed up and
counted. In the figure 10, it is seen that the pre-tests ga/eesults of the experimental
groups were slightly better than these in the control groupsaétexactly 12% more).
Although both groups included the same number of students, the esptirngroup
learners had already known more about the lexis given to be abs@betie other
hand, the results of the post-tests in the control group indltatéhiese learners did not
spend much time on studying the vocabulary, as the averags geaned by them was
only 43%. It was not possible to check how much time was devotezhtoirlg this
lexis by the control group; however, a few students did absorb masstiads (this is
discussed in more details below when figure 13 is focused on). Mordbe post-test
scores of the control group equalled 43% and was just a litihe than the average
scores gained by the experimental group participants befovethabulary was focused
on (it was only 2% less). Such values suggest that after osle-stedy of the words,
the control group knew just a little more than the experimemtalip did before
studying the lexis. That indicates the huge difference betteetwo groups. What is
the most important in terms of confirming the research th@mss well as the
effectiveness of absorbing new vocabulary) is the post-test sachésved by the
experimental group, which equalled 86% and constituted twice as amdhese
students knew at the beginning. This also meant exactly twiceugh as the control
group obtained without using the application.

The one-tailed hypothesis stated at the very beginning of theralessaalso
confirmed by figures 13 and especially by figure 14 below. Orottee hand, in the
former one it is clearly shown that five students obtained exase scores from the
post-tests than how they performed in the pre-tests. This maytheaconclusion that
the scores of theirs were random and they did not spend any timedymngtthe
vocabulary. On the other hand, there were five students who didtlearocabulary
and obtained more than half as many scores as they did in thetsréatzordingly two

of them got 50% more and student 16 gained even 56% more). The riwtnof
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obtained only up to 20% more scores except for student 14 and student 23 who got
exactly as much as they performed in the pre-tests. In additosym up, on the
average the control group obtained only 14% more than they did prakests, which

may indicate hardly any progress in terms of effective wadodsrbdance. This is shown

in details in the figure 13 below:

Figure 13. Vocabulary knowledge rise in the control group.

When it comes to the effectiveness of getting the new waydise experimental
group, in the figure 14 below the results are incomparably bdtter those of the
control groups’. On the average, the experimental group achieved 4584tman they
managed to get before studying the lexis. However, it is werttembering that in this
group eleven students achieved 100%, and only among these learnérs,amerage
though, four pairs of them got as much as 70% (which is at the e the maximum
average vocabulary knowledge growth), 60%, 50% or 40% more than inethests.
The weakest two persons obtained only 17% and 20% more, while snajostl the
students achieved between 40% and 60% more scores than in thet.pfieii® is

clearly visible in the figure 14 below:
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Figure 14. Vocabulary knowledge rise in the experimental group.
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CONCLUSION

Although there have been many computer applications designed so far whose
purpose has been to help and organize foreign language learningudyithgst the
author of the research aimed at verifying whether using his aaithagplication in
remembering and studying new lexis may bring visible efficietloys enlisting the
application among other website programmes as an alternativé tesaffor foreign
language learning. Thus, by presenting the achieved results, thiblposffects on

language studying have been therefore discussed and focused on.

3.1 Purpose of the dissertation

The research results proved the stated thesis and unprecedentmztyiesl the
author’'s expectations. After having answered the questions in theteptst-the
experimental group obtained much better results than the conbugd giid. Although
not each foreign language learner may prefer learning English thvé help of
technology, the difference between pre- and post-tests witléintvto groups may
suggest that using applications similar to Catch’n’Practigganmes the learning effects
and rises the quality of studying the language. Moreover, by haviejailed look on
the research results concerning the students’ time spent omégdnei vocabulary, it
seems to the author that the access to the application broughtmotivation within
the experimental group. The author was also wondering whether stwdasults be
interested in getting to know another website tools. Contrary téegigsgs present at
the beginning of the research that the students would not use tieatiqpltoo often,
or that they easily might get bored with the tools, within onlyeseday access given to
them, one of the students devoted around seven hours to dealing witjebtve,
whereas another one logged onto the programme over twenty tirhes.alo proved
the interest and motivation to learning English in this way twasthe author was asked
also by the control group members to give them the access poat@amme after the
research finished. Thus they were also allowed to practiseottabulary at homes for
around another 7 days.

Another author’s purpose for conducting the research was to motivagelhnot to
abandon developing another versions of the application. On the one barglatvare
of many hours spent on programming the tools and the need to improve, oroalifg

some missing options may demotivate the author from further mgprkdn the other
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hand, the effective results of the research within the expatahgroup, as well as
many positive remarks given by the English teacher of then@separticipants, do

encourage the author to further developing and programming.

3.2Implications for further studies

First, the author is aware of the fact that the rebeaonducted was devoted only
to the given thirty adjectives and covered only seven dayst thitgeresearch has been
finished, the author felt that within the set of the thidjeatives some of the them were
indeed interesting, practical and useful to the learners gample such items like
‘obese’ or ‘freckled’), whereas others did not seem to pay impiortde at the current
level of the students’ English and might have been substitutetifilrent ones, though
(for instance such lexis as ‘drab’). A similar remark wa® axpressed by the teacher
mentioned above. Also when it comes to the second exercise oethanpr post tests,
it seemed to be very difficult to the learners to match &udgs with their
corresponding definitions. Because each time the students peddretter just in the
first exercise of both pre- and post-tests, it may indidse the second definition-like
exercise might have been composed in a wrong way. Moreover seetawas possible
to count the scores of the two exercises separately, the aathidr have treated and
discussed the results of the two tasks in a distinguished waeover, when further
studies are taken into consideration, the author would prolong treralese time, so
that some other variables can be observed and measured. Mbhesaexperience in
studying new lexis says that new vocabulary can be easilptfergin the course of
time, especially when it is not used too often. So if itemgossible to the author he
would encourage the students to return to the given lexis after grepeds of times
(for example after one week, two weeks and eventually aftermonth) in order to
study the words again and again. Such approach would allow checkmgiraachow
much lexis was remembered or forgotten, as well as how tiepeéffects foreign
language learning. Next, the author speculates in his mind to wieaidedisplaying of
the words pictures on the screen (similar to those included ifirshexercise) would
improve the effectiveness of absorbing the lexis. Because izistiah plays important
role in learning process, it seems that such an option added herfugrsions of the
programme would affect the research results, too. Apart fromttiemauthor wonders
about the results of conducting the research both in rural and urbaonements. On

the one hand, children from villages may not have such wide atxré#ss internet as
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children form cities have. Of course, this does not mean thdotirer ones have no
desire to use technology in studying English, but on the other blaitdien from cities
may be less ambitious and lazier. The difference betwessaneh results in rural and
urban environments can be indeed interesting, especially when wegush boys’
results from those of girls’. Eventually, it is worth mentiapthat application has been
designed especially for English teachers and those who studgniipgage at English
Colleges. That is why such a research should be conducted amongvtimgeepare
themselves for Practical English exams and study more advamgetlies and fixed
expressions. In such cases, for example in random show tool, it a®uyddssible also
to use British English phonemic signs and display them on the sgrbérh was too

difficult for the first graders of gymnasium).

3.3Implications for the EFL classroom

When it comes to incorporating the application into the classribmre are indeed
many ways to use its tools. First of all, such a classrdwuld have the access to the
Internet so that students could log onto the programme. Because mgiish EEourse
books include already in-advance-prepared vocabulary, it would bé wamsidering
to first add this lexis to the application database. Becadeemation stored in the
application is organised within databases and categories, in scateahe database
name could be the same as the course book name is, while duoricst could
correspond to the particular unit names within the book. Thus, studentséponsa
proper unit would be automatically provided with relevant lexis toyst Even
concentrating only on the tools used in the research, it would be possjiractise the
proper lexis, repeat the words already obtained in the previowss onjirepare for tests
that cover vocabulary from the whole course book units. One of &j@ities of using
the application is also that once saved vocabulary stays dathbase forever. It means
that a student does not have to worry about loosing his hand-writtes, agtet is
possible to return to the proper data whenever it is whished faddition, a learner
can organize the information saved in the application n the wayeh#ty want to stick
to, which does increase their independence and autonomy in thgnfdagiguage
learning process. Apart from that, English course books could bevgébldome access
key, so that learners could reach previously prepared databtmsr diomes and start

learning immediately. Indeed, judging from the author’'s expegieseme application
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tools would be very useful in English teacher training collegdestts’ preparation for
mock exams. For that reason the author himself used the rahdenpsocedure, too.
There are other application tools that have not been focused os dishertation,
but which can be used by both foreign language students and teactherslassroom.
The English students can work with such procedures as ‘Flip cardsEroor
correction’. Each of them is fully presented in the guidancetpt/fmww.catch-and-
practise.pl/guide.php. The last tool can be especially us&mglish colleges, as error
correction is one of the mock exam parts. The applicationaditses English language
teachers to quickly and more effectively prepare different kingsionfable tests, print
them out and bring to the classroom. These are as followsphauttioice, matching,
and cloze tests. Because there are no in-advance-preparesdaeesisn the application
database, teachers feel free to compose tests that inekisl¢hey really need to focus

on.
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Appendix 1 A sample pre- and post- test filled in by the s@®earch participant

(all the pictures attached in the pre-and post-testsogngight by Sylwia Krzyewska)
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Appendix 2 Pre-tests results obtained by the control and expaahgeoups

Rise in lexis

Control Pre-test Pre-test Post-test Post-test knowledge in
group results in pts results in % results in pts | results in % %

2 7% 6 20% 13%
2 7% 5 17% 10%
3 10% 9 30% 20%
4 13% 14 47% 34%
5 17% 9 30% 13%
5 17% 2 7% -10%
5 17% 7 23% 6%

6 20% 21 70% 50%
7 23% 11 37% 14%
8 27% 6 20% -7%

8 27% 5 17% -10%
8 27% 17 57% 30%
10 33% 8 27% -6%

10 33% 10 33% 0%

10 33% 15 50% 17%
11 37% 28 93% 56%
11 37% 16 53% 16%
12 40% 17 57% 17%
13 43% 28 93% 50%
13 43% 16 53% 10%
14 47% 11 37% -10%
15 50% 17 57% 7%

18 60% 18 60% 0%
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Appendix 3 Post-tests results obtained by the control and expeaingeoups

Post- Post- Rise in
Pre-test | Pre-test | test test lexis Logging Working
Experimental | results results results results knowledge | counter to | time with
group in pts in % in pts in % in % programme | application
7 23% 14 A7% 24% 8 0:31:33
7 23% 20 67% 44% 22 0:26:04
7 23% 20 67% 44% 3 3:59:33
8 27% 28 93% 66% 10 2:29:19
8 27% 16 53% 26% 15 1:47:06
9 30% 27 90% 60% 11 3:54:28
9 30% 30 100% 70% 7 3:07:20
9 30% 30 100% 70% 8 3:55:16
11 37% 23 77% 40% 17 0:49:59
11 37% 17 57% 20% 17 0:22:25
12 40% 30 100% 60% 9 3:10:04
12 40% 30 100% 60% 25 3:53:00
13 43% 18 60% 17% 14 0:36:41
14 47% 24 80% 33% 5 1:42:23
14 47% 27 90% 43% 4 1:51:30
14 47% 30 100% 53% 11 5:02:54
15 50% 30 100% 50% 3 0:56:26
15 50% 30 100% 50% 8 2:36:29
16 53% 30 100% 47% 11 7:16:07
17 57% 30 100% 43% 7 1:47:58
17 57% 28 93% 36% 2 0:54:12
18 60% 30 100% 40% 11 3:55:02
18 60% 30 100% 40% 7 0:43:11
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