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ABSTRACT 
 

This quasi-experimental study examined the impact of interactions with 

native French language Facebook posts on beginning French language learners’ 

willingness to communicate (WTC) and their attitudes towards the target 

language and culture in a university setting. In addition, the degree of interaction, 

by participants, with the French language Facebook posts was recorded and 

analyzed. This study was conducted during the Spring 2013 semester at the 

University of Central Florida in Orlando, Florida. Participants in this study were 

recruited from two sections of FRE 1120, Elementary French Language and 

Civilization I. Native French language Facebook posts were “pushed” to 

participants’ personal Facebook News Feeds over the course of four weeks, with 

posts pushed on weekdays only and Facebook polls asking for participant 

feedback on Fridays. Two instruments were used in this study to obtain 

participants’ demographic information and to measure willingness to 

communicate as well attitudes towards the target language and culture. In 

addition, the researcher gathered observational data directly from Facebook. 

 Data were analyzed using a Split-plot ANOVA and descriptive statistics. A 

total of 26 participants completed the study, with 14 participants in the control 

group and 12 participants in the treatment group. Both sections of FRE 1120 

were conducted in a traditional, face-to-face format and were taught by the same 

instructor. Results indicated that participants’ willingness to communicate in 

French and their attitudes towards the target language and culture were not 
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significantly impacted by interaction with native French language Facebook 

posts. The level of Facebook-facilitated interactions in all areas, including 

“Liking,” Sharing,” and “Commenting” was low. Self-reported interactions, 

including reading, viewing and translating of French language Facebook posts; 

Reading and viewing posts (such as simply viewing a photo) was the most 

frequently reported interaction, with “Commenting” and “Sharing” was the least 

common interaction. Opportunities for future research are numerous and include 

increasing the size of the sample, increasing the length of the study, and 

selected participants’ who are more advanced in their mastery of the target 

language. The potential of social network sites to serve as digitally immersive 

environments for foreign language learners should be explored in more depth 

and across various languages. 
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CHAPTER 1  
THE PROBLEM AND ITS CLARIFYING COMPONENTS 

Background of the Study 

Foreign language education in United States (US) colleges and 

universities has been undergoing a subtle but steady transformation, a result of 

changing perceptions of value related to some Romance languages versus Asian 

languages. Foreign language learning, as opposed to second language learning, 

takes place outside of the cultural and linguistic context of the target language 

being studied (Oxford, 2003; Oxford & Shearin, 1994). Although Spanish 

language programs enjoyed the highest enrollment in 2008-2009 (Snyder & 

Dillow, 2011), many institutions have added Chinese and Arabic, thus responding 

to student, as well as market-driven, demands (Glenn, 2011). Overall, 

enrollments in foreign languages in US colleges and universities increased by 

6.6% between 2006 and 2009, with 2009 enrollments reaching a new all-time 

high (Modern Language Association, 2010). 

Enrollments in foreign language courses and programs have driven a 

continuing effort to improve foreign language learner outcomes. Foreign 

language educators and researchers have long recognized the challenges faced 

by foreign language learners. These challenges include low levels of language 

mastery including vocabulary acquisition (Nation, 2001), lack of knowledge, and 

experience of “ . . . discourse and socio-cultural patterns of the target language” 

(Demo, 2001, para. 1), and communicative competence (Bley-Vroman, 1990; 
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Yodkamlue, 2008). Another significant barrier to foreign language mastery is the 

motivational factor willingness to communicate (WTC), indicating the degree to 

which foreign language learners will seek out and engage in interactions with 

speakers of the target language (MacIntyre, Dörnyei, Clément, & Noels, 1998). 

Adapted from first language acquisition research and applied to second 

language (L2) communication environments, WTC to communicate refers to the 

foreign language learner’s readiness to enter into an L2 communication at a 

particular time and place (MacIntyre et al.,1998). MacIntyre et al. (1998) argued 

that creating an environment that increases WTC in the target language is a 

worthy goal for L2 education, extending the scope of communication beyond 

speaking to include writing and comprehension of written and spoken language.  

The focus of study since the 1980s, the concept of WTC in a second 

language, has inspired studies that have been conducted to investigate how 

situational variables impact WTC (Baker & MacIntyre, 2000; Cao, 2011; Cao & 

Philp, 2006; Kissau, McCullough, & Pyke, 2010; Peng & Woodrow, 2010). 

Interactions with L2 speakers, along with exposure to L2 culture and media, have 

been shown to increase foreign language learners’ WTC. Willingness to 

communicate may increase due to a rise in positive attitudes toward the target 

culture, as knowledge deepens and learners desire to “ . . . come close 

psychologically to the other language community” (Gardner, 2001, p. 9). The 

motivational power of attitudes toward the target culture has been associated 

with the work of Gardner and Lambert (1985)  who noted that superior L2 
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learning outcomes are associated with holding the target culture in positive 

regard. In addition, meaningful L2 interactions and cultural exposure need not be 

face-to-face or immediate but may consist of computer-mediated 

communications and media (CMCs) (Beauvois, 1998; Chun, 1994; Kelm, 1992; 

Kissau et al., 2010).   

Ultimately, a significant challenge for foreign language learners has been 

to overcoming barriers in communicating in the target language, including a 

major motivational barrier to communication referred to as “willingness to 

communicate” (Jung & McCroskey, 2004; MacIntyre, Baker, Clément, & 

Donavan, 2003; McCroskey, 1997; McCroskey & Richmond, 1990). Foreign 

language learners, whose learning has been largely limited to the classroom, 

must overcome remoteness from the target language and culture, meaning that 

learners have limited opportunities to experience the language within an 

authentic context.   

One of the traditional approaches to addressing problems related to 

communication and cultural knowledge of foreign language learners is 

participation in an immersion program, often also referred to as study abroad, 

within the target culture. Language immersion programs range in length from as 

little as four weeks to as long as an entire academic year (Milleret,1990). 

Researchers on immersion programs have indicated that learners of foreign 

languages benefit from living in the country where the target language is spoken 

(Freed, 1998; Rivers, 1998). Jackson (2008) took simple language proficiency as 
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a measure of learner success a step further by arguing that “ . . . sociocultural 

and intercultural competence are [also] essential element . . . ” of linguistic 

competence (p. 4). Unfortunately, immersion programs within the target language 

and culture have often not been a practical option for most foreign language 

students due to the additional costs involved, including travel, room and board, 

and supplementary tuition and fees (Heitmann, 2007/8). Alternatives to traditional 

immersion experiences have been developed and evaluated as a way to provide 

some of the benefits of traditional immersion study but without leaving home, 

including virtual learning environments (VLEs) (Godwin-Jones, 2004; Kalish, 

2005) and other digital immersion options, including Web 2.0 technologies.   

Social networking sites (SNSs), of which Facebook was currently the most 

widely used, are a manifestation Web 2.0 technology: free of charge, user-driven, 

connected, and available anytime on a variety of devices. With 1.11 billion active 

users, on a monthly basis, as of March 2013, 79% of which resided outside of the 

United States and Canada, Facebook had become a global phenomenon 

(Facebook, 2013b). The current generation of college students can be accurately 

called the Facebook Generation, with 90% of students reporting regular use of 

Facebook, including nearly 60% who report logging in to the site multiple times a 

day (EDUCAUSE Center for Applied Research, 2011). More recently, the Pew 

Research Center reported that Facebook users aged 18 – 29 were the most 

active users, with 86% using this SNS; across age groups, women overall 

outpaced male users by 9% (Duggan & Brenner, 2013). Initially tentative, 
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educators in higher education have begun to recognize the pedagogical potential 

of SNSs. The “participatory culture” that has defined Web 2.0 technologies in 

general, and SNSs in particular, supports collaborative problem solving, 

information mining and knowledge sharing, and creative self-expression 

(Jenkins, 2006). Researchers in the area of L2 acquisition have already begun to 

recognize the potential of SNSs to enhance L2 learning; these initial studies 

explored Facebook’s potential to impact learner engagement, learner attitudes 

and motivation, as well as overall performance in their course (Aubry, 2009; Mills, 

2011). There has been little focus yet, however, on the potential for L2 learners’ 

use of SNSs such as Facebook to impact learners’ WTC.  

All types of immersive experiences, including watching a film, playing a 

video game, or reading a book, share in four common interrelated factors: 

interest, involvement, imagination, and interaction (Burbules, 2004). Digital 

immersion, as defined by Dede (2009), is “ . . . the subjective impression that one 

is participating in a comprehensive, realistic experience” (p. 66). According to 

these criteria, SNSs such as Facebook qualify as a digital immersive 

environment, providing users with a virtual community that engages their interest, 

seeks their involvement, provides a platform for imagination and creativity, and 

offers opportunities for interaction. Digital immersion includes fully functioning 

virtual learning environments (VLEs). Virtual learning environments offer users a 

“computer-mediated simulation that is three-dimensional, multisensory, and 

interactive, so that the user’s experience is ‘as if’ inhabiting and acting with an 
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external environment” (Burbules, 2004, p. 162). All digital immersion shares 

some characteristics of virtual immersion – both foster “attention and quality of 

focus” (Nino, 2010, para. 1). The crucial difference between VLEs and other 

digital immersion is that there is no conceptual barrier to overcome; in other 

words, digitally immersive technologies generally exhibit modest learning curves 

(Nino, 2010). For example, Nino (2010) noted: 

Facebook’s simple and can exhibit rapid immersion, because it’s so 

limited. It doesn’t really simulate or model anything. The concepts behind 

profiles, status updates, friends, fan pages, and the various apps and 

diversions are relatively trivial. It’s a dynamic so simple that few people 

don’t grasp within the first few minutes. (para. 12)  

Digital immersion in SNSs has the advantage of ease of use as well as the 

quality of being ubiquitous; Facebook users can access their profiles from any 

device that has Internet access. This study focused on investigating the impacts 

of L2 digital immersion on foreign language learners’ WTC as well as their 

cultural attitudes (Boyd & Ellison, 2007; Nino, 2010; Oeldorf-Hirsch, 2011). 

Problem Statement 

 Foreign language learners’ opportunity to interact with native speakers of 

the target language have been limited due to lack of access to native speakers 

and institutions as well as limited immersion opportunities. Limited opportunities 

to interact with native speakers of the target language, along with the target 
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culture, impact learners’ WTC and limit opportunities to develop beneficial 

positive attitudes towards the target language and culture. An effective approach 

to increasing WTC, according to Clément, Baker, & MacIntyre (2003), is to 

provide frequent and high-quality opportunities for L2 learners to interact with the 

L2 group. In an earlier paper, Clément (1980) noted that positive and regular 

contact with the target language group increases confidence in learners’ use of 

the language, which constitutes a component of WTC. This positive and regular 

contact also contributes to WTC in generating positive attitudes towards the 

target culture (Gardner, 1985). As previously indicated, meaningful interactions 

with the target language group can take the form of computer-mediated 

interactions as opposed to face-to-face interactions (Beauvois, 1998; Chun, 

1994; Kelm, 1992). Facebook, an SNS, may display affordances that support 

digital immersion within the target language. The goal of this study was to 

investigate the functions of Facebook as a digital immersive environment that 

offers an authentic cultural and linguistic context for foreign language learners. 

Purpose of the Study 

 The purpose of this study was to examine and analyze the affordances of 

Facebook as a digital immersive environment, thus offering foreign language 

learners the opportunity to interact with native speakers within a naturalistic, 

albeit computer-mediated, context. According to Osatshewski and Reid (2011), 

the Networked Learning Framework was developed in response to an increasing 
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use of Web 2.0 technologies for learning. In this framework, the learner is at the 

center of digital environment that includes opportunities for interaction. For users 

of SNSs, these interactions include other members of the SNS as well as various 

media embedded within the site, including advertisements, video, audio, and web 

links. Language acquisition has been the focus of several preliminary VLE 

studies, including integrating online game-oriented tasks into a VLE in order to 

provide Spanish learners with opportunities to practice their communication skills 

(Sykes, 2008), the use of Second Life by Japanese college students to learn 

English (Sadler & Nurmukhamedov, 2008), and the use of Second Life to support 

Chinese language learners’ understanding of the Chinese language as well as 

culture (Zheng, Li, & Zhao, 2008).  

The potential of SNSs to support foreign language learning has not 

escaped the attention of researchers; recent studies include investigating the 

impacts of instructor use of Facebook on learner motivation (Aubry, 2009) and 

using SNSs as an authentic learning context for Chinese learners of English 

living outside of an English speaking country (Kelley, 2010). Although each of 

these studies revealed improvements in perceived performance outcomes, there 

was not a clear focus on WTC or attitudes towards the culture. The core foreign 

language motivational concepts of WTC and attitudes toward the culture were 

evaluated in terms of how Facebook functioned as a digital immersion 

environment. In this study, the researcher explored the affordances of an online 

social network as they related to interaction between L2 learners and natives 
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speakers and native media; the tools made available by the user interface 

constituted tools for manipulating the individual site profiles. 

Research Questions 

The following research questions guided this study: 

1. Was there a statistically significant change in foreign language 

learners’ willingness to communicate in the target language as a result 

of exposure to and interaction with native language Facebook posts as 

measured by the pre-test and post-test using McCroskey’s Willingness 

to Communicate Scale? 

2. Was there a statistically significant change in foreign language 

learners’ attitudes towards the target language and culture as a result 

of exposure to and interaction with native language Facebook posts as 

measured by the difference pre-test and post-test using Dörnyei and 

Clément’s Language Orientation Questionnaire?  

3. To what degree did foreign language learners interact with native 

language Facebook posts through sharing, liking, reading, viewing, 

translating and commenting?    



 

 10 

Theoretical Foundation 

Social Constructivist Theory 

 Social Constructivist Theory, like Constructivist Learning Theory, affirmed 

that knowledge was constructed by learners but added the need for group 

collaboration. Learners in a social constructivist environment participate in 

generating meaning and solving problems, by interacting with others and working 

collectively. According to Sivan (1986), “Replacing the individual as sole 

meaning-maker, social constructivists (especially the Soviet psychologists led by 

Vygotsky, Luria, Leontiev, and others) saw developing cognitive activity achieved 

by the internalization of cultural knowledge and norms and the use of tools and 

signs of the culture” (p. 211). The three major components of social constructivist 

theory, according to Sivan (1986), included “ . . .cognitive activity, cultural 

knowledge, tools, and signs; and assisted learning” (p. 211). This theory 

suggests that learners are most positively impacted by instructional events when 

they, the learners, can shape the discussion and share their ideas and 

experiences (Jonassen, Davison, Collins, Campbell, & Haag, 1995). 

Clément’s Theory 

 Clément’s Theory (Clément, 1980; Clément et al., 2003; Clément, 

Dörnyei, & Noels, 1994; Clément & Kruidenier, 1983) emerged from research 

conducted by investigators in Canada who were interested in motivation and L2 
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acquisition. In his theory, Clément stated that a language learner’s self-

confidence is driven by the quantity and quality of the contacts with the target 

language. Clément identified these factors, quality contacts with the target group 

along with contact of sufficient regularity, as major motivators and believed that 

they predicted the learner’s identification with the target group as well as the 

desire to communicate (Clément & Kruidenier, 1985). Because not all foreign 

language learners could interact directly with members of the target language 

group, the question of secondary contact, through L2 media, arose. According to 

Clément et al. (1994), indirect contact with the target group, through L2 media, 

also improves motivation.   

Significance of the Study 

 Studying abroad for the purpose of foreign language acquisition and 

cultural immersion has been an instructional answer to gaining self-confidence in 

speaking the language as well as deepening cultural understanding and 

acceptance.  This tradition has its roots in the ancient world, continuing through 

the Renaissance tradition of apprenticeship at foreign courts to the present day. 

Positive interactions with native speakers of the target language, within an 

authentic L2 environment, support foreign language learners’ self-perceived 

competency that leads to greater WTC. As a traditional study abroad experience 

is not feasible for all learners, virtual and digital immersion options offer at least 

some of the benefits of a real-world immersion experience. The affordances of 
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SNSs, such as Facebook, offer users a ubiquitous, digital immersive experience 

that is easy to use and boasts millions of users from around the world. The 

affordances of Facebook that support digital immersion and provide opportunities 

for foreign language learners to engage in L2 interactions with native speakers 

within an authentic context were investigated in this study. The results from the 

study can provide educators with some insights into how digital immersion may 

be achieved through ubiquitous Web 2.0 applications. More specifically, digital 

immersion through SNSs can enhance foreign language learners’ opportunities 

to interact with native speakers of their target languages, thus increasing their 

understanding of the culture and their WTC. Furthermore, this study can guide 

instructors who wish to utilize SNSs to facilitate foreign language interaction and 

learning. 

Definitions of Terms 

Application: An Internet-based software product that allows users to 

access, store, manipulate and share information, including photos and videos 

files. 

Digital Immersion: Web-based experience that exploits the inherent 

qualities of Web 2.0 applications such as Second Life and social networking sites 

such as Facebook to capture the attention of users and hold that attention for the 

purpose of social interaction. 
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First Language (L1): The first language an individual learns; also called 

native language 

Foreign Language Learner: A learner of a second language who is not 

living in a country where the target language is spoken. 

Second Language (L2): A language other than the native language 

spoken by an individual; this term may be interchangeable with Foreign 

Language 

Second Language Acquisition: The study of individuals and groups who 

are learning a language following the acquisition of a first language as well as the 

process of learning that second, or subsequent, language or languages 

Second Language Learner: A learner of a second language who is living 

in a country or community where the target language is spoken. 

Social Network Site (SNS): A web-based service “that allows individuals to 

(1) construct a public or semi-public profile within a bounded system, (2) 

articulate a list of other users with whom they share a connection, and (3) view 

and traverse their list of connections and those made by others within the 

system” (Boyd & Ellison, 2007, p. 211). 

Target Culture: A culture that is associated with the language or 

languages. 

Target Language: A language that is learning goal of a second or foreign 

language learner 
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CHAPTER 2 
LITERATURE REVIEW 

Introduction 

A rapidly globalizing economy has increased enrollments in foreign 

language courses across the United States and overseas; while English remains 

the world’s most popular choice in language education, in the United States the 

language that tops the list in popularity is Spanish. Many institutions have also 

added languages that are in high demand by the federal government as well as 

international corporations (MLA, 2010; Glenn, 2011; Snyder & Dillow, 2011). 

Learning a second language as an adult, however, remains a very challenging 

prospect to most L2 learners (Bley-Vroman, 1990; Demo, 2001; Nation, 2001; 

Yodkamlue, 2008).  

One barrier to mastering a second language is the motivational factor 

willingness to communicate (WTC) (MacIntyre et al., 1998) as well as its related 

motivational factor attitudes towards the target language and culture (Gardner, 

2001; Gardner & Lambert, 1985). Opportunities to develop both WTC and 

positive attitudes towards to the target culture have been associated with 

meaningful interactions with the target culture, either in person or through 

computer-mediated communications (CMCs) and media (Beauvois, 1998; Chun, 

1994; Kelm, 1992; Kissau et al., 2010). As an extended study abroad experience 

is often too costly or is compatible with work and family obligations (Heitmann, 

2007/8), so, for many L2 learners, CMCs and media may provide an opportunity 
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to become immerse in the language while staying in their home country. Social 

network sites (SNSs) such as Facebook may offer learners a quasi-immersive 

experience through its ubiquitous presence in the lives of many language 

learners as well as a gateway to authentic language communications (Aubry, 

2009; Kelley, 2010). 

Second Language Acquisition 

 Second language (L2) acquisition consists of “ . . . informal [second 

language] L2 learning that takes place in naturalistic contexts, formal L2 learning 

that takes place in classrooms, and L2 learning that involves a mixture of these 

settings and circumstances” (Saville-Troike, 2006, What is SLA section, para. 1). 

Second and subsequent languages that are the focus of study are termed target 

languages. The focus of the present study was on foreign language learning, a 

subset of L2 learning that happens within a context that is outside of the target 

language; for example, a person learning French in the United States would be a 

foreign language learner, as French is not the language of the community in 

which the learner is immersed (Siegel, 2005). This distinction between L2 leaners 

in general and foreign language learners in particular is significant. According to 

Oxford and Shearin (1994), learners of second languages benefit from increased 

opportunities to speak the language in a natural setting as the target language is 

the “main vehicle of communication”(p. 36) in the community. Conversely, 

Saville-Troike (2006) noted that a foreign language learner generally is learning 
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the language in a classroom without necessarily having an immediate practical 

application for the language.  

 The process of L2 acquisition, whether inside or outside the target 

language community, is a complex process that attracts researchers from 

multiple disciplines, including neurology, psychology, linguistics, and 

communications (Saville-Troike, 2006). There are approximately between 40 and 

60 theories of L2 acquisition, although the field, as a distinct area of research, is 

only about 30 years old (Mishan, 2003). Yule (2006) made the distinction 

between acquisition, which is a gradual increase in ability to use the target 

language in natural settings, and learning, which refers to the conscious building 

up of the components of language, including grammar and vocabulary (Yule, 

2006). This idea is not new: Krashen (1981) established his Monitor Theory of 

adult learning, noting that adults have “ . . . two independent systems for 

developing ability in the second languages, a subconscious language acquisition 

and conscious language learning” (p. 1). Researchers have clarified some basic 

questions, including how different L2 acquisition is from first language acquisition 

(not very) and how important context is in the language acquisition process 

(Lightbrown & Spada, 1999; Regan, 1998). Still, there is a distinction worth 

noting: conscious language learning, like that experienced in a classroom, is 

fundamentally different from language acquisition which is grounded in 

meaningful interaction with speakers of the native language without concern for 

issues of rules or errors in grammar (Krashen, 1981). In addition, individual 
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learning differences, including aptitude, motivation, and attitude towards the 

target language, affect L2 learning as well as the quality and quantity of authentic 

language input (Freed, 1998; Krashen, 1981; Lightbrown & Spada, 2009; Saville-

Troike, 2006). 

Immersion in the Target Language 

 The question of immersion in the target language has only recently been 

the focus of robust research study. Blashki, Nichol, Jia, and Prompramote (2007) 

defined immersion as “ . . . the active involvement of physical, emotional, and 

cognitive processes and further, the willingness of the user/student to sustain 

concentration” (p. 414). The authors also identified four elements that must be 

present for successful learning to take place: immersion, engagement, 

risk/creativity, and agency (Blashki et al., 2007). Freed (1998) noted that the 

basic assumption that immersion in the target language, coupled with competent 

classroom instruction, leads to superior L2 acquisition outcomes. The emphasis 

in immersion research on quantitative assessment of language proficiency led to 

studies in which foreign language learners benefited from immersion experiences 

(Carroll, 1967; Dyson, 1998; Magnan, 1986; Milleret, 1990; O’Connor, 1988). 

One L2 acquisition theory that has supported the immersion approach to 

L2 acquisition is primacy of input. Surrounded by target language input, the 

language learner strains “ . . . to fill the gap between his/her current knowledge 

and such input” (Mishan, 2003, p. 22) and in the process acquires the language. 
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In this way, language learners actively engage in negotiating meaning, employing 

various strategies to comprehend the input, including reading and re-reading, as 

well as asking questions (Jackson, 2008; Larsen-Freeman & Long, 1991; 

Mishan, 2003; Zhang & Yu, 2008). Researchers have indicated that increased 

interaction with the target language and culture also seems to increase learners’ 

perceived communication competence and ameliorate communication anxiety 

(Baker & MacIntyre, 2000; MacIntyre, Clément, & Donavan, 2002; McCroskey & 

Richmond, 1987). As noted by MacIntyre et al. (2002), “ . . . immersion was also 

associated with greater frequency of L2 use” (p. 4). In addition to increasing use 

of the target language, the experience of immersion in the target language and 

culture has the effect of developing receptive attitudes towards that language 

group (Freed, 1998; Kehl & Morris, 2008; Medina-Lopez-Portillo, 2004). 

 A related hypothesis is the natural approach to L2 acquisition. This 

approach emphasizes active participation in language-related activities and 

lowering of affective barriers (Krashen & Terrell, 1983). Taking this notion to its 

logical conclusion, researchers in the area of authenticity of input noted that 

designed materials such as L2 textbooks may be less useful than authentic texts 

due to the lack of culturally rich language (Crossley, McCarthy, Louwerse, & 

McNamara, 2007; Leaver & Stryker, 2008; Leow, 1993; Mishan, 2003). 

 Closely related to the above hypotheses is the interaction hypothesis; 

Long (1996) promoted this hypothesis as follows: “modifications and 

collaborative efforts that take place in social interaction facilitate L2 acquisition 
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because they contribute to the accessibility of input for mental processing” (p. 

151). Saville-Troike (2006) also supported this approach, commenting that: 

L2 is acquired in a dynamic interplay of external input and internal 

processes, with interaction facilitating (but not causing) SLA: and the 

reasons that some learners are more successful than others include their 

degree of access to social experiences which allow for negotiation of 

meaning and corrective feedback. (Chapter 5, Intake to Cognitive 

Processing section, para. 2). 

This process of interpersonal attraction between language learners and 

speakers with superior mastery of the target language generates a space where 

development of learners’ skills and abilities can take place; Vygotsky called this 

space the Zone of Proximal Development (Vygotsky, 1978). Clarifying the 

process of interaction, Gass (1997, 2005) proposed that learning can take place 

at any time during the interaction, including at the time of initiation of the 

interaction or during the interaction itself.  It may also simply prepare the learner 

for future development. Taking the concept of interaction a step further, Dörnyei 

and Clément (2009) argued that interactions between language learners and 

their environment also matter. 

 Immersing the L2 learner in the target language is not without challenges; 

success in bilingual countries like Canada, Austria, and the Netherlands does not 

always translate equally well in developing countries or countries that meet 

learners with hostility or prejudice. According to Qiang, Huang, Siegel, and Trube 
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(2011), China has seen a substantial increase in interest in English language 

instruction and immersion for K – 12 learners over the last four decades. Second 

language education via immersion poses unique challenges in a country where 

English teachers are mostly native Chinese speakers. Fortune (2012) noted: 

Chinese teachers whose educational experiences took place in more 

traditional, teacher-centered classrooms are aware of significant cultural 

differences and participant expectations. For example, US schools place a 

strong emphasis on social skills and language for communicative 

purposes. Children expect learner-centered activities with real-life tasks. 

Chinese teachers often hold a different of expectations for students and 

thus, they frequently need support for classroom management strategies 

and support. (p. 13) 

In a 2009 study, Lee investigated the impacts of a six-week immersion 

experience in New Zealand on English teachers from Hong Kong. While visiting 

schools in New Zealand, the English teachers from China noted the use of  

positive reinforcement and the opportunities afforded to students to express their 

opinions and feelings. Marx and Pray (2011) explored the issue of empathy and 

English language education in US schools as part of a short term study abroad 

program that took White teacher education students to Mexico. Student teachers 

who participated in this program confronted experiences that built empathy for 

students living in the US for whom English was a second language (Marx & Pray, 

2011). 
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Digital Immersion 

 Immersion in digital technologies has been identified as a core 

characteristic of the new generation of students entering colleges and 

universities in the 2000s. They have been called the “iGeneration” (Rosen, 

2010). Mills (2010) notes that “ . . . immersed and raised in the technology, the 

new generation of students is defined by their reliance on media, their 

technological multitasking capabilities, and their propensity toward all” (p. 1). 

Traditionally, immersive environments have been closely associated with virtual 

reality technologies, defined as providing simulated full-sensory input, including 

sights and sounds within a three-dimensional space (Winn, Hoffman, & Osberg, 

1995). Developed by Linden Lab in 1999 and released in 2003, Second Life is 

the most popular general-purpose virtual world on the web today with one million 

users as if 2012 (Delaney, 2011; Oshry 2012). 

Although initially met with cautious enthusiasm, Second Life has not 

emerged as a major force on college and university campuses (Ramaswami, 

2011). According to the Pew Internet and American Life Project (2010), only 12% 

of teens and Millennials (ages 18-33) combined were likely to participate in any 

type of virtual world. Reasons for this problematic dispersion of VR technology 

include, most importantly for students and instructors, a steep learning curve that 

requires a significant up-front investment of time (Nino, 2010; Silva, Correia, 

Pardo-Ballester, 2010). Despite its power to capture and maintain user’s focus, 

for the average general-purpose virtual environment user, days, weeks, or even 
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months may pass before the new user “ . . . overcome[s] the conceptual hump” 

(Nino, 2010, para. 4). Despite the steep learning curve, virtual worlds and online 

3D environments have captured the interest of foreign language educators. 

Digital Immersion Defined 

 With the rise of Web 2.0 applications, including virtual worlds such as 

Second Life and social network sites (SNSs) such as Facebook, the immersive 

quality of online experiences has emerged as a potential force in education. The 

term Web 2.0 is a relatively recent term that is most closely associated with Tim 

O’Reilly and the 2004 Web 2.0 Conference that was organized by O’Reilly 

Media. Web 2.0 applications, the software of the Internet, embrace eight basic 

design patterns, including the role of users as content creators, the phenomenon 

of lurkers who simply consume content but do not generate content, the 

continuous re-development of Web 2.0 applications, and the device non-

specificity of those applications (Pew Internet and American Life Project, 2012; 

Rollett, Lux, Strohmaier, Dösinger, & Tochtermann, 2007). 

The immersive power of Web 2.0 technologies builds on these design 

parameters; Web-based immersive environments exploit the inherent dynamism 

of the Internet. According to Armory (2010), “ . . . immersive and pervasive 

environments are cyberspaces in which individuals need to work together to 

solve complex problems that cannot be solved individually” (p. 71). Additionally, 
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Schrader (2008) observed that, like social network sites, wikis can offer more 

than just the ability to connect: 

It is possible to teach a student about a wiki, what it is, and how it works. 

But it is also possible to use a wiki as an immersive socially constructed 

space in which the level of interaction is observable through the changes 

tracked by software. (p. 468) 

The author elaborated by describing digitally immersive environments as offering 

a lower level of control to the potential instructor who must embrace the rules and 

constraints that drive the application; the benefit to the instructor lies in the 

familiarity of the environment for students who regularly participate in these 

applications (Schrader, 2008). McGonigal (2003) added a slightly different 

perspective on digital immersion, writing that “ . . . a network environment that 

includes collective and political actions . . . ” (p. 71) qualifies as an immersive 

experience. 

Social Network Sites as Digital Immersive Environments 

 A social network site (SNS) has been defined as a Web 2.0 application 

that allows individual users to generate public or semi-public profiles, make 

connections to other users who may be individuals or groups, and access 

additional connections through their own developed network of connections 

(Boyd & Ellison, 2008). Social network sites, as Web 2.0 applications, take 

various forms, from video posting and commentary (YouTube) to micro-blogging 
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(Twitter) to profile posting and sharing, including video and photos (Facebook, 

MySpace), as well as professional profiles for the purpose of networking for jobs 

(LinkedIn). Social networking as an activity, however, is not new; the desire to 

make and create links between the self and others is a core driver of human 

behavior. The meteoric rise in the popularity of SNSs such as Facebook, Twitter 

and LinkedIn is not so surprising considering the two main functions they serve: 

to share and to provide opportunities for human interaction (Thomas, 2008). 

What distinguishes SNSs from traditional websites is the concept of “push” 

technology; for example, users have content pushed to their Facebook News 

Feeds, eliminating the need to “pull” information. Large organizations, both public 

and private, have taken note of this trend, including colleges and universities. 

Finally, the lack of a voice component, apart from posting videos, does not hinder 

SNSs as immersive environments.  A voice component incorporated into several 

mobile-assisted language learning studies did not generate learner engagement 

(Clooney & Keogh, 2007; Kukulska-Hulme & Shield, 2008; Stanford Center for 

Teaching and Learning, 2002). 

From the student-user perspective, the most popular uses for SNSs 

included making social connections, relationship building, and developing an 

online identity; the sharing of personal preferences in terms of consumer 

products and preferences (Gooding, Locke & Brown, 2007; Hargittai, 2008; Kord, 

2008). The Pew Internet and American Life Project (2011) reported that 65% of 

online adults participate in social network sites; the demographic aged 18-29 
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years were best represented as a group, with 83% using an SNS. According to 

Jaschik (2009), many institutions of higher learning continue to harness to power 

of SNSs to increase brand awareness, expand access to institutional services, 

apply new teaching and learning strategies, and increase student engagement. 

According to Thomas (2008), the major benefits of Web 2.0 technologies include 

“ . . . learner motivation, collaborative learning environments, and social 

constructivist approaches to education” (p. 240). In terms of research into SNSs 

and learning, the social constructivism of Vygotsky has been identified as taking 

place using wikis as well as SNSs (Lavin & Claro, 2005). 

The Nature of User-Driven Content 

As previously noted, a defining characteristic of Web 2.0 applications, and 

SNSs in particular, is the role of users in generating content. According to 

Hampton, Goulet, Marlow, and Rainie (2012), in their Pew Internet and American 

Life report titled “Why Most Facebook Users Get More Than They Give,” 

observed:  

There are segments of Facebook power users who contribute much more 

content than the typical user. Most Facebook users are moderately active 

over a one-month time period, so highly active power users skew the 

average. Second, these power users constitute 20-30% of Facebook 

users, but the striking thing is that there are different power users 

depending on the activity in question. One group of power users 
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dominates Friending activity. Another dominates “liking” activity. And yet 

another dominates photo tagging. (Overview section, para. 3) 

Although recognized for its capacity for user content creation, social network 

sites such as Facebook in reality support content sharing more than content 

creation, or “user-distributed content” (Oeldorf-Hirsch, 2011, p. 5). The 

technology of Facebook offers users a blended model of status updates 

(“microblogging”) and sharing of these updates, along with photos, links, and 

video, allowing for “quick interaction with other uses who can reply to or re-post 

others’ updates” (Oeldorf-Hirsch, 2011, p. 6). 

Facebook 

 Facebook has become one of a number of popular SNSs, each with its 

own particular focus and flavor. Facebook has distinguished itself from other 

SNSs, in part, by its origins in academe,  It appeared in 2004 as a Harvard-only 

online social network (Cassidy, 2006). A 2011 report from the Pew Internet and 

American Life Project reported that Facebook was currently the most popular 

SNS with 92% of SNS users participating, followed by MySpace at 29%, Linkedin 

at 18%, and Twitter at 13%. As of mid-2012, Facebook had 955 million active 

users, with 552 million users logging in every day. Interestingly, 543 million 

monthly active users were accessing Facebook via a mobile device (Facebook, 

2012b). A clear majority of adults in the United States use SNSs, including a 

large majority of young adults. What’s more, a slight majority of Facebook users 
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log in in every day (Hampton, Goulet, Rainie, & Purcell, 2011). Interestingly, 

according to Lampe, Ellison, and Steinfield (2008), “ . . . over time, users found 

Facebook more useful and had embedded it into their routines to a greater 

degree” (p. 729). Pempek, Yermolayeva, and Calvert (2009) agreed, stating that 

“Facebook use was integrated into students’ daily lives, regardless of how busy 

they were” (p. 231). Among college students, Facebook has also become the 

most popular SNS, with between 85 and 99% of students participating (Hargittai, 

2008; Junco, 2012; Smith & Carson, 2010). Junco (2012), in a study of Facebook 

and student engagement, found that participating college students spent a mean 

of 101.09 minutes on Facebook per day and logged in to the site a mean of 5.75 

times per day. Pempek et al. (2009), in their study on college students’ use of 

social network sites, found that Facebook use varies wildly on any given day, 

with the amount of time students spent on Facebook ranging from 2.00 to 117 

minutes per weekday and from 0.00 to 165 per day on weekends. 

The Facebook Economy 

 Presence in the world of social networking sites has emerged as a 

necessary component of 21st century marketing, with Facebook leading the pack 

as the most popular platform. In 2012, virtually all of the top 500 retailers in the 

United States maintained a Facebook page, a significant increase from 57% in 

2009. This online presence generated 477 million “Likes”, with mass merchants, 

such as Walmart and Victoria’s Secret, averaging more than two million fans 
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(Internet Retailer, 2013). Since 2010, the act of “liking” companies and brands on 

Facebook has been on the rise, a function of the ubiquitous nature of mobile 

devices and Facebook mobile applications as well as integration with other social 

media (Nelson-Field, Riebe, & Sharp, 2012). In June of 2012, Facebook 

launched its “ad retargeting platform” called Facebook Exchange (FBX): 

[Facebook] . . . were given a new tool to bid in ads in real time. FBX ads 

were shown in the high profile right-hand sidebar and nearly accounted for 

28% of all display impressions in the United States. Now Facebook has 

turned up the heat again by allowing FBX ads to appear within the coveted 

News Feed section, a more desirable location than the right-hand sidebar. 

(Zeevi, 2013, Are You Looking section, para. 1) 

Ads that appear in users’ News Feeds generate a much higher return on 

investment (ROI), increasing ROI by as much as 197% as opposed to ads that 

appear in the right-hand sidebar (Zeevi, 2013). In addition, in their study of two 

Facebook fan bases, Nelson-Field et al. (2012) remarked that the benefits of 

Facebook marketing can yield significant market research through feedback as 

well as the valuable word-of-mouth advocacy of the target products. 

Tellingly, U.S. marketers were predicted to “spend 1.6 billion dollars on 

social network advertising by 2013” (Kunz, Hackworth, Osborne, & High, 2013, p. 

62). Still, most people who click the “Like” icon on a company’s Facebook page 

are not likely to visit that page again in the future.  Rather, they will see company 

updates in their News Feeds and may take advantage of a special discount code 
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for Facebook fans. According to Zimmerman and Ng (2010), people become fans 

of a particular commercial Facebook page in order to (a) obtain a discount on 

product or services, (b) follow a recommendation, (c) be entertained, and (d) to 

satisfy curiosity or to receive an answer to a question. 

 Beyond its force as a marketing tool, Facebook has also generated 

revenue for application developers, content consultants, and agencies offering 

social network support services. According to the Center for Digital Innovation, 

Technology, and Strategy (2011), “more than 2.5 million websites have 

integrated with Facebook, and people on Facebook install 20 apps every day” 

(Introduction section, para. 1). In total, the “ . . . overall compensation – the sum 

of wages and benefits earned in the app industry and in jobs created through the 

app industry – is estimated to be between 12.19 billion and 15.7 billion dollars” 

(Center for Digital Innovation, Technology, and Strategy, 2011, Economic Value 

section, para. 4). 

Challenges Associated with Facebook 

 Facebook is a very large network; Jim Larus, a researcher employed by 

Microsoft, argued that Facebook was likely the largest network in existence in the 

first decade of the 21st century, if one excludes the web itself (Giles, 2011). 

Certainly, Facebook was the largest social network site at the time of the present 

study, with a reported 1.15 billion active users as of June 2013 (Facebook, 

2013b, Statistics section, para. 1). As of March 2012, Facebook boasted “more 
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than 9 million apps and websites integrated” into its platform (Facebook, 2013c, 

Platform section, para. 2). Facebook, along with other popular social media 

networks such as Twitter, accounted for a steep increase in the amount of web 

media traffic. The data feed-based nature of these sites means that information is 

distributed efficiently. According to Jee, Lee, Shin, Yank and Park (2013), “ . . . a 

large number of web services currently acquire fresh web information from feeds 

via a pull-based method that polls feeds or via a push-based approach using 

content distribution protocols” (p. 92). The major problem emerging from this 

emphasis on feed-based services has been “fetching delay,” defined as the 

amount of time between the publication of a new entry and its arrival at its 

destination, i.e., the publication rate exceeds the capacity of “fetching” resources 

to manage them (Jee et al., 2013). In addition to technical challenges, Facebook 

has also remained a prime target of spam. According to Wüest (2012), Facebook 

users are vulnerable to the hijacking of accounts, leading friends and family to 

believe the user is in danger and needs money sent immediately. Traditional 

scams associated with email accounts have also made their way onto social 

networking sites, e.g., phishing and the advertisement of fake products (Wüest, 

2012). 

 Another challenge associated with Facebook, as well as other SNSs, is 

the ephemeral nature of user interest. For teens and young adults, the 

mainstreaming of SNSs such as Facebook render these formerly cool sites less 

appealing, driving younger users to other, new sites. Although largely anecdotal, 
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media reports indicate that Tumbler and Instagram are gaining ground in terms of 

teen activity (Foley, 2012; Geekwire, 2013). According to Forbes.com, Facebook 

founder Mark Zuckerburg disputes the notion that teens are abandoning 

Facebook in droves, saying that the number of teens user hasn’t risen recently 

because “we’ve been fully penetrated in the teen demo for a while now” 

(Bercovici, 2013, para. 2). 

Facebook Interactions 

 The nature of Facebook activity has been that of interaction, between 

users and between users and media content. The nature of this interaction has 

been, primarily, asynchronous in nature. The benefits of asynchronous 

interaction include providing time to reflect before responding, the convenience of 

anytime-anywhere communication, and the safety of posting with the option of 

deleting (Baglione & Nastanski, 2007). Facebook, as the world’s largest social 

network, was also determined to be the largest asynchronous communication 

network in the world (Wu, Bieber, & Hiltz, 2008).  

The basic unit of communication on Facebook has been the personal 

profile, containing personal information, photos, video, friends who also have 

profiles, as well as links to Facebook pages related to product, media and 

organizational preferences and affiliation. In addition to a personal profile (see 

Appendix A), each user has a “News Feed” (see Appendix B) that contains posts 

from other Facebook users who are friends and Facebook pages that are “Liked.” 
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The Facebook News Feed is the cornerstone of the user’s Facebook experience 

and serves as a home page. The “News Feed – the center column of [the] home 

page – is a constantly updating list of stories from people and Pages that one 

follows on Facebook. News Feed stories include status updates, photos, videos, 

links, app activity and Likes” (Facebook, 2013c, para. 1). Facebook users have a 

growing menu of features through which users may interact with content as well 

as with other members (see Table 1 ). 

Another distinguishing feature of Facebook is its openness to outside 

developers who may develop and offer “applications” that users can use to 

personalize their profiles, play games, and organize personal information (Boyd 

& Ellison, 2008). The core relationship of Facebook is the friend relationship; two 

or more users extend their face-to-face relationship into the SNS. In 2011, 

Backstrom reported that 69 billion friendships were associated with the total 

Facebook membership of 721 million users. The researcher recalled, however, 

that the friend count is highly skewed, with the average friend count at 190 and 

the median friend count at 100 (Backstrom, 2011).   
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Table 1  
 
Facebook Features That Support Interaction 
 
Feature Description 
Post or Status Update Users write original content and post it to their 

personal profiles; content is shared with other 
users depending on security level; posts may also 
be generated from Facebook pages maintained by 
a person, group or company. 
 

Like Users click a “like” link beneath posts that appear 
in their Facebook newsfeed; users also may “like” 
a page that is maintained by a person, 
organization, or company. 
 

Share Users click a “share” link beneath posts that 
appear in their Facebook newsfeeds; shared posts 
appear in the user’s friends’ newsfeeds. 
 

Comment Users may add a comment to posts that appear in 
their newsfeed; comments may be seen by other 
Facebook users who also have that post in their 
newsfeeds. 
 

Translate Users click on a “translate” link beneath foreign 
language posts that appear in their newsfeed. 
 

Promote Users may increase the reach of their posts by 
making it visible to more people. 

 

Willingness to Communicate (WTC) 

 Willingness to communicate is a communication construct originally 

developed in reference to first language acquisition, specifically defined as the 

likelihood of engaging in verbal communication when presented with the 

opportunity to do so (McCroskey & Baer, 1985; McCroskey & Richmond, 1987). 

In addition, WTC was initially defined from the perspective of personality, a stable 
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trait consistent across various situations. Related researchers have determined 

that WTC is related to such stable attributes as introversion-extraversion, 

communication apprehension, and self-esteem along with more transient 

attributes as self-perceived communication competence (MacIntyre, Baker, 

Clément, & Donavan, 2002; MacIntyre & Charos, 1996; McCroskey, 1997; 

McCroskey & Baer, 1985; McCroskey & Richmond, 1991). The concept of WTC 

emerged from the earlier work of Burgoon (1976) whose research focused on 

unwillingness to communicate, and Mortensen, Arnston, and Lustig’s (1977) 

study on likelihood of engaging in verbal communication. 

The concept of WTC in its first language manifestation, as noted by 

MacIntyre et al. (1998), held application to L2 communication but only with 

revision. Specifically, a situational component was added to the stable transient 

variables of the first language construct, creating a more dynamic WTC 

appropriate for L2 learning.  Other modes of communication were also added, 

including written communication (MacIntyre et al.,1998). MacIntyre et al. (1998) 

extended the original concept of first language WTC, clarifying WTC in an L2 

context as “a readiness to enter into discourse at a particular time with a specific 

person or persons, using an L2” (p. 547). In addition, “ . . . willingness to 

communicate” offered the opportunity to integrate psychological, linguistic, 

educational, and communicative approaches to L2 research that typically have 

been independent of each other” (MacIntyre et al., 1998, p. 564). The 

implications for L2 pedagogy were clear, as a major goal of second or foreign 
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language education is the ability to communicate in the target language, verbally 

as well as in writing (Dörnyei, 2001; MacIntyre et al., 1998). 

 Willingness to communicate has been associated with immersion in the 

target language, especially in the French immersion studies conducted in 

Canada (Baker & MacIntyre, 2000; MacIntyre et al., 2003). Clément et al. (2003) 

demonstrated, in their study, the importance of language learners’ contact with 

the target language and culture, along with individual factors and social factors.  

Attitudes Towards the Target Language 

 Attitudes towards the target language and culture are variables that are 

associated with second language (L2) learning and teaching and have been the 

focus of research, specifically in the area of learner motivation. Two major 

categories of motivation related to L2 acquisition: integrative and instrumental. 

Integrative motivation was “defined as the desire to be like valued members of 

the community that speak the second language” (Krashen, 1981, p. 22). 

Instrumental motivation, on the other hand, springs from necessity, including job 

requirements or academic requirements (Krashen, 1981). In the 1980s, the issue 

of social context as a driver of language learner motivation came to the attention 

of researchers (Clément, 1980; Gardner, 1985). Social context, in this case, was 

defined as a social environment that creates a feeling of belonging among its 

members. Creating this environment in a foreign language classroom even at the 

university level, is challenging but necessary “in the absence of any other direct 
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contact with the target language group. Therefore, [instructors] often adopt the 

role of ambassador of the target language group” (Aubry, 2009, p. 4). Gardner 

and Lambert (1972) created a foundation for this research in their work on L2 

learning and attitudes towards the target culture and language. A language 

learner with positive attitudes towards the target language and culture was 

projected to exemplify stronger motivation and greater levels of language 

acquisition. 

 Closely linked to the importance of social context is the idea that contacts 

with the target language enhances language learners’ motivation and impacts 

learner attitudes (Clément et al., 1994). Clément (1980) noted in his research 

that for the L2 language learner, motivation increases along with the quality and 

quantity of the contacts with native speakers of the target language. Later, in 

their 1994 study, Clément et al. determined that this direct contact with members 

of the target language duplicated with contact with the target language media. 

Contact with L2 media and native speakers of the target language on Facebook, 

even if it is only with the instructor, has been shown to have an effect on L2 

language learners’ motivation (Aubry, 2009; Kaliban, Ahmad, & Abidin, 2010; 

Kelley, 2010).  

Willingness to communicate and language learners’ attitudes towards the 

target language have been linked in their focus on the situational variable of 

social context. Digital immersion may provide the optimal environment in which 



 

 37 

language learners can benefit from authentic contact with the target language, 

thus increasing motivation and WTC in the target language. 
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CHAPTER 3 
METHODOLOGY 

Introduction 

 The purpose of this study was to investigate the capacity of Facebook as 

a potential digitally immersive environment for foreign language learners, 

impacting their willingness to communicate (WTC) in the target language as well 

as their attitudes toward the language. This study was conducted to investigate 

the impacts of foreign language digital immersion through Facebook – with 

exposure and interaction with native, foreign language posts – on students’ WTC 

and attitudes towards the target language. This chapter presents the research 

design and procedures applied in this study. In addition to the population and 

sample selection, the survey instruments, data collection procedure, and 

statistical analysis used in this study are described with appropriate detail and 

clarity. 

 Willingness to communicate was defined by MacIntyre et al. (1998) as the 

likelihood of foreign language learners’ engaging in communication in the target 

language when an opportunity to do so arises. Closely related to WTC are the 

attitudes of foreign language learners towards the target language. In this study, 

the development of a digital immersive environment for foreign language learners 

involved capturing and sharing native second language (L2) Facebook posts with 

participants (Dörnyei & Clément, 2001; Dörnyei, Csizér, & Németh, 2006). Digital 

immersion was defined by Dede (2009), as “ . . . the subjective impression that 
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one is participating in a comprehensive, realistic experience” (p. 66). According 

to these criteria, social network sites (SNSs) such as Facebook qualify as a 

digital immersive environment, providing users with a virtual community that 

engages their interest, seeks their involvement, provides a platform for 

imagination and creativity, and offers opportunities for interaction.  

Research Questions 

The following three research questions were used to guide this study: 

1. Was there a statistically significant change in foreign language 

learners’ willingness to communicate in the target language as a result 

of exposure to and interaction with native language Facebook posts as 

measured by the pre-test and post-test using McCroskey’s Willingness 

to Communicate Scale? 

2. Was there a statistically significant change in foreign language 

learners’ attitudes towards the target language and culture as a result 

of exposure to and interaction with native language Facebook posts as 

measured by the difference pre-test and post-test using Dörnyei and 

Clément’s Language Orientation Questionnaire?  

3. To what degree did foreign language learners interact with native 

language Facebook posts through sharing, liking, reading, viewing, 

translating and commenting? 
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Design of the Study 

 This study was conducted using a quasi-experimental, mixed-method 

design. Quasi-experimental design satisfies the conditions of the study in its 

accommodation of real-life settings as well as limited control of when participants 

interact with study-related stimuli. Specifically, Campbell and Stanley (1963) 

explain: 

There are many natural social settings in which the research person can 

introduce something like experimental design into his scheduling of data 

collection procedures (e.g., the when and to whom of measurement), even 

though he lacks the full control over the scheduling of experimental stimuli 

(the when and to whom of exposure and the ability to randomize 

exposures) which makes a true experiment possible. (p.34) 

The type of quasi-experimental design used in this study falls under the 

category of non-equivalent control group design, a widely-used design in 

educational research that involves an experimental and control group that 

receives a pretest and a posttest. The experimental and control groups do not 

have “pre-experimental sampling equivalence” (Campbell & Stanley, 1963, p. 

34), instead are pre-assembled through such mechanisms as classrooms, clubs 

and tutoring groups. Threats to internal validity attached to non-equivalent control 

group design include maturation, described as change that takes place 

independent of treatment as well as the impact of pretest-posttest design that 
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involves taking the same survey or questionnaire multiple times (Campbell & 

Stanley, 1963).  

A mixed-methods approach provides the appropriate mechanism for 

collecting data from closed-ended questions typically used in questionnaires as 

well as the capturing of spontaneous participant responses. According to 

Johnson, Onwuegbuzie, & Turner (2007), mixed-methods research is best 

applied to research questions that take place in real-world contexts and account 

for multiple perspectives and cultural influences. In this study, closed-ended 

questions were paired with an open-ended component expressed in the 

unconstrained commenting capacity in the treatment environment. The statistical 

test that was used to measure the potential impact of the treatment intervention 

on participants’ WTC and attitudes towards the target language was a split-plot 

ANOVA, with one repeated measure.  

Setting 

This study was implemented at the University of Central Florida in 

Orlando, Florida. Originally founded as Florida Technological University in 1963, 

the University of Central Florida consisted of nine campuses with fall 2013 

enrollment standing at 59,785 students, with 50,982 students enrolled at the 

graduate level (University of Central Florida, 2013). At the time of the study, the 

university offered 93 Bachelors of Arts and Bachelors of Sciences (B.A. and B.S.) 

degrees, 87 Masters of Arts and Masters of Science (M.A. and M.S.) degrees, 31 
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doctoral (Ed.D. and Ph.D.) degrees and one medical degree (M.D.) (University of 

Central Florida, 2012a). The University of Central Florida, within the department 

of Modern Languages and Literatures, offered French as a major, awarding the 

degree of Bachelor of Arts, and as a minor. The department also offered study 

abroad programs in France, Germany, Italy and Spain (University of Central 

Florida, 2012b). 

Population and Sample Selection 

 The target population of the study was drawn from French language 

students at the University of Central Florida in Orlando, Florida enrolled in one of 

two sections of Elementary French I (FRE 1120). The original design of this study 

included two sections of Elementary French II (FRE 1121) as a source of 

comparison. Unfortunately, one section of FRE1121 was cancelled before the 

study began. A description of FRE 1120 is available in the 2012/2013 University 

of Central Florida Undergraduate Catalog (see Appendix C). At the University of 

Central Florida, the requirements for the degree of Bachelor in Arts (B.A.) 

included the successful completion of the equivalent of one year of foreign 

language study; this requirement was able to be met by taking a foreign 

language course at the university level, by passing the foreign language 

proficiency examination, or by achieving an appropriate score on the Advanced 

Placement exam of a foreign language (University of Central Florida, 2012a). 

According the University of Central Florida 2012/2013 College Catalog, 
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“Placement in foreign language courses is based on one year of high school 

language being equivalent to one semester of college work” (p. 71).  

A benefit of selecting participants from a beginning French language 

course is the greater number of available sections from which to draw. Students 

who complete an introductory language course, or beginning sequence of two 

courses, may simply be fulfilling degree requirements and may not go on to take 

more advanced study. According to a 2010 report by Furman, Goldberg, and 

Lustin, 20% of non-English language enrollments in four-year colleges and 

universities in the United States were in advanced language classes: French, 

German, Japanese, Modern Hebrew, and Spanish.   

In spring 2013, two sections of FRE1120 were offered at the University of 

Central Florida with a combined enrollment of 60 students who were eligible for 

participation in the study; one section of FRE1120 was assigned as the treatment 

group, and the other section was assigned as the control group. Ultimately, 12 

students participated in, and completed, the study, in the treatment group; and 14 

students participated in, and completed, the study in the control group. 

 Student participation in this study was voluntary, with an incentive of 10 

extra credit points that were applied to the course homework grade. The 

relatively low value of the incentive, and participation in the study not serving as 

a course requirement, was a result of purposeful design; intrinsic motivation and 

non-course related interactions were the focus of the research. In addition to 

willingness to participate in the study, students were required to confirm having 
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regular access to the Internet via cell phone, laptop or desktop computer. 

Participants were asked to provide an effective email address for communication 

with the researcher. Prior to participation in the study, students were asked to 

review the informed consent letter (see Appendix D), which was imbedded in the 

online survey instrument. The consent form included the theme and procedures 

of the study and the human subjects’ rights relating to the current study. Lack of 

participation in the study did not negatively impact students in terms of grades in 

the course, their relationship with the instructor, or their relationships with the 

researcher or the college. Participants’ study-related activities, apart from the 

surveys, were available for public view as Facebook is an SNS. Visibility of 

activities varied based on the privacy settings of individual students. After the 

study was complete, participants in the control group were sent the link to the 

study Facebook page so they might review the treatment materials. 

Instrumentation 

 Two instruments were used in this study to measure foreign language 

learners’ WTC and attitudes toward the target language. Instruments were 

written in English as all students were native speakers of English or had a strong 

mastery of English; Elementary French I (FRE 1120) was not open to native 

speakers. All of the selected instruments were self-report scales. According to 

McCroskey (1997), self-report measures are effective in capturing perception and 

affect data, providing respondents are truthful in their answers. The researcher 
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collected student personal demographic information that included gender and 

age.  The researcher also collected information related to Facebook usage. In 

addition, the last four digits of students’ phone numbers were collected and used 

to identify student responses. The two instruments that were administered 

included the McCroskey WTC Scale (see Appendix E) that measures students’ 

WTC in the target language in various social contexts (McCroskey & Baer, 1985). 

The second instrument that was administered was Dörnyei’ and Clément’s 

(2001) Language Orientation Questionnaire (see Appendix F), which employs 37 

questions to measure students’ attitudes towards the target language.   

Student Demographic Information 

 In this research study, the demographic questionnaire consisted of four 

items to gather students’ personal and background information (see Appendix 

G). Items included in the questionnaire to elicit this information were “Gender,” 

“Age,” “How long have you been using Facebook?” and “What electronic devices 

do you use to access Facebook?” 

Willingness to Communicate Scale 

 The WTC Scale (see Appendix E) measures directly the “respondent’s 

predisposition toward approaching or avoiding the initiation of communication” 

(McCroskey, 1992, p. 17). In other words, it measures the likelihood of a foreign 

language learner to initiate communicate in the target language when provided 
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with opportunities to do so. McCroskey and Baer (1985), who laid the 

groundwork for the WTC Scale, took inspiration from Burgoon’s (1976) 

Unwillingness to Communicate Scale. In her initial development of the WTC 

construct, Burgoon (1976) identified and integrated two factors into her scale: 

approach-avoidance and reward. The WTC Scale consists of 20 items and 

serves to estimate the probability of foreign language learners’ initiating 

communication in the target language. Analysis of the scale reveals the presence 

of four categories of communication contexts (public, meeting, group, dyad) and 

three categories of communication “receivers” (friends, strangers, acquaintances) 

(McCroskey, 1992). Selecting a number between 0 and 100, students 

participating in the study indicated the percentage of time they might engage in 

communication within a particular context when able to do so. An example of an 

item found in the WTC Scale is “Talk with a stranger while standing in line.”  

Language Orientation Questionnaire 

The Language Orientation Questionnaire (see Appendix F) measures the 

respondent’s attitudes towards their target language (L2) of study, attitudes 

towards the L2 community, contact with foreign languages through media, self-

confidence in learning the L2, as well as demographic data. The questionnaire 

springs from the work of the founder of the field of social psychological research 

on L2 motivation, Robert Gardner (Dörnyei et al., 2006). The Language 

Orientation Questionnaire consists of 37 items, most of which are presented in 
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grid format. In addition to questions regarding the language learning environment 

and background information, respondents are asked to consider individually five 

languages. Drawing on the work of Dörnyei and Csizér (2005), the attitudinal and 

motivational items are grouped into seven multi-item factors (see Table 2).  

 

Table 2  
 
Factors of Language Orientation Questionnaire 
 
Factor Description 
Integrativeness Reflects L2 learners’ motivation by desire to become like 

native speakers of the target language.  
 

Instrumentality Reflects L2 learners’ motivation by belief that mastery of 
target language provides pragmatic benefits. 
 

Attitudes towards L2 
speakers 

Indicates the attitudes of L2 learners toward interacting 
with L2 speakers and traveling to places where target 
language is spoken. 
 

Cultural interest Indicates the level of L2 learners’ interest in cultural 
products of target language culture, including music, film 
and print media. 
 

Vitality of L2 
Community 

Reflects L2 learners’ motivation by perception of 
importance of target language country/countries. 
 

Milieu Indicates the level of importance attached to learning or 
knowing target language by L2 learners’ immediate family, 
friends, school, and workplace. 
 

Linguistic self 
confidence 

Reflects L2 learners’ motivation by degree of confidence 
that mastery of target language is possible and doable. 

 
 
 

Of the 37 total items on the scale, 29 items are measured on a 5 point 

Likert-type scale with 1=”Not at all,” 2=”Not really,” 3=”So-so,” 4=”Quite a lot,” 
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and 5=”Very much.” The remaining items are open-ended questions. Sample 

questions include “How important do you think these languages are in the world 

these days?” and “How much do you like the films made in these countries?”  

For the purpose of this study, this instrument was a good fit; however, the 

researcher modified the instrument slightly without impacting its integrity. The 

first modification involved eliminating all of the possible language choices except 

the language associated with this study – French. The other modifications 

involved revision of grammar to reflect the focus on one language as opposed to 

five. Items 8 and 9 were eliminated from the questionnaire as they focused on 

parental mastery of French that was to be unlikely in this study population (Shin 

& Bruno, 2003). Items 25, 29, 32, and 33 were revised, replacing the term 

“school” with “university.” Item 26 was eliminated due to its focus on satellite 

programming, a common feature in many homes and apartments in the United 

States. Item 28 required the replacement of the word “Hungarian” with 

“American.” Item 30 was eliminated as it was not relevant to this study. The final 

modification involved revising item 31 to read “male” or “female” instead of “boy” 

or “girl.” The researcher ran reliability statistics, but the reliability coefficient 

(Cronbach’s alpha) was not as strong as intended because of a small sample 

size. 
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Reliability and Validity Issues 

Validity and reliability are related concepts associated with research 

instruments and procedures related to data collection. Reliability refers to how 

consistently an instrument performs over time, and validity refers to how 

accurately an instrument measures the concept or construct it claims to measure 

(Perry, 2005). Both instruments that were used in this study are self-report 

measures; McCroskey (1997) observed that self-report measures are most 

effective when they are focused on issues of affect and/or perception under 

conditions in which the respondents do not fear any negative consequences 

associated with their answers. Dörnyei (2003) also noted that questionnaires are 

especially efficient “ . . . in terms of (a) researcher time, (b), researcher effort, and 

(c), financial resources” (p. 9). A threat to the internal validity of the study 

involved the quasi-experimental nature of the study design. There was a chance 

that students in the treatment group would share information related to the 

treatment (Facebook page) with students in the control group. In the description 

of the research study, as well as in the presentation of the study to the treatment 

group by the researcher, students were asked to abstain from sharing this 

Facebook page with students from other classes.  

Reliability estimates reported by McCroskey (1992) indicated that the 

WTC Scale was very reliable with an “ . . . internal reliability of the total score 

[Cronbach alpha] . . . rang[ing] from .86 to .95”, with a “modal estimate of .92” (p. 

20). In terms of validity, the WTC Scale satisfies the requirement that the scale 
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measures what it claims to measure (McCroskey, 1992). In addition, a positive 

association between WTC in a foreign language and the frequency of actual 

communication has been indicated in several significant studies (Baker & 

MacIntyre, 2000; MacIntyre et al., 2002; MacIntyre et al., 2003; MacIntyre & 

Charos, 1996). 

In terms of reliability, the overall Cronbach’s alpha of the Language 

Orientation Questionnaire was found to be .71; author Dörnyei et al. (2006) note 

that this score is “ . . . admittedly not too high but still acceptable for short scales 

such as ours (ranging from 2 to 4 items)” (Kindle location 887). In addition, 

Okuniewski (2012) adapted the Language Orientation Questionnaire (Dörnyei & 

Clément, 2001) to “investigate the psycho-psychological motivation factors that 

influence the taking and learning of German in Polish second schools” (p. 54). 

The variables included in the final survey instrument included: integrativeness, 

instrumentality, cultural interest, attitudes to German speaking communities, 

parental support, language learning attitudes, linguistic self-confidence and 

motivation related to learning behavior. The Cronbach alpha coefficients of these 

variables varied from .71 to .83 (Okuniewski, 2012). Additional studies have been 

conducted supporting the validity of this instrument, including Clément et al.’s 

(1994) investigation of the motivation of Hungarian students learning English in 

their home country and Dörnyei’s (1990) examination of foreign language 

learners’ motivations and limited interaction with the target language community.   
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Procedures and Data Collection 

 Upon receiving the approval of the University of Central Florida 

Institutional Review Board (see Appendix H), this quasi-experimental study was 

implemented in the first half of spring term 2013. A total of two data collection 

instruments were selected, with two both instruments validated from the 

literature. Surveys were administered through an online survey site called Survey 

Monkey; the surveys were combined into one online survey document containing 

the consent documentation (see Appendix D) and the demographic questions 

(see Appendix G). Once participants read the consent documentation, they 

provided consent by continuing to the survey. This online survey site allowed 

users to create and disseminate electronic surveys and was optimized for use on 

most Internet browsers (Internet Explorer, Safari, Google Chrome, Mozilla 

Firefox, etc.) as well as iPhone, iPod iTouch and iPad. The recruitment 

procedure consisted of a 10-minute PowerPoint presentation by the researcher in 

the second to fourth week of the spring 2013 term. Information provided to 

potential participants included the research protocol, incentives related to study 

participation, and information regarding the Facebook page that was linked to the 

study. Students who agreed to participate in the study completed note cards with 

their names, email addresses and phone numbers that were collected by the 

researcher. Students received an email from the instructor within 24 hours that 

included a link to the surveys. Students in the treatment group also had access to 

a link to the survey in the study Facebook page. 
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 Students were assigned to either the treatment group or the control group 

based on their registration in one of two selected sections of FRE1120, each 

taught by the same instructor. One section of FRE1120 was assigned to the 

treatment group and one section of FRE1120 was assigned to the control group. 

The students in the treatment group participated in short-term digital immersion 

via Facebook with French as the target language. Participants ‘Liked’ the 

Facebook page, developed by the researcher, which served as the source of 

French-language posts that appeared on individual students’ Facebook News 

Feeds. The researcher selected French language Facebook posts to share with 

participants over a period of four weeks. An example is provided in Figure 1.  

 

 

Figure 1. Example of a French Language Facebook Post 
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There were six posts per day shared with participants covering a variety of 

topics, including news, sports, weather, and travel; the researcher selected these 

posts from ten French media sources that regularly release Facebook posts (see 

Appendix I). The researcher selected posts for sharing based on general interest 

criteria: timeliness, pop culture, national and international news, and the arts (see 

Appendix J). All of the Facebook posts used in this study are available for review 

via screenshots in the Appendix K. Participants who received these posts had 

the option of reading each post, viewing any videos included in a particular post, 

“liking” the post, “sharing” the post with their friends on Facebook, “translating” 

the post, and/or commenting on the post. Participants could also choose to do 

nothing in response to receiving the French Facebook posts. On each of the five 

Fridays, the researcher included a poll associated with three French language 

posts (for a total of six posts), asking participants how they interacted with the 

associated post (see Appendix L). The researcher did not interact with 

participants within the Facebook environment. The students in the control group 

completed the surveys associated with study at the beginning and end of the 

treatment. 

 Data collection consisted of recording and tracking activity on the 

Facebook study page and retrieving responses to the pretests and posttests for 

both the treatment and comparison groups. In addition to tracking and recording 

the activity of participants on the Facebook study page, Facebook recently added 

a data-tracking feature, Insights. The Insights function of Facebook “ . . . provides 
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[Facebook] page admin[istrators] aggregated anonymous insights about people’s 

activity on their page” (Facebook, 2013a, para 1). Facebook page administrators 

have access to this information due to the Data Use Policy of Facebook; page 

administrators do not have access to any Facebook user’s personal information. 

A Facebook page must reach a minimum number of 30 “Likes” in order to trigger 

the Insights function (Facebook, 2013a). Because the study Facebook page was 

available to the general public, Facebook users who were not in the study were 

able to “Like” the page. The Facebook study page did reach the minimum of 30 

“Likes,” although not all fans of the page (those who “Liked the page”) were study 

participants. In terms of metrics, and as shown in Table 3, Facebook Insights 

provides information regarding the number of people who like a specific 

Facebook page and how many people view or click on a particular post. 

Facebook Insights did allow the researcher to generate data concerning 

activity related to the Facebook study page; Comments, Likes, and Shares were 

able to be reported because study participants were identified by name. Data and 

Reach data were not reported, because these data might include the activity of 

Facebook users not participating in the study.   
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Table 3  
 
Data Captured by Facebook Insights 
 

Metric Description 
Comment This is the number of comments made to a particular post. 
Likes This is the number “likes” assigned to a particular post. 

 
Share This is the number “shares” associated with a post. 

 
Engagement This number reflects the interest generated by a post on a 

particular Facebook page based on actions performed by 
fans as well as visitors to a page. Actions include: 

Liking a page (and becoming a fan), 
Answering a question, 
Mentioning the page, and  
Tagging a photo. 
 

Reach This is the number of Facebook members who have seen a 
Facebook page within a selected date range. Members may 
see content on a Facebook page, and be counted, in three 
ways: 

Viewing content in their News Feeds (Organic), 
Viewing an advertisement that directed viewers back to the 
target page (Paid), 
Seeing a post that was talked about by a friend (Viral). 

 

Facebook and Privacy 

 As one of the largest networks on the Internet (after the Internet itself), 

Facebook has been the focus of privacy and usage questions since its inception. 

As a result, it continually updates its privacy and data use policies (see 

Appendices M and N). As early as 2008, Boyd and Ellison highlighted concerns 

regarding privacy issues related to SNSs in general, including over-sharing, 

intentionally or unintentionally, of personal information;, online bullying; and the 
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potential to damage one’s reputation through lack of control of information 

posted. Facebook has responded to these concerns by implementing a series of 

privacy-enhancing controls at the user level. Facebook users can now determine 

who sees content they have posted or shared on their News Feeds (Facebook, 

2012a, Public Information section, para. 1 – 10). 

 For this study, the researcher created a Facebook page and served as the 

administrator. Creating a Facebook page for this study was one of two options 

available, the other being using the group creation feature to manage the 

activities of the study participants. A major advantage of using a Facebook page, 

as opposed to a Facebook group, is that the researcher did not have to “Friend” 

the study participants and, as a result, eliminated some of the privacy issues that 

are part of using an SNS. Specifically, the researcher did not have access to any 

of the participants’ personal Facebook home pages and the participants did not 

have access to the researcher’s home page. In addition, participants were limited 

to interacting on the study’s Facebook page and could not “push” content to the 

study’s page. A limitation of this approach was a lower level of control on the part 

of the researcher; Facebook pages are available to anyone and may attract 

interest of Facebook users not directly related to the study (Facebook, 2012b, 

Pages section, para. 1 - 5). 
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SurveyMonkey 

The surveys were administered through SurveyMonkey, an online survey 

delivery and analysis site. Founded in 1999, SurveyMonkey was, at the time of 

the study, the world’s most widely used online survey site, with over 1.5 survey 

responses collected every day (SurveyMonkey, 2013b). According to the 

SurveyMonkey website, on its page titled “How Does SurveyMonkey Adhere to 

IRB Guidelines,” SurveyMonkey (2013a) provides support for SSL encryption to 

protect sensitive data as it travels along digital pathways. According to the 

SurveyMonkey website,  

SSL is short for Secure Sockets Layer, and it is a protocol initially 

developed for transmitting private documents or information via the 

Internet. It essentially works through a cryptographic system that secures 

a connection between a client and a server. Many websites use this 

protocol to obtain confidential user information and it supported by all 

modern browsers. (SurveyMonkey, 2013c, para. 1) 

Automatic encryption is a service associated with upgraded accounts on 

SurveyMonkey. The researcher upgraded her account to benefit from automatic 

SSL encryption as well as other benefits, including unlimited questions and 

export format that are SPSS compatible.  
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Data Analysis 

Research Question 1 sought to determine if there was a statistically 

significant change in foreign language learners’ willingness to communicate in 

the target language as a result of exposure to and interaction with native 

language Facebook posts as measured by the pre-test and post-test using 

McCroskey’s Willingness to Communicate Scale.  Data to respond to this 

question were collected using McCroskey’s WTC Scale in its entirety. This 

instrument identifies three different types of communication receivers within one 

of four possible communication contexts and measures the learner’s 

“predisposition toward approaching or avoiding the initiation of communication” 

(McCroskey, 1992, p. 17). A Split-plot ANOVA was used to assess change in 

WTC in the target language between the pretest and the posttest. This statistical 

test accounts for both differences between subjects over time as well as 

differences between the treatment and control groups. 

Research Question 2 sought to determine if there was a statistically 

significant change in foreign language learners’ attitudes towards the target 

language and culture as a result of exposure to and interaction with native 

language Facebook posts as measured by the difference pre-test and post-test 

using Dörnyei and Clément’s Language Orientation Questionnaire. The data for 

this question were collected using Dörnyei and Clément’s Language Orientation 

Questionnaire, revised as previously described. This instrument assesses the 

learner’s attitudes towards the target language as well as attitudes towards the 
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culture, degree of media exposure in the target language, and self-confidence 

regarding learning the L2 language (Dörnyei et al., 2006). A Split-plot ANOVA 

was used to assess change in WTC in the target language between the pretest 

and the posttest. This statistical test accounts for differences between subjects 

over time and differences between the treatment and control groups.  

Research Question 3 was used to investigate the degree to which foreign 

language learners interacted with native language Facebook posts through 

sharing, liking, reading, viewing, translating and commenting. The data for this 

question consisted of observing and recording Facebook activities performed by 

the learners in the experimental group. Specifically, the researcher was able to 

capture statistics, through Facebook Insights, regarding how many times each 

participant “Likes,” “Shares,” or posts a comment on a French language post. 

The researcher also recorded any comments made by participants related to any 

specific French language Facebook post. Finally, the researcher recorded the 

responses to the weekly Facebook polls asking participants whether they read a 

particular post, viewed the video related to particular post, or translated the post. 

Summary 

 A quasi-experimental research design was used in this study to evaluate 

an online social network, Facebook, as a digitally immersive environment for 

foreign language learners. The effectiveness of Facebook as a digitally 

immersive environment was assessed using motivational and attitudinal 
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variables. These variables were WTC and attitudes towards the target language 

and culture. The degree to which learners’ shaped their experience with French 

language posts as part of the everyday Facebook feed was also be measured. 
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CHAPTER 4 
ANALYSIS AND RESULTS 

Introduction 

 This chapter contains the presentation of the analysis of the data collected 

and the results of the study. Included is a restatement of the purpose of the 

study, a brief review of the study’s design, and demographic data related to 

participants. The analysis of the data has been organized around the three 

research questions that guided the study. The results of the analysis for each 

question are discussed in narrative form supplemented by tabular displays as 

needed for clarity. 

Purpose of the Study 

The purpose of this study was to investigate and evaluate the affordances 

of Facebook as a digital immersive environment for second language (L2) 

learners. Facebook News Feed posts in the target language might allow L2 

learners who cannot take advantage of study abroad or other travel options to 

immerse themselves in the language, perhaps emulating some aspects of that 

interaction within this digital environment. 

Study Design 

The study design involved administration of surveys assessing WTC in the 

target language and attitudes toward the culture of native speakers. Volunteer 

students in a pair of introductory college-level foreign language classes received 
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regular instruction in the target language with one class designated the treatment 

group. Students in the treatment group were asked to “Like” the Facebook page 

created for the study, after which they received target-language posts in their 

Facebook News Feeds (see Appendix B).  

Students were surveyed with a battery of questions assessing their WTC 

and cultural attitudes both prior to (pretest) and subsequent to (posttest) an 

interval of regular instruction (control group), or regular instruction plus target-

language Facebook posts (treatment group). Facebook posts of interest to 

students were able to be Liked, Shared, or commented upon, and these data 

were collected as additional assessments. 

Final implementation of the study utilized a pair of sections of introductory 

French (FRE 1120: Elementary French I) that met on Mondays, Wednesdays 

and Fridays and were taught by the same instructor at the University of Central 

Florida during the Spring term of 2013. From an initial pool of 60 qualified 

volunteers, the subset who completed the study from one section (n = 14) served 

as the control group, and the subset who completed the study from the other 

section (n = 12) served as the treatment group. 

Participants’ Demographic Data 

Demographically, of the 26 students who completed the study, 20 were 

female and five were male, with one participant in the control group not 

responding to the gender question. Participants’ ages ranged from 18 to 34, with 
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the majority (81%) of students falling within the 18 – 21 range. Finally, students’ 

duration of experience with Facebook varied from 1 – 2 years to more than 6 

years, with the majority (84%) of students indicating 3 – 6 years of experience. 

One participant in the control group did not respond to the Facebook usage 

question. Demographic data related to gender, age, and Facebook usage are 

presented in Table 4. 

 
 

Table 4  
 
Demographic Data Related to Gender, Age, and Facebook Usage 
 

 
Control (n=14) 

 
Treatment (n=12) 

      Demographics n % 
 

n % 
      Gender 

     Male 4 30.80 
 

 1   8.30 
Female 9 69.20 

 
11 91.70 

      Age 
     18-21 11 78.60 

 
10 83.30 

22-25   3 21.40 
 

  1   8.30 
30-34   0   0.00 

 
  1   8.30 

      Facebook Usage 
     1-2 years   1 7.70 

 
  0   0.00 

3-4 years   3 23.10 
 

  6 50.00 
5-6 years   6 46.20 

 
  6 50.00 

More than 6   3 23.10 
 

  0   0.00 
 
Note. One student in the control group provided no response on Gender 
or Facebook Usage.  
 

 
 
McCroskey's WTC Scale (McCroskey & Richmond, 1987) and Dörnyei 

and Clément's LOQ (Dörnyei & Clément, 2001) were administered as a pretest 

and as a posttest to the student volunteers in each group, with the length of 



 

 64 

classroom instruction between tests being four weeks. Within that four-week 

period, the treatment group received 101 French language Facebook posts in 

their News Feeds. 

Facebook may be accessed using any electronic device with Internet 

access. Participants in this study reported that they used all of the devices 

identified in the survey: desktop computers, laptop computers, tablet computers, 

and cell phones/smart phones. Participants in both the control and treatment 

groups reported laptop computers (100% of participants) and cell phones/smart 

phones (100% of control group; 92% of treatment group) as the devices most 

likely to be used to access Facebook. As shown in Table 5, these two device 

types were also most likely to be described as being “used often” by students in 

accessing the site. 
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Table 5  
 
Facebook Usage by Device 
 

 
Control (n=14) 

 
Treatment (n=12) 

      Device n % 
 

n % 
      Used Device 

     Desktop Computer   3   21.40 
 

  3   25.00 
Laptop Computer 14 100.00 

 
12 100.00 

Tablet Computer   2   14.30 
 

  3   25.00 
Smart/Cell Phone 14 100.00 

 
11   91.70 

      Often Used Device 
     Desktop Computer   0    0.00 

 
  1     8.30 

Laptop Computer 10  71.40 
 

  9   75.00 
Tablet Computer   0    0.00 

 
  2   16.70 

Smart/Cell Phone 11  78.60 
 

  9   75.00 
 

Statistical Analysis:  Learners’ Willingness to Communicate and Attitudes 

Research Question 1 

Was there a statistically significant change in foreign language learners’ 

willingness to communicate in the target language as a result of exposure to and 

interaction with native language Facebook posts as measured by the pretest and 

posttest using McCroskey’s Willingness to Communicate Scale? 

To assess the impact of French language Facebook posts on students’ 

WTC, the WTC Scale was administered to both treatment and control groups as 

a pretest and posttest, with scores recorded. The WTC Scale was employed for 

seven different conversational contexts, assessing how likely the student would 

be willing to communicate in the target language with a stranger, an 
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acquaintance, a friend, within the context of a group discussion or meeting, in 

interpersonal relationships, or in public speech. This yielded seven factor scores 

for each student on both pretest and posttest (Stranger, Acquaintance, Friend, 

Group Discussion, Meeting, Interpersonal, and Public Speaking). A higher score 

on the WTC Scale indicated a greater level of willingness to engage in voluntary 

communication in the target language. Table 6 contains the pretest and posttest 

group means for each factor. 

 
 
Table 6  
 
Mean Willingness to Communicate Scores by Factors 
 
 Control (n=14)  Treatment (n=12) 
      

Factor 
Pretest 
Mean 

Posttest 
Mean 

 Pretest 
Mean 

Posttest 
Mean 

      
Stranger 11.02 18.23  8.73 16.38 
      
Acquaintance 23.59 35.00  20.96 28.63 
      
Friend 21.45 30.80  21.31 30.29 
      
Group Discussion 22.95 32.62  21.39 31.47 
      
Meeting 16.14 30.88  16.35 23.69 
      
Interpersonal 17.81 25.19  16.33 23.92 
      
Public Speaking 17.83 23.36  14.11 16.12 
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For each of the seven factors, a split-plot ANOVA was performed to 

determine if any statistical differences existed in WTC between groups (control 

vs. treatment), or between administration times (pretest vs. posttest), or in 

interaction between the two effects. Under the hypothesis of exposure to French 

language Facebook posts fostering greater WTC, a significant difference was 

expected for the interaction and perhaps for main effects as well. Table 7 

presents the results for all factors. Pretest and posttest data for each group were 

tested for deviation from normality due to skewness and kurtosis. Data 

conformed to the normality assumption of ANOVA without need for 

transformation. 
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Table 7  
 
Within- and Between-Groups:  Contrasts and Effects for Willingness to 
Communicate 
 

 Within  Between  Interaction 
Factor F df  F df  F df 

         
Stranger 10.81** 1, 24  .13 1, 24  .01 1, 24 
         
Acquaintance 7.22* 1, 24  .24 1, 24  0.28 1, 24 
         
Friend 11.81** 1, 24  — 1, 24  .01 1, 24 
         
Group 
Discussion 11.42** 1, 24  .03 1, 24  .01 1, 24 
         
Meeting 11.64** 1, 24  .18 1, 24  1.30 1, 24 
         
Interpersonal 6.96* 1, 24  .02 1, 24  — 1, 24 
         
Public 
Speaking 4.86* 1, 24  .17 1, 24  .08 1, 24 
Note: *p < .05. **p < .01. —F < .01 

 
 
 
For the factor Stranger, the ANOVA results for within-subjects (pre-post), 

[F (1, 24) = 10.81, p < .01, η2 = .31], indicated that there was a statistically 

significant difference between the pre (M = 10.0, SD = 13.8) and posttest (M = 

17.4, SD = 17.3) results. This within-group variance accounted for 31% of total 

variance. There was no statistically significant difference between the control and 

treatment groups’ results and no significant interaction (pretest vs. posttest).  

For the factor Acquaintance, the ANOVA results for within-subjects 

(pre/post), [F (1, 24) = 7.22, p = .01, η2 = .23], indicated that there was a 

statistically significant difference between the pre (M = 22.4, SD = 21.5) and 
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posttest (M = 32.1, SD = 27.7) results. Within-group variance accounted for 23% 

of total variance. There was no statistically significant difference between the 

control and treatment groups’ results and no significant interaction (pretest vs. 

posttest).  

For the factor Friend, the ANOVA results for within-subjects (pre/post), [F 

(1, 24) = 11.81, p < .01, η2 = .33], indicated that there was a statistically 

significant difference between the pre (M = 21.4, SD = 22.7) and posttest (M = 

30.6, SD = 23.0) results. Within-group variance accounted for 33% of total 

variance. There was no statistically significant difference between the control and 

treatment groups’ results and no significant interaction (pretest vs. posttest). 

For the factor Group Discussion, the ANOVA results for within-subjects 

(pre/post), [F (1, 24) = 11.42, p < .01, η2 = .32], indicated that there was a 

statistically significant difference between the pre (M = 22.2, SD = 20.3) and 

posttest (M = 32.1, SD = 23.0) results. Within-group variance accounted for 32% 

of total variance. There was no statistically significant difference between the 

control and treatment groups’ results and no significant interaction (pretest vs. 

posttest). 

For the factor Meeting, the ANOVA results for within-subjects (pre/post), 

[F (1, 24) = 11.64, p = .01, η2 = .33], indicated that there was a statistically 

significant difference between the pre (M = 16.2, SD = 19.8) and posttest (M = 

27.6, SD = 24.4) results. Within-group variance accounted for 33% of total 
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variance. There was no statistically significant difference between the control and 

treatment groups’ results and no significant interaction (pretest vs. posttest). 

For the factor Interpersonal, the ANOVA results for within-subjects 

(pre/post)  [F (1, 24) = 6.96, p = .01, η2 = .23], indicated that there was a 

statistically significant difference between the pre (M = 17.1, SD = 22.7) results. 

Within-group variance accounted for 23% of total variance. There was no 

statistically significant difference between the control and treatment groups’ 

results and no significant interaction (pretest vs. posttest). 

For the factor Public Speaking, the ANOVA results for within-subjects 

(pre/post) [F (1, 24) = 4.86, p = .04, η2 = .17], indicated that there was a 

statistically significant difference between the pre (M = 16.1, SD = 17.0) results. 

Within-group variance accounted for 17% of total variance. There was no 

statistically significant difference between the control and treatment groups’ 

results and no significant interaction (pretest vs. posttest). 

An overall WTC score was calculated for each group by averaging the 

sub-scores for Stranger, Acquaintance and Friend. As shown in Table 8, the 

control group had a pretest WTC mean score of 18.68 and a posttest mean score 

of 28.01; the treatment group had a pretest WTC mean score of 17.00 and a 

posttest mean score of 25.10. The posttest scores of the control group 

demonstrated a 50% increase in WTC over the course of the study while the 

treatment group posttest scores demonstrated a 48% increase in WTC. 
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Table 8  
 
Between- and Within-Group Results: Overall Willingness to Communicate 

 
 
 

Split-plot ANOVA of overall WTC scores, displayed in Table 9, yielded the 

same results as did the individual variables that comprised it. Posttest scores 

were significantly greater than pretest scores [F(1,24) = 11.62, p < 0.01, η2 = 

.33], and there was no significant difference between groups and no significant 

interaction. Within-group variance accounted for 33% of total variance in overall 

WTC. 

  

 
Control (n=14) 

 
Treatment (n=12) 

      
Factor 

Pre-Test 
Mean 

Post-Test 
Mean 

 

Pre-Test 
Mean 

Post-Test 
Mean 

      WTC Score 18.68 28.01 
 

17.00 25.10 
      



 

 72 

Table 9  
 
Split-Plot ANOVA for Overall Willingness to Communicate Score 
 

Source df F η2 p 

     Pre/Post   1   11.62** .33 < .01 

     Interaction   1 0.06 — .81 

     Within-group error 24 (84.44) 
  

     Control/Treatment   1 0.09 — .77 

     Between-group error 24 (781.93) 
  Note. Values in parentheses represent mean square errors.  

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

    

Research Question 2 

Was there a statistically significant change in foreign language learners’ 

attitudes towards the target language and culture as a result of exposure to and 

interaction with target language Facebook posts, as measured by the difference 

pretest and posttest using Dörnyei and Clément’s Language Orientation 

Questionnaire?  

To assess the impact of French language Facebook posts on students’ 

attitudes towards the target language and the culture of its native speakers, the 

Language Orientation Questionnaire was administered to both treatment and 

control groups as a pretest and posttest. The Language Orientation 

Questionnaire utilizes questions that assess five factors related to the student's 
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attitude toward the target language and the culture of its native speakers. Group 

means for all five factors are shown in Table 10. 

 

Table 10  
 
Mean Language Orientation Scores by Factors 
 

 
 
Integrativeness measures the degree to which the foreign language 

learners desire to be like speakers of the target language. Instrumentality 

measures the degree to which the student appreciates the practical benefits of 

learning the language. Attitudes measures the degree to which foreign language 

learners have positive regard for speakers of the target language and the 

prospect of visiting their country. Cultural Interest measures the degree to which 

foreign language learners are motivated by interest in the culture and cultural 

products associated with the target language. Linguistic Self Confidence 

measures the degree to which foreign language learners are motivated by the 

expectation that they will be successful in learning the target language. Pretest 

 
Control (n=14) 

 
Treatment (n=12) 

      
Factor 

Pretest 
Mean 

Posttest 
Mean 

 

Pretest 
Mean 

Posttest 
Mean 

      Integrativeness 3.67 3.74 
 

3.81 4.16 
      Instrumentality 3.93 4.13 

 
4.46 4.69 

      Attitudes 3.95 4.14 
 

4.25 4.36 
      Cultural 
Interest 0.70 0.98 

 
1.37 1.69 

      Linguistic Self 
Confidence 3.86 3.67 

 
3.75 3.64 
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and posttest scores were recorded for the five factors for all students in both 

groups.  For each of the five factors assessed by the Language Orientation 

Questionnaire, a split-plot ANOVA was performed to determine if any statistical 

differences exist between groups (control vs. treatment), or between 

administration times (pretest vs. posttest), or in interaction between the two 

effects. Table 11 contains the results of the analysis for all factors.  

 

Table 11  
 
Within- and Between-Groups Contrasts and Effects for Language Orientation 
Questionnaire 
 

 
 
 
Under the hypothesis of exposure to French language Facebook posts 

fostering more positive attitudes towards the target language and the culture of 

its native speakers, a significant difference was expected for the interaction and 

perhaps for main effects as well. As with the WTC data, Language Orientation 

Questionnaire data were tested for deviation from normality prior to statistical 

treatment. 

  Within 
 

Between 
 

Interaction 
         Factor F df 

 
F df 

 
F df 

         Integrativeness   4.72* 1, 24 
 

1.14 1, 24 
 

2.12 1, 24 
         Instrumentality   6.17* 1, 24 

 
  8.84* 1, 24 

 
  .04 1, 24 

         Attitudes   4.87* 1, 24 
 

1.39 1, 24 
 

  .34 1, 24 
         Cultural Interest 3.20 1, 24 

 
  5.15* 1, 24 

 
  .01 1, 24 

         Linguistic Self 
Confidence 1.44 1, 24 

 
  .18 1, 24 

 
  .10 1, 24 

Note. *p < .05. **p < .01. 
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For the factor Integrativeness, the ANOVA results for within-subjects 

(pre/post), [F (1, 24) = 4.72, p = .04, η2 = .16], indicated that there was a 

statistically significant difference between the pre (M = 3.73, SD = .72) and post 

test (M = 3.94, SD = .73) results. Within-group variance accounted for 16% of 

total variance. There was no significant difference between groups and no 

significant interaction (pretest vs. posttest).  

For the factor Instrumentality, the ANOVA results for within-subjects (pre-

post), [F (1, 24) = 6.17, p = .02, η2 = .21], indicated that there was a statistically 

significant difference between the pre (M = 4.17, SD = .57) and post test (M = 

4.38, SD = .58) results. Within-group variance accounted for 21% of total 

variance. The ANOVA results for between-subjects (Control/Treatment), [F (1, 

24) = 8.84, p = .01, η2 = .27], indicated that there was a statistically significant 

difference between the control and treatment results. Between-group variance 

accounted for 27% of the total variance. More specifically, although both the 

control and treatment groups showed similar increases from pretest to posttest, 

the means of the control group for pretest (M = 3.93) and posttest (M = 4.13) 

were significantly lower than the respective means for the treatment group 

pretest (M = 4.46) and posttest (M = 4.69). Overall, the treatment group indicated 

higher levels of instrumentality than did the control group. There was no 

significant interaction (pretest vs. posttest). 

For the factor Attitudes, posttest scores were significantly greater than 

pretest scores [F (1, 24) = 4.87, p = .04]. Within-group variance accounted for 
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17% of total variance. There was no significant difference between groups and 

no significant interaction (pretest vs. posttest). 

For the factor Cultural Interest, the ANOVA results for within-subjects 

(pre/post) indicated no significant difference. The ANOVA results for between-

subjects (Control/Treatment), [F (1, 24) = 5.15, p = .03, η2 = .18], indicated that 

there was a statistically significant difference between the control and treatment 

results. Between-group variance accounted for 18% of total variance. More 

specifically, although both the control and treatment groups showed similar 

increases from pretest to posttest, the means of the control group for pretest (M = 

0.07) and posttest (M = 0.98) were significantly lower than the respective means 

of the treatment group for pretest (M = 1.37) and posttest (M = 1.69). Although 

both groups displayed low cultural interest, the treatment group indicated higher 

levels of cultural interest than did the control group. There was no significant 

interaction.    

For the factor Linguistic Self Confidence, the ANOVA results for within-

subjects (pre-post) and between groups (Control/Treatment) did not significantly 

differ. There was no significant interaction (pretest vs. posttest). 
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Statistical Analysis:  Student Interaction 

Research Question 3 

To what degree do foreign language learners interact with native language 

Facebook posts through sharing, liking, reading, viewing, translating and 

commenting? 

 During the course of this study, participants received a total of 101 French 

language posts, with posts that showcased photos shared most often (n = 58), 

posts that featured links to other posts shared less often (n = 30) and posts that 

included videos shared least often (n = 13) by the study’s dedicated Facebook 

page, Wyatt Research Study Group. These results are presented in Table 12.  

 

Table 12  
 
Facebook French Language Posts by Week and Type 
 

    Week Link (n =30) Photo (n = 58) Video (n =13) 
    Week 1 8 14 5 
    Week 2 9 13 4 
    Week 3 8 17 2 
    Week 4 5 14 2 
 

Participant Interaction with Facebook Posts – “Likes”  

Data were analyzed using descriptive statistics to determine the degree of 

Facebook interaction related to the French language Facebook posts. These 

data were collected from Facebook Insights, an activity-tracking function that 
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allows the administrator of a Facebook page to track the activity of users who 

have “Liked” individual posts. For the purpose of analysis, French language posts 

used in this study have been categorized by type and grouped by week in which 

they occurred in the study (weeks 1 – 4).   

Participants interacting with French language posts that featured links (n = 

30) generated a total of four Facebook “Likes.” Three of the four “Likes” occurred 

in the first week, with the remaining “Like” in the third week. The ratio of “Likes” 

per post was 0.38 for the first week and 0.13 for the third week. No posts 

featuring links were “Liked” during the second or fourth weeks. 

 Participants interacting with French language posts that featured photos (n 

= 58) generated a total of five “Likes.” Four of the five “Likes” occurred in the third 

week , and the remaining “Like” entered during the first week. The ratio of “Likes” 

per post was 0.07 for the first week and 0.24 for the third week. No posts 

featuring photos were “Liked” during the second or fourth weeks. Participants 

interacting with French language posts that featured videos (n = 13) generated a 

total of one “Like” during the fourth week. The ratio of “Likes” per post was 0.50 

for that week. 

Participant Interaction with Facebook Posts – Comments 

Data also were collected from Facebook Insights to track the activity of 

users who have added comments to individual posts associated with a particular 

page. For the purpose of analysis, French language posts used in this study 
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have been categorized by type (Link and Video) and grouped by week.  The type 

of Facebook post featuring photos did not receive any comments.  

Participants interacting with French language posts that featured links (n = 

30) generated a total of one comment, which occurred in week one. The ratio of 

comments per link post was 0.17 for that week. Participants interacting with 

French language posts that featured videos (n = 13) generated a total of one 

comment, also in the first week. The ratio of comments per video post for the first 

week was 0.20. Participants did not add any comments to French language posts 

featuring photos. 

A female student posted both of the comments associated with this study; 

she posted both comments during the first week. On February 26, 2013, the 

student commented on a French language post featuring a link, writing “I have 

not seen the film yet, but maybe I will.” On the same day, this student 

commented on a French language post featuring a video, writing in French “Tres 

bien tres bien! Elle est géniale.” 

Participant Interactions with Facebook Posts – Sharing 

 As tracked by Facebook Insights, there was no participant interaction with 

native French language Facebook posts in terms of sharing. No participants 

shared with their Facebook friends any post associated with this study. 
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Participant Interaction with Facebook Posts – Polls 

In order to obtain information that cannot be assessed with Facebook 

Insights, data were obtained from weekly Facebook polls that were posted by the 

researcher and completed by participants on a voluntary basis. These data 

concerned Facebook activity that could only be captured by surveying 

participants. Polls were posted in the same Facebook feed that contained the 

native French language Facebook posts. Polls were posted immediately after 

selected French language posts and asked whether the participant had read, 

viewed, translated, both read and viewed, or had read, viewed, and translated 

the accompanying French language post. Facebook polls were conducted on 

four consecutive Fridays, with three polls posted along with three related French 

language posts for a total of 12 polls. Facebook posts featuring links constituted 

four of the French language posts, posts featuring photos constituted seven, and 

posts featuring videos constituted one. Viewing posts emerged as the primary 

type of interaction, with a total of 27 responses. Reading emerged as the second 

most prevalent activity, with participants selecting this poll response 14 times. 

Both reading and viewing the posts occupied the third most popular category, 

with a total of 11 responses, and translating earning a total of nine responses. 

Participants selected “All” only four times, indicating that reading, viewing and 

translating articles was a rare combination of events Facebook poll responses by 

post type are displayed in Table 13. 

 



 

 81 

Table 13  
 
Facebook Poll Responses by Post Type 
 

 
      

Type Link (n = 4) Photo (n = 7) Video (n = 1) 
    Read 9 3 2 
    Viewed 12 15 1 
    Translated 3 6 − 
    Read & 
Viewed 2 7 2 
    All − 3 1 
 
 

Facebook Insights - Reach 

 Facebook Insights generates reports on activity related to a particular 

Facebook page; the data consists of visible activity such as “Liking,” “Sharing,” 

and “Commenting” as well as invisible activity consisting of viewing a page within 

a particular timeframe (in this case, daily). The total number of people who view a 

post within a particular timeframe is defined as the “Reach” of a post; a post is 

considered having “reached” a user when it appears in the News Feed of that 

user on any device (mobile or desktop) and the user views that News Feed within 

28 days of posting (Facebook, 2013a).  

As previously stated, in order to trigger the Insights feature, a Facebook 

page must have a minimum of 30 people “Like” that page. With a treatment 

group consisting of only 12 participants, the additional Facebook users who 

“Liked” the page associated with the study came from the Facebook community 

as a whole. These users likely consisted of Facebook members interested in 
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learning French. The data associated with the “Reach” score is therefore not 

statistically relevant to the research questions associated with this study. The 

minimum number of “Likes” was reached for the Facebook page associated with 

this study and the Insights function was triggered; the total number of “Likes” for 

the page was 31. The degree of “Reach” associated with this study was highest 

in week 1 (M = 17), declining in week 2 (M = 15), week 3 (M = 14) and week 4 (M 

= 14). The degree of “Reach,” then, was roughly 50%. Due to limitations in the 

Insights function, including the inability to identify all of the users who have like 

the study Facebook page (known as “Fans”) and individual users associated with 

the “Reach” function, the degree of “Reach” associated with study participants in 

not possible to determine. 
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CHAPTER 5  
DISCUSSION AND CONCLUSION 

Introduction 

 This chapter includes a brief overview of the study followed by a summary 

and discussion of the findings for each of the three research questions that 

guided the research. Theoretical and practical implications of the research are 

presented, followed by limitations, conclusions and recommendations for future 

research. 

Brief Overview of Study 

This study was designed to investigate the impact of native language 

Facebook posts on beginning-level foreign language learners’ willingness to 

communicate (WTC) in the second language (L2) as well as their attitudes 

towards the target language (French). Data were collected from volunteers 

recruited from two sections of a beginning French course (FRE1120) at the 

University of Central Florida in Orlando, Florida in the spring of 2013. In addition, 

this study was designed to evaluate the degree to which foreign language 

learners interacted with the French language Facebook posts. Two online 

surveys, along with demographic questions, were conducted in a pretest/posttest 

design. Data were captured from the completed surveys as well as from 

Facebook Insights. An additional amount of qualitative data was recorded by the 

researcher by directly monitoring Facebook Comments. The data were then 
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analyzed using descriptive statistics, inferential statistics and a limited amount of 

qualitative data. 

This study examined two particular components of learner motivation 

related to L2 learning: WTC and attitudes towards the language and culture. Both 

of these components have been linked to more successful student outcomes in 

terms of motivation and persistence (Aubry, 2009; Baker & MacIntyre, 2000; 

Clément et al., 1994; Clément et al., 2003; Dörnyei, 2001; Kaliban et al., 2010; 

Kelley, 2010; MacIntyre et al., 1998; MacIntyre et al., 2003). Instructors of 

college-level foreign language courses who seek to improve the willingness to 

communicate and foster positive linguistic and cultural attitudes face a difficult 

challenge: students typically lack opportunities to interact with native speakers of 

the target language or exposure to target language media unless there is a large 

population of native speakers living locally.   

These challenges can be overcome through participation in study abroad 

opportunities. Benefits of studying abroad and immersion in the target language 

include increased motivation and positive regard for the target language and 

culture.  Willingness to communicate in the target language has been shown to 

increase in association with increased interactions with native L2 speakers along 

with exposure to L2 media and culture (Clément et al., 2003; Dörnyei & Csizér, 

2005). Positive attitudes towards the target language and culture, as identified by 

Gardner and Lambert (1985), also increases motivation in L2 learners and has 
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been correlated with meaningful L2 interactions and culture exposure (Beauvois, 

1998; Chun, 1994; Kelm, 1992; Kissau et al., 2010). 

Despite these benefits, for many L2 learners, traveling abroad for short-

term or long-term study is an impractical option due to costs as well as 

scheduling conflicts with jobs or other responsibilities (Heitmann, 2007/8).  An 

affordable alternative to study abroad might be found in digital immersive 

environments.  Virtual learning environments and digital immersive environments 

can provide stimulating educational experiences that support learner motivation 

and self-confidence (Allison, 2008; Atkinson, 2009; Driscoll, 2005; O’Brien, Levy, 

& Orich, 2009; Silva et al., 2010; Sykes, Oskoz, & Thorne 2008). Digital 

immersion through social networking sites (SNSs) has been identified as a Web 

2.0 technology that meets two of the core criteria for sensory-rich virtual learning 

environments (VLEs), including “attention and quality of focus” (Nino, 2010, para. 

1) and interactivity.  Using Facebook, the world’s most popular SNS, meets these 

criteria and adds the affordances of ubiquity, a modest learning curve, and the 

dynamism that springs from fan pages, connections with friends, status updates, 

videos and photos, as well as various applications that can be added (Nino, 

2012). This study was designed to investigate the impact of L2 Facebook posts 

on the willingness to communicate and attitudes towards the target language of 

L2 learners who lack local opportunities to immerse themselves in the target 

language through study abroad.   
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Native French language Facebook posts selected by the researcher were 

added to French language learners’ personal Facebook news feeds, thus 

creating a digital immersive L2 environment designed to enhance learner 

willingness to communicate and encourage positive cultural attitudes.  The 

researcher also measured the activity of L2 learners who received L2 Facebook 

news feed posts, including data extracted from Facebook Insights as well as self-

reported activity.  Both before (pretest) and after (posttest) four weeks of French 

language instruction, 26 students from two sections of a beginning French 

language course (FRE 1120 at the University of Central Florida) completed 

surveys measuring the WTC Scale and Language Orientation Questionnaire 

(LOQ), including 12 treatment group members who received the French-

language posts in their Facebook news feeds and 14 others who served as a 

control group.  

Research Question 1: Discussion 

Was there a statistically significant change in foreign language learners’ 

willingness to communicate in the target language as a result of exposure to and 

interaction with native language Facebook posts as measured by the pre-test 

and post-test using McCroskey’s Willingness to Communicate Scale? 

All measured factors of the Willingness to Communicate Scale yielded the 

same results statistically. No statistically significant outcomes were found for 

differences between groups as well as interactions between administration time 
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of the survey (pretest vs. posttest) and group membership.  However, all factors 

showed that posttest scores were significantly greater than pretest scores. These 

results suggest that four weeks of foreign-language instruction in a classroom 

setting can increase students' willingness to communicate in the target language, 

with or without the immersive environments.  The lack of any significant 

interactions means that French-language articles inserted into Facebook news 

feeds were not found to increase willingness to communicate among students 

beyond the improvement seen due to classroom instruction.  

Research Question 2: Discussion 

Was there a statistically significant change in foreign language learners’ 

attitudes towards the target language and culture as a result of exposure to and 

interaction with native language Facebook posts as measured by the difference 

pre-test and post-test using Dörnyei Clément’s Language Orientation 

Questionnaire?  

As with WTC, all factors associated with the Language Orientation 

Questionnaire showed no significant interaction between administration time 

(pretest vs. posttest) and group membership. Once again, receipt of French-

language Facebook posts was not found to have any effect on students' cultural 

and linguistic attitudes.   

Results for main effects were more varied.  Statistically significant 

differences between group means were found for two factors: Instrumentality and 
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Cultural Interest. In each case, treatment group means were greater than control 

means both before and after the trial period.  Three possible explanations cannot 

be excluded at this time: (a) treatment group students may have been motivated 

by their more active participation in the study, (b) these results may have resulted 

from the potentially nonrandom nature of sampling (volunteerism), or (c) they 

may be attributed to chance deviation from equivalent populations (results were 

minimally significant, .01 < p < .05). The second of these possibilities is 

supported by a difference in gender composition between treatment and control 

groups. The control group was made up of nine females and four males (with one 

student unreported), whereas the treatment group consisted of 11 females and 

only one male. 

With regard to within group differences (pretest vs. posttest), there was a 

significant difference in scores for the factors Integrativeness, Instrumentality, 

and Attitudes, with posttest scores uniformly greater than pretest scores. These 

results, combined with the lack of significant interactions, suggest that four weeks 

of classroom instruction can improve (a) the desire of students to be more like 

target language speakers, (b) their perceptions of the advantages of L2 

acquisition, and (c) their general attitudes towards target language speakers and 

their native country, either with or without ancillary Facebook news feed posts.  

However, no significant improvement was seen in Cultural Interest and Linguistic 

Self-Confidence; hence, instruction was not found to affect students' interest in 
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the products of the culture of the target language or their degree of motivation 

derived from expectation of mastery of the language. 

 

Research Question 3: Discussion 

To what degree do foreign language learners interact with native language 

Facebook posts through sharing, liking, reading, viewing, translating and 

commenting? 

 Overall, the level of student interaction via Facebook captured by 

Facebook Insights was very low.  Only 10 of the 101 articles posted received 

“Likes” from any of the twelve students in the treatment group.  Only two articles 

were commented upon. No articles were shared.  

 For interactions that were self-reported by students via surveys, 

frequencies of interaction were somewhat greater. Students reported that they 

either viewed, read, or translated nearly half of the posts, on average.  It cannot 

be determined if the discrepancy between the frequencies of interaction between 

self-reported and electronically captured results arose from the differing nature of 

the interactions or from inflated self-reports of accomplishment. 

Theoretical and Practical Implications of the Study 

 Virtual learning environments as well as digital immersive environments 

can provide stimulating educational experiences that support learner motivation 
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and self-confidence (Allison, 2008; Atkinson, 2009; Driscoll, 2005; O’Brien et al., 

2009; Silva et al., 2010; Sykes et al., 2008). This study consisted of merging 

instructor-selected native French language Facebook posts with French 

language learners’ personal Facebook News Feeds, thus creating a digital 

immersive L2 environment to enhance learner WTC and encourage positive 

cultural attitudes. Both WTC and positive attitudes toward the target language 

and culture have been linked to more successful student outcomes in terms of 

motivation and persistence (Aubry, 2009; Baker & MacIntyre, 2000; Clément et 

al., 2003; Dörnyei, 2001; Clément et al., 1994; Kaliban et al., 2010; Kelley, 2010; 

MacIntyre et al., 1998; MacIntyre et al., 2003).  

 In this study, two particular components of learner motivation related to L2 

learning were investigated: WTC and attitudes toward the language and culture. 

Immersion, through exposure to the target language and culture outside of the 

traditional classroom environment, in the context of an SNS, did not significantly 

change learners’ WTC in the target language. Learners’ attitudes toward the 

target language and culture did increase slightly for two variables, Instrumentality 

and Cultural Interest; but the researcher was unable to distinguish the influences 

that were driving this difference.  

Social constructivist theory makes a strong connection between learning, 

the generating of meaning, and interaction with others (Vygotsky, 1978). One of 

the theoretical perspectives selected for this study, social constructivist theory, 

supports the use of SNSs for learning because of the characteristics of these 
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sites: collaborative, reliant on users to generate and share content, authentic, 

and capable of solving problems. The low level of interaction may reflect the low 

level of French language mastery associated with beginning French learners. 

Clément’s theory is related to social constructivist theory in its emphasis on the 

quality and quantity of contacts with the target language, via native speakers or 

media, as a driver of identification with the target language (Clément et al., 1994; 

Clément & Kruidenier, 1985;). The French language Facebook posts met the 

criteria of native-language media. Ultimately, however, the limited amount of 

detail and wide variety of subject matter may have failed to engage the 

participants. 

 Although the results of this study were not statistically significant, the 

research was valuable in applying a methodology, in this case digital immersion, 

to SNSs in the context of L2 motivation. Although much of the research on digital 

immersion centers on virtual learning environments that offer 3-D visual 

experiences, SNSs have received attention for their immersive qualities (Armory, 

2010; Nino, 2010). This study contributes to the literature by having applied a 

mixed-method, quasi-experimental design to answer a question of how native 

language Facebook posts impact learner motivation as well as how L2 learners 

interact with those posts.  
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Limitations of the Study 

 The design and results of this study were impacted in several ways.  First, 

sample sizes were small, with 14 students in the control group and 12 in the 

treatment group. Each class met three times a week, and class time was quite 

limited.  Thus, the chance of meeting all potential participants was also limited. 

Second, students enrolled in two beginning French courses at the University of 

Central Florida were selected as a convenience sample, negatively impacting 

broader implications for these results.  Results of this study may not apply to 

students studying French at other colleges or universities or those who are 

studying other languages.  Third, participants received an incentive of 10 extra 

credit points.  External motivation to participate in the study may have skewed 

the findings by including participants who may not have been interested in 

actually performing the tasks associated with the study.  Fourth, the Facebook 

treatment design involved establishing a Facebook page for participants to “Like,” 

thus avoiding the necessity of participants “Friending” the researcher. The 

limitation of this design was that the page was available to be “Liked” by anyone 

who had a Facebook account at that time.  The possibility of non-students 

“Liking” the page precluded the use of the Facebook Insights tools, Reach and 

Engagement. In addition, administrators of Facebook pages who have been 

“Liked” by account holders did not have access to the Facebook pages of those 

account holders, limiting tracking and accountability.  
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 A final limitation of the study involved the previously noted elimination of 

the two sections of FRE 1121, Elementary French II, as a result of one section 

being cancelled at shortly before the spring 2013 semester. As two sections of 

this course were necessary for comparison purposes, the design of the study 

was simplified to include two sections of FRE 1120 only. The inclusion of two 

sections of Elementary French II would have provided a powerful point of 

comparison between treatment groups and became a limitation of the study. The 

elimination of the two more advanced sections beginning French also narrowed 

the theoretical lens of social constructivism; slightly more advanced learners 

would have had more opportunities to collaborate. 

Conclusions 

  There was no significant relationship between exposure to, and interaction 

with, native language Facebook posts on participants’ WTC.  This was consistent 

across all seven factors associated with the WTC Scale as well as with the total 

WTC score.   

There was no significant relationship between exposure to, and interaction 

with, native language Facebook posts on participants’ linguistic and cultural 

attitudes. Two factors (Instrumentality and Cultural Interest) were significantly 

different between groups, but yielded no significant interaction, indicating 

possible differences in group characteristics rather than the influence of the 

posts.  
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Participant interaction with native language Facebook posts was sparse. 

Reading and viewing native language Facebook posts emerged as the most 

common interaction, and commenting and sharing emerged as the least 

common.   

The use of SNSs to create immersive digital environments for foreign 

language learners remains in its infancy. The need to develop options for foreign 

language learners to immerse themselves in the target language of study 

continues to present language instructors and researchers with an ongoing 

challenge. Digital environments beyond total traditional electronic immersion 

presents some of the most promising options available at the time of the present 

study.  

Recommendations for Further Research 

 Based upon related research and findings in this study, the following 

recommendations are suggested for further research: 

1. The initial decision to deliver the native French language Facebook 

posts to participants’ Facebook News Feeds via a Facebook page 

undermined the tracking capability of Facebook’s Insights function. 

Future studies might utilize Facebook’s function to create groups 

from which posts may be delivered to participants’ News Feeds. The 

benefits to this approach include tracking all activity and limited 

interferences from individuals not part of the study. 
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2. This native French language Facebook treatment was conducted 

over a period of four weeks. An area for future research includes 

extending the period of the study, perhaps even extending it over the 

course of one to two semesters and gathering data throughout the 

experience. 

3. The research design used for this study was mixed method and 

quasi-experimental; the qualitative element was not strong. An area 

for future research may include incorporating qualitative design 

elements, including face-to-face interviews or focus groups, to gain a 

better understanding of participants’ reactions to the native French 

language Facebook posts. If face-to-face interviews are not feasible, 

live streaming video or conference calling might serve as possible 

effective alternatives. 

4. Participants in this study were drawn from two sections of a 

beginning French course. Soliciting participants from a more 

advanced level of French language learners may generate more 

significant results, as participants would have a higher level of 

language mastery. Native language Facebook posts would be more 

accessible. 

5. The sample size of this study was small, with only 26 participants 

completing the study. It would be beneficial to run this study with a 
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much larger population as it is challenging to find significant results 

within such a small group.  

6. The nature of Facebook’s Insights function is continually changing, 

meaning that new features and capabilities can be made available to 

researchers. There is still a need for a study that investigates social 

media as a source of free interaction for language learning. 

7. The number of Facebook posts pushed, per day, to participants’ 

Facebook News Feeds was six. A future study might increase the 

number of Facebook posts per day for the purpose of enhancing 

exposure to, and interaction with, the Facebook treatment. 

8. Although this study was designed to examine motivation for language 

learning outside of a particular French course or curriculum, a 

potential area of future research involves integrating the Facebook 

treatment into the course content. This integration will likely provide a 

stronger incentive for participants to engage with the French 

language posts in their News Feeds. Also, the constructivist 

approach was applied as part of the theoretical framework in this 

study; a future study, while incorporating the Facebook treatment into 

the course requirements would also provide an opportunity to ask 

learners to solve a problem or complete an assignment in small 

groups. In addition, a rich area of future research might be found in 

applying the Facebook treatment to French classes in other 
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modalities; French language students taking the course online or in 

blended format may respond differently than a traditional, face-to-

face group. 

9. Although Facebook is currently the most widely used social network 

site (SNS) in the world, other SNSs may also provide powerful, 

sustained immersive experiences for foreign language learners; 

currently those sites include Twitter, YouTube, and Instagram. The 

ephemeral nature of SNS’s popularity is an indicator of the tension 

between acceptance of an SNS (such as Facebook) leads to 

rejection by young and college-age users who want to use the “latest 

and newest” that is not co-opted by parents, employers and school 

administrators. 

10. Related to social network sites for language learning is the question 

of purpose-built sites for language learning purposes, such as 

Babbel.com. What role might theses sights have in supporting 

language learners and exposing learners to authentic language? 

11. Institutions of higher learning continue to grapple with the impacts on 

learning, safety, and privacy, as well as other issues, related to 

SNSs. Another area of research related to this study involves 

investigating the practice or policy recommendations related to use of 

SNSs in the classroom and across the institution as a whole. Cultural 
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lag continues to challenge scholars of higher education policy studies 

as well as administrators. 
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APPENDIX A    
SAMPLE FACEBOOK PROFILE 
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Figure 2. Sample Facebook Profile 
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APPENDIX B    
SAMPLE FACEBOOK NEWS FEED 
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Figure 3. Sample Facebook News Feed 
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APPENDIX C    
DESCRIPTION OF FRE1120  

ELEMENTARY FRENCH LANGUAGE AND CIVILIZATION I 
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FRE 1120   CAH-LANG  4(3,1) 

Elementary French Language and Civilization I: 

Introduces the student to French culture through the major language skills: 

Listening, speaking, reading and writing. Open only to students with no 

experience in the language. Fall, Spring. 
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APPENDIX D    
CONSENT AND FORMS 
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APPENDIX E    
WILLINGNESS TO COMMUNICATE SCALE 
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Scoring: The WTC permits computation of one total score and seven sub-scores.  

The sub-scores relate to willingness to communicate in each of four common 

communication contexts and with three types of audiences. To compute your 

scores, merely add your scores for each item and divide by the number indicated 

below. 

Sub-score Desired  Scoring Formula 

Group discussion  Add scores for items 8, 15, and 19; then divide by 3 

Meetings   Add scores for items 6, 11, and 17; then divide by 3 

Interpersonal   Add scores for items 4, 9, and 12; then divide by 3 

Conversations 

Public speaking  Add scores for items 3, 14, and 20; then divide by 3 

Stranger   Add scores for items 3, 8, 12, and 17; then divide by 4 

Acquaintance  Add scores for items 4, 11, 15, and 20; then 

divide by 4 

Friend    Add scores for items 6, 9, 14, and 19; then divide by 4 

To compute the total WTC scores, add the sub-scores for stranger, 

acquaintance, and friend. Then divide by 3. 
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APPENDIX F    
LANGUAGE ORIENTATION QUESTIONNAIRE (REVISED) 
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APPENDIX G    
DEMOGRAPHIC AND FACEBOOK QUESTIONS 
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APPENDIX H    
INSTITUTIONAL REVIEW BOARD APPROVAL 
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APPENDIX I    
FRENCH LANGUAGE FACEBOOK MEDIA SOURCES 
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1. 20 Minutes 

 

Figure 4. French Media Source - 20 Minutes 

 

2. TV 5 Monde 

 

Figure 5. French Media Source - TV 5 Monde 
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3. Paris 

  

Figure 6. French Media Source - Paris 

 

4. Musée du Louvre 

 

Figure 7. French Media Source - Musee du Louvre 
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5. Paris Match 

 

Figure 8. French Media Source - Paris Match 

 

6. Slate France  

 

Figure 9. French Media Source - Slate France 
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7. France 24 

 

Figure 10. French Media Source - France 24 

 

8. France Culture 

 

Figure 11. French Media Source - France Culture 
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9. Lu, Vu & Entendu 

 

Figure 12. French Media - Lu, Vu & Entendu 

 

10. France 3 

 

Figure 13. French Media Source - France 3 
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APPENDIX J    
TYPES OF FACEBOOK POSTS USED IN STUDY 
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Figure 14. Facebook Post Type – Link 
 
 
 

 

 
Figure 15. Facebook Post Type - Photo 
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Figure 16. Facebook Post Type - Video 
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APPENDIX K    
FRENCH LANGUAGE FACEBOOK POSTS USED IN STUDY 
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APPENDIX L    
SAMPLE FACEBOOK STUDY POLL 
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Figure 17. Facebook Study Poll 
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APPENDIX M    
FACEBOOK PAGES 
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(Facebook, 2012b, Pages section, para. 1 - 5) 
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APPENDIX N    
FACEBOOK AND PUBLIC INFORMATION 
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(Facebook, 2012a, Public Information section, para. 1 – 10) 
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