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Introduction
With the current needs in the labour market and the role of universities and colleges concerning young people, mainly regarding enlarging the labour market and preparing them for rising requirements, increasing the language offer becomes a key element in that education. Without a proof of those competences young people have less chances to obtain a job, much less a lucrative one. The best way to prove such competence is to set them in an academic educational system. The role of universities and colleges in that area cannot be overestimated.

Facts and numbers, not only those concerning Poland, but the whole European Union, seem only to confirm the importance of the language offer. According to Eurobarometer Survey of 2006, 56% of EU citizens were able to hold a conversation in at least one foreign language, with as many as 28% mastering at least two languages. The remaining 44% claimed knowing only their native tongue. In comparison, a similar survey of 2012 found that 54% of EU citizens were able to hold a conversation in at least one foreign language, 25% in at least two languages, and 46% only in their native tongue. The same numbers in Poland have suffered an even stronger decrease: from 57 (2006) to 50% (2012) in the number of people speaking at least one foreign language, and from 32 to 22%, respectively, in the number of people speaking two foreign languages. That in itself indicates that foreign language policy needs debate, action and new solutions.

EU objectives and benchmarks concerning language competence have been specified for the near future. By the year 2020, at least half of 15-year-olds in the EU should reach B1 level according to CEFR in their first foreign language, at least 75% of secondary school pupils should be learning at least two foreign languages, and at least 20% of university graduates should have had some of their studies or training conducted abroad, for a period of three months or worth 15 ECTS credits, at least. While the current number of secondary school pupils learning two foreign languages is optimistic: 61% for the EU, 65% for Poland, the other two benchmarks are more difficult to attain. Only 25% of 15-year-olds in Poland have reached B1 level in a foreign language, and student mobility is low, with as little as 2% of students partaking in Erasmus exchanges in 2008/2009 (Staff Working Document... 2012, Council Conclusions... 2011). In the latter area, there is no financial comparison between Poland and most other EU countries. For Polish students and their parents such trips are often an impossible venture, the more so that even the finances within the Erasmus programme less and less frequently suffice to cover full costs of the trip. Yet what is most important, even after overcoming the above mentioned difficulties, the last hurdle may turn out to be lack of linguistic competence.

Lower competence levels in foreign languages result from a group of factors, some related to the school system, some to the social background (cf. Szpotowicz and Gajewska-Dyszkiewicz 2012). Current requirements in Poland concerning foreign language skills at first and second level studies have been set in the Regulation of the Ministry of Science and Higher Education of 02.11.2011. First-cycle, i.e. undergraduate students are required to take a course in one foreign language and complete it at B2 level. That rule does not apply in the same way only to philology studies, where such requirements concern courses in a second foreign language, the first being the substance of studies. At graduate studies, the level is expected to rise to B2+, yet no classroom instruction is required. Against little or no foreign language instruction during studies, students may use the opportunities of various exchanges and programmes such as Erasmus, yet as has been indicated, it is not enough. Another option to practice is the content and language integrated training (CLIL), learning content through the target language, thus teaching both the subject and the language. In fact, more and more frequently teachers present new substantive materials in foreign languages, which additionally increases the need and undoubtedly the motivation of students to learn those languages even more intensively. Yet those actions are often not enough in the face of frequently inconsistent and mutually unconnected foreign language instruction at primary and secondary schools, and less chance of practicing on one’s own than it is possible abroad. 
From the point of view of social background, beside the relatively recent boom of foreign-language media, mostly English, much has been lacking in the area of educational and multilingual background for long decades. It must be remembered that beside impoverishing the country’s human resources, in particular among intelligentsia, the end of the war found Poland in a system of countries closed to outside influences with regard to politics and culture, greatly limiting the choice of foreign languages available. In that time, Western countries extensively drew on the possibilities of international contacts in various spheres. Only the last decade or two have really opened the same possibilities to Polish people, while the educational system still suffers from numerous, sometimes opposing reforms and constant financial shortage. As has been indicated, according to the Ministry’s Regulation Polish universities mostly do not follow EU policy of “mother tongue + 2”, with only one foreign language taught
, and that in a limited number of hours. Foreign language courses at undergraduate studies encompass a usual of 120 to 180 hours, at B1 level with relatively few cases of A2 or B2 groups. Only some universities offer a course in a second foreign language (Szczuka-Dorna 2011).

And yet, the role played by higher education institutions in united Europe has been stressed over and over again. To quote just one source, in the Berlin Declaration presented at the Berlin European Year of Languages Conference in 2001, the conference’s Scientific Committee stated that 

Multilingual competence, high levels of communicative competence in a number of languages, and language learning ability are becoming essential aspects of a European graduate’s employability, citizenship and personal development. Universities must provide students, regardless of their field of specialisation, with opportunities for improving their knowledge in languages, for learning new languages, and for becoming more independent in their language learning. To this end, universities should 

• offer all students in undergraduate education the opportunity to take a number of credits in languages; 

• create environments for independent language learning, exploiting the opportunities offered by information and communication technology and e-learning; 

• encourage co-operative language learning involving speakers of different languages; 

• offer as many languages as possible – including less widely used and/or less taught languages; 

• offer degree programmes or portions of programmes in other languages. (2001:1)

That same document urges universities to develop their own specific and coherent language policies, which would reflect the European dimension, as well as the needs of non-academic environments, and institutional priorities and strengths.

It ought to be stressed that with so little language instruction as above mentioned, many universities in Poland will have to implement a distance learning offer to realise at least some of such challenging tasks, if they wish to remain competitive in the educational market in Poland, which is posing ever more challenges and difficulties to break through. In the author’s opinion, one of the best ways to correctly realise the ambitious objectives is the offer of learning foreign language at a distance, mainly in the blended learning model, as currently required by Polish law. The Ordinance of the Minister of Science and Higher Education of 9th May 2008
 states that distance learning methods and techniques cannot take up more than 60% of the total number of classes as defined for the particular fields and cycles of study, except for practical classes and laboratories. A commentary to the ordinance (Dziewulak 2013) further limits the number to 50%. Thus, Polish law does not allow to recognise courses conducted fully online as valid higher education studies, and so blended learning is the most obvious model to choose to implement the necessary changes in education. It is a good model in itself, as indicated by numerous researchers (cf. Wallace 1996; Guernsey 1998; Bersin 2004; Gülbahar and Alper 2011; Deka and McMurry 2013).

In Poland such an offer is only now being developed and undergoes constant modifications due to various conceptions as to its application and form. Therefore, the first chapter of this paper starts with the attempt to define the terms of e-learning and distance learning, and then follows to present the historic background for the development of the ideas, as well as its diversity in geographical terms. A separate chapter concerns various theories of language acquisitions, including those concerning learning styles and strategies. Against that background, the author present a description of a model of an e-learning programme as implemented at the author’s home university, considering not only the functionalities of the programme itself, but also the specific multinational environment with a broad spectrum of electronic tools implemented and used on a daily basis. Another chapter presents the outcomes of research conducted by the author concerning students’ work with the above mentioned programme. 

The core of the first chapter is a description of issues concerning e-learning. Starting with the history of distance learning, it shows the development of e-courses over time and in various parts of the world. E-learning development in Poland and Ukraine were of particular concern, as students included in the research were of both Polish and Ukrainian origin. Much place was also dedicated to the issue of digital generation, and a comparison between e-learning and traditional face-to-face teaching was performed, considering various aspects, such as collaboration, networking or cheating.

In the paper’s second chapter, the author presents the theories of learning which have emerged in the 20th and 21st centuries. Further considered are definitions and classifications of learning styles and strategies, as well as their application in language instruction. The second part of the chapter presents a brief overview of e-learning forms: textbooks and Webquests, considering the advantages and limitations of use of either form.

The third chapter attempts to present a specific model of an e-learning programme for courses of English based on the example of the University of Information Technology and Management in Rzeszów (UITM). The university focuses to a great extent not only on the quality of courses, but also on the use of modern technology and on creating a multinational academic community, therefore it follows quite naturally that the research group included not only Polish students, but also a large number of Ukrainian ones, as Ukrainian forms one of the biggest ethnic groups at the university.

The chapter presents a programme already implemented and running, created based on learning outcomes. The author of the paper is co-author of the e-learning programme. The programme is placed in the Blackboard platform and is an obligatory, integral part of the regular English language courses at the author’s home University. Further in the paper, the functionalities of the system are presented. What is worth mentioning, the programme is meant not just as a form of administering a course and controlling students’ work learning the language, but mainly as an opportunity for students to have additional practice with exercises and tasks tailored and designed with them in mind. Presented is a detailed description of the programme, with its functions and mechanisms, those available to the students and to the teachers. What is undoubtedly innovative of the presented solutions is their full electronic association with other departments of the university, most notably the Dean’s Office and the Teaching Department. Thanks to that fact, the Teaching Department has full information about the teacher’s work with the system, the teacher has full information concerning the students’ work with particular modules and tasks, including not only the results obtained, but also percentages of correctly and incorrectly performed tasks, unapproached tasks or number of approaches to a particular exercise. 

The last, fourth chapter of the paper is a case study of the UITM e-learning system for language courses, which in the author’s belief constitutes good practice. The study focuses on students’ work with the e-learning modules, which the author actively took part in creating, considering the above mentioned issues and conditions. The author presents the outcomes of research in order to ascertain how the students worked with the tasks available. The research results are analysed with statistical tools. The aim of the analysis is to provide an answer to the question how students work with the provided e-courses, and what their preferred strategies are. Another question is how effective the e-courses are for them. The research is meant as a contribution to presenting a broad picture of e-learning development, in particular concerning the Polish reality. The conclusions and suggestions resulting from analysis of theoretical works and empirical data will hopefully allow to improve the electronic tools of distance learning in general and in the context of Polish academic education.

Due to their volume, detailed research results and much of the statistical analysis are contained in the annex.

Chapter 1

An Overview of the Development 
and the Current Situation of e-Learning 

This chapter defines the scope of the term e-learning as used in this paper. It then proceeds to present the history of distance learning in general, as well as the specific nature of e-learning in that context. Important is the definition of the target group of the offer, considering the concepts of the digital generation and digital immigrants, as first presented by Prensky (2001a, 2001b). Further parts of the chapter concern geographical issues in e-learning development, with particular focus given to Poland and Ukraine. The two countries have been studied in more detail than others because students whose work is analysed later in the paper come from those two countries, and so that context may have immediate impact on their performance. Further contained is a comparison between e-learning and traditional face-to-face teaching as concerns collaboration, social networking, technical issues or cheating opportunities.

1.1. Introducing e-learning

While e-learning, or electronic learning, may refer to any activity which is supported by electronic resources, the term is used in this thesis for online educational activity as well as educational materials delivered at a distance via technological means, e.g. CD-ROMs.  However, the term itself ought to be defined and compared to other terms used to describe this or similar phenomena, as there are numerous terms and scopes of meaning to be found in literature of the topic.

The broadest term used in this dissertation is distance learning. Gallogly (2005:2) distinguishes between distance education and distance learning, the former referring to any kind of education when teacher and student or students are separated by distance, and the latter emphasizing the experience of the student while most of the education process takes place at a distance. Also, it ought to be noted that a common Polish term for distance learning translates as... distance teaching, or remote teaching (cf. Polish nauczanie zdalne), although this might be for ease of use, since learning is a reflexive verb in Polish and contains two words, not one. In this work, distance learning is used as a synonym of distance education, i.e. education which occurs at a distance between the tutor and the learner.

E-learning, or e-education, narrows down the scope of distance education to electronic tools and information carriers. It has first appeared in late 1990s (Morri 1997; Cross 2004; Gutierrez 2012; leerbeleving.nl 2013). Since then, it has been commonly equated with online education (cf. Rosenberg 2001:28; Dietinger 2003:38; Curran 2004:1; Lee and Lee 2006; Governors State University 2008; Liao and Lu 2008), however, it is more and more often indicated that such equation is erroneous in that e-learning can take place with the use of means other than the Internet, which means is implied by the word online (cf. Rayner 2007). More general definitions are less restrictive, and therefore more easily acceptable. They range from defining e-learning as the delivery of education or training through electronic media (Koohang and Harman 2005; Li, Lau and Dharmendran 2009) or even more broadly through technology (Jereb and Šmitek 2006; E-learning portal 2009; Ellis, Ginns and Piggott 2009) or “remote resources” (Abas, Kaur and Harun 2004:2), to more inclusive ones, such as the one by Adrich (2004):

E-learning is a broad combination of processes, content, and infrastructure to use computers and networks to scale and/or improve one or more significant parts of a learning value chain, including management and delivery. 
The use of the word learning is also disputed, as in the case of distance learning (Dietinger 2003). Gill (2003) argues that learning as such cannot be mechanically delivered at all, hence he finds e-learning a misnomer. However, most researchers seem to find little problem with that part of the term, sometimes broadening the definition to indicate it includes learning as well as interaction:

[S]e sugiere considerar al e-learning como el aprendizaje basado en tecnologías de información y comunicación, con interacciones pedagógicas entre alumno y contenidos, alumno y alumno, y alumno e instructor, basadas en web. – [I]t is suggested to consider e-learning as learning based on information and communication technologies, with pedagogical interaction between students and the content, among students, or between students and the instructors, through the web. (Gonzalez-Videgaray 2007, own translation)

An interesting view is defining the term in terms of a continuum (e.g. Bates 2007:52), which might be a useful perspective with a view to the dynamic development still occurring as well as to the various degrees of technology application, “from add-on functions in conventional classrooms to full substitution for the face-to-face meetings by online encounters” (Guri-Rosenblit 2009:108).

As can be seen, definitions vary, for e-learning is, in fact, not quite so easily encompassed. Various alternatives have been suggested for the troublesome term, such as: e-courses, e-technology, Web-based training or instruction, CD-ROM training or education 2.0 (Rossett and Sheldon 2001:161; Gill 2003; Crawford 2006; Hensley 2013). Even within the same institution, different terms can be used for the same activity, or one and the same for various ones (cf. Bates 2007). However, researchers are warned against treating those or other ones as full-synonyms (cf. Susło 2009). To take the most obvious example, CD-ROM instruction would not mean the same as online learning. 

Perhaps a more inclusive approach is best in defining e-learning, as suggested by Sangrà, Vlachopoulos and Cabrera (2012). In their research of the various definitions of e-learning, they have suggested the following wording, resulting from their analysis:

E-learning is an approach to teaching and learning, representing all or part of the educational model applied, that is based on the use of electronic media and devices as tools for improving access to training, communication and interaction and that facilitates the adoption of new ways of understanding developing learning. [...] e-learning is part of the new dynamic that characterises educational systems at the start of the 21st century, resulting from the merge of different disciplines, such as computer science, communication technology, and pedagogy [...] the concept of e-learning can be expected to continue to evolve for a long time. (Sangrà, Vlachopoulos, Abrera 2012:152, 154)

Bearing in mind the above mentioned controversies surrounding the common terms, but also ease of reference and the common understanding of the terms, the term e-learning is used throughout this work in the general sense of education delivered via technological means, most notably though not exclusively the Internet, and distance learning in the sense of any education occurring at a distance.

1.2. History of distance learning

E-learning is an extension, or a new branch, of distance learning. The latter phenomenon has existed for hundreds, if not thousands of years (cf. Gallogly 2005). Formal correspondence education was noted in Europe as early as 1770s (Stąporek and Radzicka 2010), and in America even in the early 1700s (Gallogly 2005). This stage is described by Curran (2004:5) as the first generation in distance learning. With the development of technology, postal instruction was enriched with sound, using tapes, records, or the radio, then videos, leading to TV programmes in the late 1900s (Dietinger 2003:134; Stąporek and Radzicka 2010; Abc e-learningu 2013). Curran sees the passive media of tapes, radio or television as the second generation in distance learning, putting video technology together with phone and e-mail into the third, more interactive generation. Computer-based distance learning tools are divided in more details by Bersin (2004:2f) and Dietinger (2003:133-5), who distinguish distribution of courses on CD-ROMs in 1980s-1990s as another, separate step in the development of technology-supported distance learning, which already at that point becomes e-learning.

The fourth generation in distance learning (Curran 2004:5; cf. also Sangrà, Vlachopoulos and Cabrera 2012:146), is education in a virtual learning environment (VLE) consisting of online technology and multimedia. Bersin call this stage the first generation of e-learning (2004:2), putting the starting date at 1998, when the term was used in one of the first instances (Cross 2004). Over a short time, we have been observing dynamic growth of e-learning from infancy in the 1990s to “next-generation Web” training (Dietinger 2003:137), the period being even shorter in Poland, where the beginnings would date ten years later, at the turn of the century (Penkowska 2007a, 2007b).

1.2.1. Roots of e-learning

E-learning is not simply an extension of distance learning, however (Sangrà, Vlachopoulos and Cabrera 2012). More factors come into play in its existence. On analysing various authors, it might be concluded that the phenomenon stems mainly from three interrelated factors: technological progress, knowledge-based economy, and a new generation of learners. These shall be briefly discussed below. 

The first factor, which has already been mentioned, is the “technological revolution” (Nikodemska 2009) of the end of the 20th century, although the use of mass media in education was already indicated as early as 1972  (Faure’s report, see Dziewulak 2010:155). Modern communication and information technologies develop rapidly and are nowadays commonly used at work and in everyday life (Wodecki 2009; Kuźmińska-Sołśnia 2010; Dąbrowski 2013). It is related to high computer literacy and IT competence on a global scale (Wodecki 2009), as well as a much greater information load which has to be handled quicker than before (Kuźmińska-Sołśnia 2010; Dziewulak 2013). It is only natural for so commonly used tools to make their way into the branch of education (Wodecki 2009; Dwornik et al 2011), in particular, though not only, in the field of distance learning, which the possibilities given by the new technologies seem to serve very well.

Another issue, or it would be more precise to say: issues, concerns the changes in society today and the resulting need to keep up with them by life-long learning. The changes in life include the emergence of knowledge-based economy (Dąbrowski 2013:204), where knowledge and information are the goods, as well as unprecedentedly wide access to the said information and education (Dziewulak 2013:151). Many indicate that in fact there is too much information, coming too rapidly, which causes chaos and “data overload” (Kuźmińska-Sołśnia 2010; Dziewulak 2013:172).

Today’s world is much more likely to continue changing in a rapid manner than ever before in history. Hence the need to adjust education to prepare pupils and students to functioning in the new, changing world. It is commonly bemoaned that so little has so far been done in that respect: schools function and teachers teach in very much the manner like they used to ten, twenty, fifty, and sometimes even hundred years ago (Kanninen 2009; Nikodemska 2009; Dziewulak 2013; Żylińska 2013). The main demands today are adjustment abilities, information analysis and self-reliance. Adjustment is used here in the sense of following the constant, rapid changes in order to be able to find employment (cf. Dietinger 2003; Dziewulak 2013:152). Interestingly, the concept of “professionalism” as in “preparedness for a profession” gives way to the idea of “employability”, meaning the ability to find satisfactory work and use one’s potential properly in the labour market (Nikodemska 2009; Wroczyńska 2013:258-9). 

To be able to function well in the labour market, a person needs not simply knowledge of dry facts, but much more the ability to work with the information available. In the information overload experienced today, crucial skills include filtering it, selecting what is needed or useful, ordering, verifying and then processing it (Kuźmińska-Sołśnia 2010; Dziewulak 2013:152). To filter information and select what is useful, superficial information processing must be battled, and critical thinking skills ought to be trained (Kuźmińska-Sołśnia 2010; Wroczyńska 2013:268). The need for critical thinking and self-reliance was recognised back in the 20th century: in 1991, which makes it not exactly a new idea, the report on “the first global revolution” of the Club of Rome states that what needs to be taught is critical thinking, communication skills, self-knowledge and self-reliance (Dziewulak 2013:157). If information is not taken critically, it is accepted for fact, even if it is, in fact, creation, fiction or misinterpretation (cf. Nikodemska 2011; Wroczyńska 2013). Also, the constant changes in today’s world require a person to learn perpetually, for which the said self-knowledge and self-reliance is also required.

However, in this context, there appears a problem with formal education. People still learn most of what they know outside of formal schools, a fact noted already in early 1970s by Ivan Illich and in Faure’s report on schooling of 1972 (as cited in Dziewulak 2013:152-3). On the other hand, formal education most often offers ready patterns and examples, expecting learners to follow the specific ready-made guidelines. That does not teach self-reliance or creativity, quite the contrary (Sysło 2009; Żylińska 2013). 

1.2.1.1. Consequences for e-courses

In the context described above, e-learning plays a particular role beside merely delivering information to the learner. More often than not, it is part of life-long learning strategies, and needs to respond to the needs within life-long learning. It is important to state the major consequences for e-learning resulting from that particular aspect. 

Firstly, the overload of information needs to be dealt with. Since it is the learners’ responsibility to gather and use information they need (Kanninen 2009:7; Ners-Lewandowska 2013), they have to be taught where to search for information, how to verify it. It is an extremely important issue as it is viewed as a very rare skill among Web users (cf. Nikodemska 2011; Wroczyńska 2013), and how to relate it and then use it. Kuźmińska-Sołśnia (2010) in her paper “Neurodydaktyka i jej znaczenie w procesie nauczania-uczenia się” (Neurodidactics and Its Significance in the Teaching-Learning Process) discusses the idea of connectivism in education, which covers many the above mentioned skills within working with information. The theory of connectivism, originally presented by Siemens and Downes (Siemens 2004), is discussed in more detail further in this chapter.

Then, it is the matter of independently solving problems (also mentioned by Sawiński). The constantly changing social, business and professional environment pose ever new challenges. Critical analysis of data and active search for solutions seem to be the features primarily required and satisfactorily universal (Nikodemska 2009, 2011; Nowoczesna edukacja... 2012; Ners-Lewandowska 2013), as we are not able to say or even imagine what challenges and problems will be encountered by current learners in nearer or further future. It ought to be remembered, however, that those features are better developed with more advanced and independent learners (cf. levels 3 and 4 in Grow’s Staged Self Directed Learning (SSDL) model (Frąckowiak 2005)), although they should be introduced early at a simpler level of cognition. 

Lastly, there is the issue of constant improvement. Ners-Lewandowska (2013) quotes several definitions of life-long learning, which she terms self-education – samokształcenie, and all of them have some features in common. Maziarz sees is as a sustained, purposeful and conscious educational process, covering all spheres of human life and activity, during which a person learns and develops independently to better fulfil their roles in society and solve problems. Okoń defines it as attaining education by activity whose content, aims, conditions and means are set by the learner. The activity is dynamic, as aims change at a higher level of awareness, with the learner often revising and improving them. Similar views are expressed by Matulka, who sees life-long learning as a sequence of consciously undertaken, logically connected, and precisely organised activities of a learner, aiming at voluntary and independent assimilation of the desired information, the skills to use that information and intellectual, manual and cognitive skills. It is an independent, conscious, purposeful educational activity of obtaining or modernising knowledge or qualifications, under the learner’s own control and direction, according to Karaś; a learning process conducted consciously and independently, with possible use of help of other people or institutions, where the aims, content, forms, sources and methods are chosen by the learner, as put by Półturzycki (Ners-Lewandowska 2013).

In short, it might be stated that life-long learning is a conscious, independent, organised voluntary activity. As it is a complex skill, it is learned, in itself, for a long time. Grow (1996) has distinguished four stages of the process: dependent learners of low self-direction, interested learners of moderate self-direction, involved learners of intermediate self-direction and self-directed learners of high self-direction as the final stage. To proceed from stage 1 to stage 4, learners need assistance of the teacher, who takes on various roles depending on the stage the learner is currently at, but they also need strong motivation as well as awareness of own preferred way of learning, called a learning style, which are discussed in more detail in the next chapter. Self-learning also means more and more responsibility for the learner, who as s/he progresses, chooses not only the areas of knowledge to study, but also the manner of studying, including such issues as time management (Kanninen 2009).

1.2.2. The digital generation and digital natives

There is also the third factor which directly and strongly influences the new form of learning. For the current generation of students, new communication and information technologies are an intrinsic part of their lives. It is their natural environment and one of the obvious and fundamental elements of functioning in society, whether that concerns entertainment, learning or career (Wodecki 2009; Homo Homini 2011; Dąbrowski 2013). In that context, e-learning is an obvious choice.

However, one more aspect of the situation needs to be taken into account. This current generation of university students and not only students, but it is that particular group which is of interest here, is very much unlike any other that came before them. By Prensky (2001a, 2001b) they have been called digital natives, as opposed to digital immigrants, who were not born into an already digitalised world. We may call them digital natives, students 2.0, the net generation (Wroczyńska 2013), N-gen(eration) or D-gen(eration) (Prensky 2001a),  or find a different term, but defined they must be as a completely new group. Due to their life-long exposure to digital technology, they “think and process information fundamentally differently” (Prensky 2001a). They are used to receiving information that is not necessarily interrelated, but comes in large amounts, which forces them to view and evaluate information more quickly to make quicker decisions. Multitasking is also one of the results. However, the high-gear processing of information makes the process necessarily superficial. Such students might see more details and find information more quickly than the earlier generation, but they also have problems evaluating the found information, focusing, and even understanding more complex texts. What is more, it is believed that those changes in their neural networks, in their brains, are permanent, since they have been developing for many years, since early childhood (Prensky 2001a, 2001b; Nikodemska 2009, 2011).

As has been indicated, this major change between generations results from the fact that constant contact with the new technologies has exposed the net generation to a new variety of stimuli, unknown to the generations before them, those of the “Gutenberg era” (Wroczyńska 2013:270). To quote numbers given by Prensky back in 2001 they have spent over 10,000 hours of their lives with video games, and 20,000 hours with TV. To think how much it has developed since then! A study done by the Homo Homini Polling Institution (2011) for the Polish Open University has shown that just about 6% of Polish students spend less than an hour online. The others devoted from 3 to over 7 hours daily to their online activity. These data are much fresher than Prensky’s. Still, with Poland’s later start into digital technologies, it may be thought comparable to an extent. It ought to be also remembered that e-learning ventures began in Poland about a decade after US or Australian ones.

To give an even clearer picture, let us look at the findings of the “Generation M2” report by the Kaiser Family Foundation (Rideout, Foehr and Roberts 2010). In accordance to the data quoted there, young people in America have steadily increased their intake of the new media, from a little under 6.5 hours in 2004 to over 7.5 hours in 2009. Considering multitasking, authors of the report translate the results into 8.5 hours of “media content” and nearly 11 hours worth of “media content”, respectively (Rideout, Foehr and Roberts 2010:2). With such exposure to this environment, it is claimed by experts that the brains of this new generation have developed different structures and strategies (Prensky 2001a, 2001b; Nikodemska 2009, 2011; Kuźmińska-Sołśnia 2010, Small and Vorgan 2008; Wroczyńska 2013). It is not so much a change from generation to generation as it is a yawning gap, a “discontinuity”, in Prensky’s terms, irreversible and shockingly abrupt. Schools and education as they have been known for many years are suddenly becoming outdated (Prensky 2001a, 2001b; Nikodemska 2009; Dziewulak 2013; Wroczyńska 2013; Żylińska 2013). To quote two “digital” examples from Europe (Nikodemska 2009), in Germany 42% of school teachers and 72% of headmasters are over 50; in Poland, the largest group (39%) of teachers are between 39 and 47. Digital natives are most often defined as people born after 1980s, which makes them in their early thirties at the most. Again, this caesura is more adequate in developed countries, and likely needs to be shifted a few years further in Poland and its general vicinity due to the political and economic history of the area. 

For an entirely new kind of people, we need an entirely new way of teaching. It cannot be expected to rise and be implemented overnight, as rose the net generation, but it definitely must be developed and improved now, without further delays, however difficult it may be at first. Otherwise the gap will grow, and the effort of teachers to teach, and of students to learn, will be wasted, resulting in general discouragement and maybe even decline of formal education, because learners now have powerful tools to help them obtain information outside of the schooling system (Dąbrowski 2013; Dziewulak 2013; Wroczyńska 2013).

1.3. Development of e-learning 

To give a general overview of the development and current situation of e-learning, three general geographical areas are considered here: the United States, Australia and Europe. Within Europe, Poland is discussed in more detail, as relevant for this study. Also Ukraine is focused upon, since some of the data analysed further in Chapter IV relates directly to Ukrainian students.

1.3.1. Global view

In the US, Papert could be seen as one of the pioneers of electronic education. In the 1980s, he created the Logo programming language as an aid in teaching children. His ideas, however, met at that time the hurdle of old system and old curricula programmes which did not make it possible to make proper use of the available technical support (Sysło 2009). The problems dampened the enthusiasm, but development was underway. Much information about further development of distance and electronic learning in the United States is given by Curran (2004) in his paper on “Strategies for e-Learning in Universities”. In 1993, several courses were developed in asynchronous distance learning form, on an initiative of the Alfred P Sloan Foundation. Less than a decade later, i.e. by 2001-2002, over 300 full-degree programmes were offered by 100 institutions partaking in the programme to 400,000 enrolled learners. According to the survey conducted by the National Association of State Universities and Land-Grant Colleges in 1998, some two thirds of about 100 examined US tertiary institutions were engaged in ‘virtual universities’ or distance learning projects, in majority online learning. Another survey from the very beginning of the 21st century indicated that distance learning college-degree programmes were highly popular, with a large number of them offered via asynchronous web tools. That concerned nearly 90% of public and private 4-year institutions. Curran quotes three American universities, allowing for more, reporting annual growth rates of enrolment in online programmes at the level of 50%-100% (2004:7). Blended learning, which will be discussed in detail further, is currently adopted by many American universities. 

Australia, in turn, is by virtue of its widely dispersed population naturally prone to using distance learning systems. With high IT literacy, a large market, general push for development and competitiveness, a lot of money and strong support from industry, it is no wonder that the online education sector is growing rapidly. According to a report of 2009 by the Economist Intelligence Unit, Australia ranks sixth in the world, and first in the Asia Pacific Region as concerns e-readiness (Canadian Trade Commissioner Service 2010:4). Distance education networks have been created for learners who cannot attend regular school for reasons beyond their control, such as e.g. distance, not to mention the existence of a much larger e-learning market, which is the business environment. According to the above quoted report, focus is shifting on increasingly popular blended learning forms and organisational aspects of e-learning programmes, such as change management, marketing, or implementation support (Canadian Trade Commissioner Service 2010:5). Student and teacher expectations concerning “education 2.0” are being researched, with strong governmental support (Crawford 2006). Distance learning is becoming so popular, in fact, that to save brick-and-mortar campuses, Australian universities might now need to reconsider what elements of education cannot be sent all over the world electronically, like live interaction, interesting lectures or networking (Nolan 2009).
The situation in Europe seems to be a mix of the old and the new. On the one hand, the data are optimistic and bode well for e-learning development. Curran (2004:6), on visiting and examining various universities in several countries, states that virtually all universities in Europe have sufficiently developed IT infrastructure to implement e-learning, and many of them do implement it as part of their teaching offer. There are many single ventures, like Jean-Roch Masson using Twitter to teach first-graders to write (Bontron 2011), as well as nationwide ones. The latter would include the French project Web@CADEMY (www.webacademie.org) with free courses for school learners to review material before new school year; Luxembourg Skype contact platform for teachers and learners (education.skype.com); or the German Iversity platform (https://iversity.org/) for students and teachers alike to communicate, learn and network.

On the other hand, e-learning progress might not be as quick or pervasive as the above data would have one think. Studies conducted in 2002 and 2003 (Schoenwald 2004) indicate that e-learning in Europe is still at project level, and it seems difficult for both teachers and learners to move from traditional in-class teaching to self-study. A study done on behalf of the EU Commission in 2004 (Curran 2004:6), while it shows a great increase in integrating ICT (information and communications technology) in teaching within mere two years, also indicates a strongly varied level of the use of the technologies among institutions. Sysło (2009), in turn, quotes British research of 2008 which has shown that what many children did at school was rewriting information they read or heard, and listening to long explanations of the teachers, while they would have much preferred to learn practical issues in groups of friends and using the computer.

Such a mixture of attitudes and approaches is not unique to Europe. It exists also in the other two areas discussed above (cf. Curran 2004:17), but it seems to be marked stronger in Europe, at least according to research. It might very well be that in each of these areas, e-learning stands in a different place on the scale of development. 

1.3.1.1 Development stages

In general, e-learning seems to be a solution widely discussed and implemented. However, on closer examination, it is barely a crawling infant, and the high expectations one would have of a wonder child seem to be toning down with the number of faced obstacles, so far underestimated. One has to agree with Schoenwald (2004) and Zellweger Moser (2006) that e-learning needs to become a part of overall university development policies in order to develop, rather than remaining in the sphere of individual experiments, and also with Curran in that this educational form faces evolutionary assimilation rather than immediate, revolutionary change (2004:18).

Several researchers have shown interest in determining how the process of development of e-learning technology and forms actually goes. Two such models I shall quote and compare here. One has been proposed by Bates (2004). He identifies five stages of e-learning development which are faced by universities. In the first stage, individual pioneers, whom he terms “lone rangers”, are experimenting with technology on their own. In the second stage, the pioneers put growing pressure on the university to provide them with help and resources. A chaotic stage three ensues then, with much being done in many areas, though not in a coordinated manner, and a plethora of problems is faced. Only in the fourth stage the institution starts thinking and acting strategically, developing policies, determining needs, working out solutions. In the last, fifth stage, high quality e-Learning is used in a sustainable manner as needed in selected areas or target groups. In Bates’ opinion, by the end of 2004 many educational institutions had reached the third stage and needed to go into fourth. 

Another model of e-learning development, proposed by UNESCO, is quoted by Sysło (2009). It is divided into four stages. First is the emerging stage, in which technology is discovered as a potential tool in education. Then comes the applying stage, when technology is added to the existing programmes to support teaching. Stage three, the infusing stage, brings increasing integration of technology with various areas of education. It is also in that stage that actual problems rise and need to be solved. In the transformation stage, technology induces a change in education forms and in the functioning of the educational institution in question. Sysło notes that it is a model of development for each new technology in education: at first these were single computers, then Internet, now it applies to e-learning or interactive boards. What is quite useful about this particular model, is that it can be transferred on teachers’ or learners’ competence development. A teacher, for instance, will first focus on learning the potential use of technology in the process of education, then enhance his or her classes with elements of it, to then fully integrate it in professional context both as concerns teaching and his or her own learning before supporting the school’s 4th-stage transformation. 

The development of e-learning is also accompanied by another kind of evolution. Looking at IT education in Polish schools, Sysło notes that while at first the courses focused on simple computer literacy, technological progress has brought new needs, and focus shifted on fluency with IT. Recently, the term computational thinking has appeared, first coined by Seymour Papert in 1996, and then extended to reach beyond computer scientists to encompass general population, as suggested by Jeannette M. Wing in her article “Computational Thinking” (2006). We are still learning the technology we use on a daily basis, and because we use more of it each day, we need to know more of it each day. Thus, people not directly related to computer sciences are somewhere between the second and third stage of IT skills development, between fluency and computational thinking. E-learning, in turn, is suggested by Sysło to be somewhere in the middle of the development model: some institutions are clearly at stage two, while others have somewhat moved towards stage three.

Noteworthy is that while Bates discusses mainly European universities in general, focusing on Western Europe, Sysło focuses on the Polish market, which has started developing with a delay of roughly a decade as compared to Western countries. Although historically but a minute, it is a long time in technological development. Hence the assessment of both scientists as concerns the current stage of e-learning development is different. Also, both view the issue from slightly different points of view, with Bates focusing almost entirely on institutional development, and the UNESCO model concerning to a large extent competence development in people. Despite those divergences, many parallels can be drawn, and clearly both scientists agree on evolution rather than revolution. Sysło clearly states that while the stages can be proceeded through quickly, none can be eliminated from the process. It also follows from the discussion on both models that much remains to be done with respect to integrating e-learning with the formal education system, developing policies and good practices, and solving the problems which inadvertently appear.
1.3.2 Poland

In Polish conditions, e-learning has had a much shorter history. According to research conducted by Penkowska (2007a, 2007b) in 2006 on introducing e-learning at Polish universities, when e-learning started developing in Europe, Polish teachers had little contact with it, except for individual cases. While the States developed e-learning standards and infrastructure and trained the faculty in the 1990s, few people in Poland thought about the idea. Penkowska lists a few pioneer courses in that respect, or elements of courses, with only two instances preceding the 21st century. The pioneers met with many obstacles, with little possibility of preparing professional audio or video materials because of high costs, and with little idea of what e-learning actually consisted in: is it enough to upload a doc or pdf file online, or is more required? 

Materials evolved, as did know-how. Current studies indicate two major aspects of e-learning. One is that most students seem perfectly ready to use this form of education. The other, that the construction of e-learning courses still does not keep pace with the demand for them. The survey done by the Homo Homini Polling Institution in 2011 for Polish Open University shows clearly that current students in Poland are definitely digital natives
. They spend several hours daily at the computer, the number usually falling between 3 and 7. It is their natural environment; they find there entertainment, but also deal with everyday issues, to take just the example of e-banking, and prepare for their studies, or for tests. Access to the Web is not a problem anymore. In this light, it is no wonder that e-learning is something quite obvious for them. However, their views on what is offered in Poland in that respect is low. Almost three quarters of respondents believed Polish universities to be unprepared, or insufficiently prepared, to offer electronic education services. Still, the system is only being developed, and there are universities, if individual ones, which offer a good quality product. All in all, there is much potential for development.

Another research from the same year (Szymański 2012) covered a broader area of the whole population, rather than just students. What was confirmed was that digital exclusion becomes less and less of a threat, with 4 out of each 5 households being connected to the Web. The same was confirmed by Zając (2009). Also, people aged 15-24, which group covers students and high school pupils, were ready to use online courses to further their formal school education, declared by 80% of e-learners in that group. Also 80% of the same group indicated satisfaction with the e-learning courses used, with no negative votes. Supplementing traditional education was found to be by far the most popular reason to use e-learning. Interestingly, foreign languages courses enjoyed high interest, as indicated by 1/3 of the examined e-learners, and half of those whose household income per head exceeded 3000PLN net. Future needs were defined as general, with no educational area having much precedence, although young people (15-24) did seem more interested in language courses. 

Readiness to use e-learning and general satisfaction with the tool have been confirmed also in research performed by Dwornik et al. (2011) in Wrocław academic environment. About one third of respondents stated that e-learning was their preferable educational method, and just as many believe that it might yet come to substitute for traditional education. Dwornik indicates that what is needed most is a development strategy, or even an official e-learning unit or agency at a university. Currently, the whole system is not standardised in any manner, and teachers as creators are usually neither well-prepared, in terms of know-how as well as governmental requirements, nor well-motivated. In Wrocław, e-learning often consisted in placing teaching materials online and communicating with students by e-mail or discussion fora. It was sometimes accompanied by a virtual dean’s office system and the library, but little more. Free licence and publicly available courses were absent. 

The most commonly used platform was the ready-made and freely available open source Moodle platform. Interestingly, authors of the research indicate two strategic distinctions between private and public universities. Private universities have e-learning development strategies, and it is obligatory to give students access to teaching materials electronically. Public universities seem to lack either quality. However, in the experience of Anna Soin from the E-Learning Association (Stowarzyszenie E-learningu), such courses develop better at public universities (Szumiec-Presch 2006). It might well be that both tendencies co-exist, either of them stronger depending on the particular case, and thus complete generalisation would be harmful.

Experience shows that this latter distinction might possibly stem from the legal and financial situation of universities in Poland. With financial support from the country’s budget, public universities are in a better situation than private ones, which also have mostly shorter history of existence, hence usually lesser prestige, and have to put much more effort into attracting students, e.g. by offering competitive studying opportunities. Prestige is a powerful factor, and e-learning still has a long way to go before it is established in the mentality of many interested parties as a valuable educational form, equal to other forms of learning, but as Gajewski puts it (2009), the name of the university is not exactly a guarantee of a high level, and e-learning does not warrant mediocrity. What is needed is time, development, research, well done reforms and favourable legal conditions (Gajewski 2009; Wodecki 2009; Dwornik et al 2011; Dziewulak 2013).

In his study, in turn, Wodecki (2009) puts Poland against a much broader background, geographically and historically. He analysed demographic trends in Poland and in the world, with a view to higher education and e-learning, until the year 2035, thus quite a few years ahead. While Gajewski (2009) claims that in the last two decades the number of students, universities and colleges, as well as teachers has risen, though sadly accompanied by a decrease in educational quality, Wodecki indicates that in the near future the student population in Poland will decrease significantly: by 2025 it will fall by some 40-45% in the group of traditional full-time students, aged 18-24. However, the global number of students shall rise, supported mainly with a large inflow of learners from developing countries, and the global demand for higher education will also increase. Wodecki sees e-learning at Polish universities as a tool that might just save the institutions in conditions of an ageing society and higher student mobility. Again, it is indicated that much needs to be done in the area of e-learning to make Poland competitive rather than the relatively unpopular host country it is now. Also, as has been indicated above, technological aspects are viewed as not challenging to users anymore; it is such things as legal aspects, education of teachers or research on non-traditional students
, particularly those who are over 25, that require particular attention in the near future.

An overview of the various studies shows that the major problems to deal with if e-learning is to successfully develop in Poland include: more time and research, better strategic management of e-learning development, better money for that development and for motivation, higher competence of teachers, and better laws to allow better and fuller development of this form of education (Szumiec-Presch 2006; Gajewski 2009; Wodecki 2009; Zając 2009; Dwornik et al 2011; Homo Homini 2011; Dziewulak 2013; PAP 2013). Penkowska’s research (2007b) also indicates that e-education might require different characteristics of the teacher than in the case of traditional teaching, so maybe also more work is needed on changing teachers’ approach to and image of e-learning. Is it necessary, or at least useful, to invest in introducing such changes? With the majority of current and future students being digital natives, and others digital immigrants of many years’ experience, with increased mobility and internationalisation of the academic community, and finally with general interest in e-learning in the population (Szymański 2012), the only possible answer is positive. In a digitalised world immersed in a web or perhaps the Web of information, e-learning is quickly becoming a natural, integral part of the educational system. This thesis is just another step in that development, or evolution.

1.3.2.2 Educational standards and teaching requirements in Poland

To discuss education in any form and in any country, its background needs to be analysed. In 2006, the National Qualification Framework was introduced in Poland. The National Qualification Framework is correlated to the European Higher Education Area (EHEA) and responds to the expectations concerning the growing mobility of EU citizens, mass higher education, life-long learning and knowledge-based society. The framework is a kind of “qualification map” in European higher education. It allows to indicate qualifications gained by graduates in different countries, relations between them, and consequently the possibilities of continuing studies within higher education. Its introduction provides a clear description of competence and skills of graduates that allows easy comparison, and help them find employment in whole Europe more easily through easier recognition of qualifications or diplomas (Chmielecka 2013:112). 

In Poland, the year 2006 saw the decision to start works over the National Qualification Framework. In 2009–2010 the first document drafts were prepared by experts, then in 2010–2012 consultations in the academic environment were intensively conducted, along with many trainings and informational meetings. It may have been the first that extensive educational initiative within decades that concerned designing general and course-specific curricula.

The question may arise if it was that important also for e-learning development. Indirectly, yes, through comparison and reasonable unification. The word “reasonable” is key in this issue. While it may seem that introducing Qualification Frameworks at a European, and then national level would mean imposing strict norm and rules to follow when designing teaching programmes, it is quite a different situation
. The National Qualification Framework is viewed as a universal, flexible, open, dynamic and user-friendly system. Thanks to it, curricula can be differentiated as to their content, goals or number of hours involved, allowing to better adjust them to the needs of learners. What is unified are descriptors of achievements or skills
. The Framework does thus allow to locate a diploma at a specific educational level without requiring unified learning content. In 2011, over 130 countries were at some stage of developing such or similar qualification frameworks (Chmielecka 2013:112), which shows the need for unification. 

Comparison between the Polish and other European teaching systems, both secondary and higher education, the latter being closely related to the former, indicate certain areas which still need development. National reports of EU member countries show that there is one main priority: developing communicative language competence. Other priorities may differ in ranking from country to country
, but all fit within the set of 21st century skills, which phenomenon is discussed in more detail in section 2.1.6. However, even though Poland is among the countries which indicate the need to develop those skills in language education, there are differences which set our country backwards against the general European picture. The offer of language courses is still too poor, the number of hours too small to fit the existing needs (Fituch 2007). Students start learning foreign languages too late in their school life, the financial side of organising language education is insufficient, and there is lack of continuity in language teaching at various school levels, which is perhaps the main concern. A whole language policy is sadly lacking (Komorowska 2007).
In that situation, both the National Framework of Qualifications and e-learning are beneficial to each other. The Framework might be helpful in speeding up the process of catching up with Europe within education through comparison and guidelines, also as concerns the role and means of distance learning. E-learning might fill the gap in the offer of language teaching, particularly within the area of self-education skills, or catching up with other students who are at a higher level of proficiency. It might also help as concerns planning the number of course hours or similar organisational issues.

1.3.3 Ukraine

The status quo of e-learning in Ukraine is yet different, although viewing the situation geographically, it might be surmised that two neighbouring countries would have a similar path and time of developing such global-reaching solutions. However, the general development of Ukraine in political and economic terms has led the country along a different path, with different outcome. It is estimated by Ukrainians themselves that the development of IT and, consequently, e-learning in the country was delayed in relation to Poland
.

In the words of Goroshko (2005a), Internet and its use in Ukraine have just begun their development. One of the first organizations concerned with distance learning development was the Research Laboratory of Distance Education, which developed a Virtual Learning Environment in 1997 (Goroshko 2005a). Ukraine was deemed a gradually but quickly emerging new market for e-learning (e-learning.nl 2003). There exists some legislature basis: the Law of National Informatization Programme of Ukraine, regulations about distance education, and a program of distance education system development (Goroshko 2005a). However, there are also problems. The major ones include insufficient development of the technical basis for distance learning and insufficient methodological and technological preparation of DL developers (Goroshko 2005a, 2005b), as well as insufficient computer literacy among Ukrainians. A survey by the Institute of Sociology of the National Academy of Sciences of Ukraine has indicated that in year 2010 only 15% of Ukrainians used computers on regular basis, while 55% of population were computer illiterate (Miratechgroup 2011). Pravda (2012) reported  that according to a survey by the Research & Branding Group conducted in February 2012, 59% of Ukrainians never used the Internet, and only 17% of Web surfers used it for training and education. A survey by the Ericsson ConsumerLab conducted in April and May of 2012 (Interfax-Ukraine 2012) found that about 70% of the public in the large cities of Ukraine had access to the Internet, 64% of respondents used the Internet at home and 35% - at work or during study. Since the latter survey was restricted to three large cities: Kiev, Lviv and Donetsk, it shows the disparity between cities and the rest of the country. As Goroshko puts it: “Now many people in Ukraine don’t even know what distance learning is, not to mention using Distance Learning in personal improvement or in personal teaching practice. The reason of it can be seen in a low level of technical preparation of Ukrainian citizens (lack of computers, limited access to Internet, electronic mail etc.) and also in an insufficient information distribution about modern potentialities.” (Goroshko 2005b)  

There are still relatively few specific attempts at introducing e-learning in Ukraine documented in various projects. In 2003, Netg
 announced a new distribution agreement with System Integration
 to market its portfolio of IT and business and professional development products to local and global businesses in Ukraine (e-learning.nl 2003). Later, a project “Transfer of IT Technology to Ukraine” was launched for the years 2004-2007 within the United Nations Development Programme in Ukraine (2013). Partners included the Polish-Japanese Institute of Information Technology (PJIIT), the Japanese International Cooperation Agency, two Ukrainian universities: the Lviv Polytechnic National University and the National Technical University of Ukraine „Kiev Polytechnic Institute”, as well as governmental bodies: the Polish Ministry of Foreign Affairs, the State Committee on Communication and Informatisation in Ukraine, and the Ukrainian Ministry of Education. The result of the project was establishing two pilot e-learning centres in Ukraine at the two above mentioned universities and organising pilot courses in computer science for Ukrainian students. Goroshko (2005a) lists three such centres, adding to that the National Technical University in Kharkiv. 
In 2013, Ukraine started  implementing a learning platform for all students from grades 5-9, and established a Ukrainian Knowledge Exchange to enable teachers and educators to share educational content and research, all that within the Ukrainian Open World National Project. October 2013 saw the beginning of the II stage of the project, and it is planned that by the end of 2015 all 17 thousand secondary schools of Ukraine will be equipped with the latest technology and connected to the Internet (Meyer 2013; ukrproject.giv.ua 2013)

Other than that, e-learning is developed within smaller, local projects. Currently, the webpage of Educational Network Ukraine (EdNU 2013) indicates 9 centres of e-learning in the country, with six of them located at universities, in four major cities: Donetsk, Kharkov, Kiev, and Lviv. That is not much for a country of about 600 km2 and a population of some 45 million. To compare, in the much smaller Poland with less population one can find 109 instances of e-learning activities and platform in 38 cities, according to the Studia Online portal, and those data includes only universities of various kinds. 
Considering the above, it might be surmised that Ukrainian e-learning dates a few years after the Polish one started developing, and rapid changes can be expected in its development. Ukrainian students who come to Poland to study, come from various parts of the country, and may have various IT background. The few years in e-learning development may or may not impact their performance among peers in the European Union, and this study is a step towards examining that.

1.4. E-learning compared with traditional, face-to-face teaching
How does e-learning relate to traditional face-to-face teaching, and in what ways is it different, apart from the above mentioned new type of student, and new type of tool used? For teachers, as for many other professions of a public character, communication is the basic tool of work. It is thanks to it that the teacher makes contact and builds the relations with the group, passes knowledge on to them, and also organises, shapes and nurtures them. The communicative channel has for centuries been mainly the classroom, whether it be a lecture room, workshop, or other. However, as has been indicated, focus in teaching is in the process of shifting from personal contact to contact made via electronic media. That enforces changes in didactic process organisation, in the manner of communicating and the requirements posed to parties involved. Naturally hindered are methods which involve group participation, particularly such as require the students to attend the course at the same time. It is, after all, in the very nature of e-learning to allow students to choose their own pace and time of work. Also, contact itself turns into an issue.

1.4.1 Collaboration
It is difficult to list group organisation among objectives in e-learning courses, although it is one in traditional teaching (cf. Gernand 2013), unless the course includes some elements of group work. The same goes for much of the nurturing activity, again fairly typical for classroom situations, except cases where students are clearly graded on their activity and e.g. the number of sources used. Frequently, e-learning courses include mainly exercises to be solved individually, as these are usually preferred by both the teacher and students. In the words of Morrison (2012b), “Students groan when they find out there’s a group assignment that’s part of the grading for a given class [I'm no exception]. Students learning online don’t feel much different, and given the time and distance barriers, it presents even more challenges for these students.” 

Fortunately, the tools available in the e-learning technologies used nowadays allow not only to upload texts or recordings, but also to actively participate in discussion forums, as well as to communicate online using chat or a videoconference (see e.g. Deka and McMurry 2013; Incorporating Interaction 2013). The question remains, how many teachers actually use such tools when working with e-courses. 

1.4.2 Networking

Contact between teacher and students, but also between students is greatly limited in e-learning, which is sometimes quite resented by students
. It must be remembered that the relationship between the speaker and the recipient might be just as significant as the content taught.

In a situation when communication occurs, but there is no direct personal contact between the speaker and the recipient, like in distance courses, such relationship is missing more often than not. Such courses are then wanting a personal touch, a face given to the course. Students themselves rightly notice that “Rapport between tutors and students is harder to build online than actually meeting someone face to face.” (Voce 2007:9, statement by an undergraduate student of Life Sciences). That might influence students’ motivation to work, as well as induce some of them to attempt cheating, knowing they are not immediately controlled. In class, immediate contact allows to quickly verify unsuccessful or partly unsuccessful communication attempts
 and monitor students, while lack of constant direct contact does not provide a possibility to immediately monitor students’ work. 

It seems a good idea to give students a possibility to contact the teacher at a time convenient to them, should they have any doubts or questions (see e.g. Chickering and Ehrmann 1996; Silverman 1999; Deka and McMurry 2013; Incorporating Interaction 2013). That can be done by e-mail, phone, or during office hours at university premises.

1.4.3 Technical issues

Another issue might be technical problems. Computers are only machines, and they may malfunction at times
. There may be delays or crashes of the system, and the issues need to be controlled by an IT expert, or better, a team of such. Here echoes Zellweger Moser’s (2006) advice to have a separate unit at the university which would be responsible for e-learning matters, both technically and as concerns content. However, technical problems with communication should also be monitored by the teacher. They may influence a student’s grade, e.g. when there is a deadline for a particular task, or worse, prompt some to use the excuse and blame their failures on the computer
. Such monitoring and possible problems need to be kept in mind when e-courses are considered. 

1.4.4 Cheating

Considering the much easier access to additional material and typically little surveillance, e-learning might be expected to generate a higher rate of cheating attempts of the learners. Much of Internet activity is still a great gray zone, with legal provisions only being developed and with many areas and materials considered public in human mentality, since they have been published and are accessible, as is argued (Wilczyński 2011, Gromkowska-Melosik 2007). In class, there is the teacher’s immediate presence and attention that controls the learners to some extent. But when working with a computer at home, the possibilities of cheating seem endless.

However, a closer observation reveals great similarities between the two situations. Bernard Bull, the Assistant Vice President of Academics for Continuing and Distance Education and Associate Professor of Education at Concordia University Wisconsin, claims that most of the cheating done “in face-to-face courses happens by students when they are not even in the classroom. They are not writing their papers in class, under the direct observation of a teacher. Homework is done outside of school. From that perspective, addressing cheating is the same for face-to-face and online courses” (Kayser 2014). 

1.4.4.1 World

Cheating as such has been noted and reported around the world for centuries. Gromkowska-Melosik in her book on cheating (2007:41) quotes two examples from China, one of them some 1000 years old. Currently, cheating has been of interest to Western European and American researchers for several decades (O’Day, Budwiak 2012, Chudzicka-Czupała 2013). Despite the fact that cheating in any way is generally frowned upon, current studies note an epidemic of learner cheating (Gromkowska-Melosik 2007, Kitahara and Westfall 2007:270, Davis, Drinan, Bertram Gallant 2011:34, McCabe, Butterfield, Treviño 2012). Some claim it is driven by the wide availability of materials in the World Wide Web (Lozano-Nieto, Guijarro and Berjano 2006, Stolarz 2006, Davis, Drinan, Bertram Gallant 2011, Chudzicka-Czupała 2014), although not all instances are related to online activity.

Cheating is most often defined with respect to examinations, often those conducted in a face-to-face testing situation, or written assignments. Thus it may cover the following instances, respectively:

Table 1. Cheating possibilities

	Examinations
	Written work

	· receiving/spreading examination questions before the examination

· copying from other students during an examination, or letting others copy

· using unauthorised aids such as cheat notes, electronic devices, etc. during an examination

· having another person take the examination instead of the given student

· changing answers which have already been checked before handing the examination back to the teacher for re-evaluation
	· adding references to bibliography which were actually not used, or adding non-existing references

· using false data

· working with others against the teacher’s instructions

· copying a part of someone work or ideas without acknowledging the author

· copying or buying a whole assignment without acknowledging the author 


Source: own study based on Gromkowska-Melosik (2007), Davis, Drinan, Bertram Gallant (2011), McCabe, Butterfield, Treviño (2012), O’Day, Budwiak (2012) 

Various means of combating those occurrences have been suggested. Some of those situations may also occur in e-learning, and need to be countered in that context. Discussed below in section 1.4.4.3 are some solutions to either situation.

1.4.4.2 Poland

There are significantly fewer studies on cheating in Poland and other post-Communist countries than on the phenomenon’s occurrence in Western Europe (Chudzicka-Czupała 2013, 2014). Yet they all indicate that the post-Communist area of Europe suffers from students treating cheating as a natural, even positive phenomenon. As has been indicated, American and Western European students cheat to what is viewed as a large extent, but Polish, Russian or Ukrainian ones more so (Kwiecińska, Piszczek 2004, Nemtsova 2008, Wilczyński 2011, Irkliyenko 2012, Chudzicka-Czupała 2013, 2014). That is expected to stem mainly from a common background of many years of socialism (Irkliyenko 2012, Chudzicka-Czupała 2013), where the average citizen was often forced to “arrange” for things in an illegal way, since there was a shortage of products, maximised by the illegal activities of others. The difference may also stem from an unclear or different definition of cheating, since it has been found to differ significantly in various cultural areas, for instance concerning collaboration on tasks (Gromkowska-Melosik 2007, Caldarola, MacNeil 2009, Chudzicka-


Czupała 2013). However, no studies have so far been presented as to Polish or Ukrainian students cheating in e-learning conditions, thus it can only be deduced that e-learning will involve the same general attitude.

1.4.4.3 Solutions

As has been indicated, there are various measures to stop or at least decrease cheating among students. What is advocated in face-to-face situations is close monitoring of students in examinations, as well as a reasonable seating plan that disallows copying from others, checking IDs of candidates, disallowing any items other than pen or pencil as required in a particular examination, or any papers other than such as have previously been stamped or otherwise marked by the examiner or the school (Gromkowska-Melosik 2007, telc Examination Regulations, Examination Guide for LCCI Centres). Punishment is also considered a strong deterrent if severe and unavoidable, i.e. if cheaters are frequently caught (Gromkowska-Melosik 2007, Irkliyenko 2012, Chudzicka-Czupała 2013). Proposed punishment range from an oral admonition through a retake examination to expulsion of the offender from the school or university (Gromkowska-Melosik 2007, O’Day, Budwiak 2012). 

E-learning may also require taking tests or examinations, with students often taking them individually or in various unmonitored locations. Some of the solutions to decrease cheating in such a case include live or electronic supervision for online examinations. Caldarola and MacNeil (2009), Bull (Bull 2012, Kayser 2014) and Kaplanis (2013) indicate specific software available from different companies that provide such services, using cameras or other identification (voice recognition, finger prints, even the dynamics of hitting keys). Randomised question pool or problem-solving questions rather than multiple choice tests (Gromkowska-Melosik 2007, Caldarola, MacNeil 2009) are also suggested to help minimise cheating, both in face-to-face and electronically delivered examinations. 

Another major issue both in face-to-face learning and in e-learning is cheating in written assignments. Given the frequently occurring physical and temporal distance, for instance in homeworks, as well as broad access to technology, plagiarising does constitute a challenge. Therefore, many plagiarism detection tools have been and still are being developed, such as e.g. Turnitin.com (Stolarz 2006, Gromkowska-Melosik 2007, Wilczyński 2010, Kayser 2014). A more difficult issue is discovering a cheating attempt when a work is not copied, but bought from someone else, unless it is a work that has already been published. Such work may be an original one, so an anti-plagiarism programme will not detect cheating, as the fraud consists in submitting it untruly under the student’s name.
 With larger numbers of students per teacher, it is nearly impossible to detect. Experience shows, however, that with smaller groups an attentive teacher may recognise a particular student’s style and competence, for instance in a foreign language, allowing to discover the fraud. 

Both learning situations, face-to-face and e-learning, pose challenges as concerns diminishing cheating attempts. Numerous researchers suggest cheating is more a result of individual characteristics of a student, their cultural background  and general learning environment than of access to the Internet and its vast database (Liebowitz, Frank 2010, McCabe, Butterfield, Treviño 2012, Davis, Drinan, Bertram Gallant 2011, Nemtsova 2008, O’Day, Budwiak 2012, Caldarola, MacNeil 2009, Gromkowska-Melosik 2007, Chudzicka-Czupała 2013, 2014), and so electronic means of monitoring students and preventing cheating are just part of the bigger picture. Liebowitz and Frank (2010:xiii) go so far as to claim that “the matter of the potential to cheat in an e-learning environment will be resolved by technology before large traditional public universities can solve the potential to cheat in their large face-to-face classes.” Definitely, in both situations some measures against cheating must be taken, adequate to the situation.

1.4.4 Blended learning

The changes in education that are indicated here are very necessary, and very rapid from a historical point of view, but they cannot be abrupt. Hutchinson and Torres (1994) suggest in their article “The textbook as agent of change” that changes are easier to introduce and accept if they are combined with familiar settings, and given in portions. In the deluge of new approaches and ideas, a certain amount of security is required, and that security comes from what is familiar. In view of the wide gap between traditional schooling and the suddenly arising digital generation, it seems that the authors’ suggestions on implementing change are the way to be taken. 

One of the multiple ways of easing schools’ way into “world 2.0” is the model of blended learning, or b-learning in short. So far, much of the research on e-learning focused mainly on courses offered only in that form, without direct contact in traditional classes (cf. e.g. Wallace 1996; Hoffmann 2003; Lewis and Whitlock 2003; Characteristics of Distance Learning Students 2013; Deka and McMurry 2013). That is starting to change, however, since more and more universities decide to combine the two forms: face-to-face and distance learning (cf. Wallace 1996; Guernsey 1998; Bersin 2004; Deka and McMurry 2013). Blended learning, in itself, is not a new concept, yet the constant development of teaching using the most up-to-date technology seems to lead researchers to this very form as the further step in the evolution of education (Bersin, 2004). That hybrid combination contains the advantages of both forms discussed above, although it also enforces double monitoring: of potential communication disturbances or problems both in direct contact in real time and in elements of the courses conducted at a distance via the computer. But what is most important, the combination seems to eliminate the biggest problem of distance teaching: the occasional only contact with the teacher and the resulting lack of monitoring of the students’ work, progress, or potential problems.

Blended learning as such can be seen as quite beneficial for both teachers and learners, in that it contains the advantages of both direct contact and distance learning. On the one hand, it offers immediacy of contact and of feedback, allows for the students’ work to be organised, and for the teacher to motivate them. On the other hand, there is the wide range of forms and types of materials and exercises, immediate access to many additional and authentic materials, or lack of time and space constraints, that are offered by digital technologies. The form also enhances the possibilities to make the material more attractive, and the form of teaching, more diverse, as it draws on the resources of both the combined teaching forms, which in turn allows to adjust a course to most students’ learning techniques. At the same time, the model eliminates at least some of the problems occurring in teaching, most significantly much of the contact difficulties so often signalled in e-learning studies (Silverman 1999; Muirhead 2001; Voce 2007; Deka and McMurry 2013). It also allows to balance the issues of students’ self-organisation and responsibility for their own academic and professional development, so that students who need more motivation and guidance can find it in direct contact; those who are capable of organising their own work, climbing the ladder of Grow’s SSDL model (1996) towards high self-direction, are free to do so particularly in e-courses. Voce’s student survey at UCL (2007:8) shows that students themselves are aware of their problems with self-discipline and motivation, and appreciate the opportunities available in the blended model. In comments quoted in Voce’s report, students of various fields: Arts and Humanities, Engineering Sciences, Life Sciences, indicated the risk of students slacking or shifting work in e-courses for later, thus not working at all during the semester, due to problems with self-discipline and motivation. Thus, it is not a matter of individuals or exceptions, but rather a trend generally observed (cf. also Deka and McMurry 2013).

As it is, Polish universities have little say in the matter of choice. According to the Ordinance of the Minister of Science and Higher Education of 9th May 2008 changing the resolution on conditions to be fulfilled in order for didactic classes at higher education studies to be conducted using distance learning methods and techniques (as published in Dz.U. 2008 No. 90 item 551), distance learning methods and techniques cannot take up more than 60% of the total number of classes as defined for the particular fields and cycles of study, except for practical classes and laboratories. The provision applies for both full-time and part-time study modes. A commentary to the ordinance (Dziewulak 2013) further limits the number to 50%. Thus, Polish law does not allow to recognise courses conducted fully online as valid higher education studies, and so blended learning is the most obvious model to choose to implement the necessary changes in education. However, since also foreign educational institutions and researchers clearly recognise the advantages of the model (cf. Wallace 1996; Guernsey 1998; Bersin 2004; Gülbahar and Alper 2011; Deka and McMurry 2013), it must not necessarily be an unfortunate state of affairs.

Chapter 2

An Overview of Major Learning Theories 
and e-Learning Forms
There are certain learning theories which are frequently discussed and viewed as having central relevance for educational issues, and these will be briefly outlined in this chapter. Each advocates a different view on the teacher’s role and the nature of tasks most appropriate to fit the learner’s needs. In the words of Dietinger (2003:76), “In real life there is not a single theory that fits well for all situations. Which of the learning theories are best suited to a certain situation depends on the background knowledge, the learning content, subject and goal of the learner.” Particular attention will be given to their application in e-learning contexts, with consideration for particular areas of practice and levels of the learners’ competence
, and their possible contributions to e-course design. Following from the discussion, considered are definitions and classifications of learning styles and strategies, as well as their application in language instruction. The second part of the chapter presents a brief overview of e-learning in the form similar to a textbook and in the form of Webquests, considering the advantages and limitations of use of either form.

2.1 Learning Theories

There exist and constantly arise various theories concerning human learning. There is also a general trend observed within e-learning in which more and more attention is given to the theoretical basis for its pedagogical purpose, and a need for further research in that field is recommended to aid designers of e-courses (Alzaghoul 2012). Several learning theories are frequently discussed in that context and viewed as having central relevance for educational issues, also as concern e-learning design. Some of these will be outlined below. 
2.1.2 Behaviourism

The first learning theory usually considered when discussing e-learning is behaviourism, most commonly radical behaviourism presented by B.F. Skinner (Donohue and Kitchener 1998, Dietinger 2003, Mödritscher 2007, Tracey 2011, and many more.). The theoretical background of behaviourism is rooted in psychology and the linguistic theory of structuralism. In this view, learning is “a change in observable behaviour caused by external stimuli in environment” (Skinner, 1974:2). It is thus interested solely in measurable and observable data, and not in conscious cognitive processes. In linguistic terms, its major principle is viewing language learning like any other kind of learning, thus it is a process of habit formation, consisting of three steps: stimulus – response – reinforcement through rewarding the appropriate response and punishing a wrong one. The behaviourist theory of language learning leaned heavily on observations concerning L1 acquisition by babies. In a more detailed view, Ratner (1997:381) listed three kinds of learning based on the behaviourist approach:

· classical conditioning, bearing much similarity to Pavlov’s experiment with dogs, where a vocal stimulus, a word, is through repetition associated with the anticipated object and evokes the same reaction; 

· instrumental learning, based on anticipation of a rewards rather than on positive association. Language is gradually developed as a child’s production brings a positive reaction of the parents, and with time the child is required to produce more language, and more complex forms in order to evoke a similar positive reaction;

· social learning, where the learning process occurs through imitation of positive models, i.e. people the learner admires. With small children, such models are usually parents. The, similar to instrumental learning, there is a reward expected, in the form of becoming similar to the positive role model.

All three types of learning and reinforcement are present in the process of language earning in various combinations. 

Second language learning is viewed in behaviourism as a similar process, yet with the additional obstacle of overcoming habits of the native language. At first, error prevention was considered one of the main objectives, as it was expected that due to L1 habits a learner could develop bad L2 habits. That led to the development of Contrastive Analysis (Lado 1957) which was to predict potential sources of errors and thus prevent the said errors by comparing and analysing languages, mainly on the structural level. Various drilling exercises and techniques were used to lead to an automated error-free use of L2. Yet the major claim of Contrastive Analysis: prediction of all L2 errors through analysis of the native and the target language, was soon disproved in an empirical study which found that many errors had a different source that interference between languages, and many of the predicted errors never occurred (Larsen-Freeman 1994:55). As a result, predicting errors changed into error analysis, explaining the errors which actually occurred in learning. Still, drills remain as a major way of practicing correct language according to the behaviourist theory, and it also advises dividing the learning content and process into a large number of very small steps, so that appropriate responses can be shaped by frequent exercise and immediate feedback in simplified situations (Dietinger 2003).

With respect to the conditions of e-learning, what first comes to mind are Skinner’s teaching machine and programmed instruction concepts (Skinner 1958). The general idea of the two concepts was to present educational materials at the student’s own pace, which is exactly the case with e-learning, and reinforce correct responses e.g. by offering immediate feedback, which can be done by means of a key to a given task or exercise (Dietinger 2003:61f; students’ control over the pacing is also noted by Mödritscher 2007:35). Actually, early computer learning systems were based on the approach (Alzaghoul 2012:27).  

Various researchers, among them Dietinger (2003) and Mödritscher (2007) agree in several areas of applying behaviourist learning theory to Virtual Learning Environments. The content of a course needs to be divided into numerous small parts, and the parts need to be given in a particular, pre-defined order which would lead the learner along a route from easier to more difficult areas of knowledge or skills. Test, revisions and feedback are also central to the application of the idea (Dietinger 2003:63, Mödritscher 2007:28, Tracey 2011:69ff, Alzaghoul 2012:28). Tracey gives quite detailed suggestions for e-courses, e.g. verbal feedback with accompanying pleasant or buzzing sound immediately after completing a task. Repetition of tasks must be allowed as needed by the learner. 

Immediate feedback is also supposed to maintain motivation, naturally decreased by the stereotyped, drill and practice nature of tasks. Tracey (2011) advises gamification elements in linking and matching elements, such as sound and visual aids. Dietinger (2003:64) similarly advises adding multimedia, interactivity or humour in the tasks, as well as enriching the materials with access to relevant additional library resources, or instructor-led training in a blended learning model.

As has been said above, there is no learning theory applicable to all situations. When are drills to be applied? Mainly for new factual materials, in particular basic concepts, skills and facts which have to be reinforced to later allow the student to generalise and construct own ideas, and also for memorising, such as is found in vocabulary training (Dietinger 2003:62, 76ff, Mödritscher 2007:28). Any higher-order processing of information requires different methods, as shall be seen below.

2.1.3 Cognitivism

The next theory discussed here is “something of an antithesis to behaviourism“ (Holmes and Gardner 2006:81
), although not the only one
. In contrast to behaviourism, cognitivism focuses on the mind and internal processes in the brain which constitute the capacity to process information. With respect to language learning, cognitivists view  language as part of the general cognitive development of an individual. While it would be a too far-reaching conclusion to say that linguistic development depends on cognitive development, there is an clear, strong correlation between the processes. To learn and understand a word, one needs to understand the concept behind it. 

Piaget’s (Child 1981) ideas of intellectual development assumed that language was just one aspect of cognition. Cognition as such he viewed as a person experimenting with the environment and constructing their own meaning of what they experienced. Thus in language, experimenting with words, their meanings, uses and combinations, one’s own language system is built. Piaget distinguished five stages of human cognitive development, and believed they would comply with human linguistic development:

· sensori-motor stage, where a child, or more precisely an infant, experiences the world through basic senses;

· pre-conceptual stage, occurring roughly between the 2nd and 4th year of age, where a child is able to form pre-concepts based on particular instances;

· intuitive stage, also called pre-operational, where the memory and imagination come into play, ideas are formed impressionistically, and actions are starting to be internalised; that stage is believed to last until about 7 years of age;

· concrete-operational stage, where on a concrete level the child or adolescent is able to draw conclusions and perform analyses,

· formal-operational stage, the last and longest one, reaching from adolescence onwards, where the ability to analyse and draw conclusions is raised to the level of abstract reasoning.

The idea of the five stages was challenged among others by Novak (1978), who claimed the superiority of Ausubel’s (1968) theory of meaningful reception learning over Piaget’s idea. The main idea of Ausubel’s cognitive psychology is that new information is assimilated into an existing structure of concepts and propositions. In the same spirit, Novak viewed learning as acquisition of a hierarchically-organised framework of specific concepts rather than as development of general cognitive abilities. 

Yet whether the five stages of development are viewed as a basis or as a possible structure accompanying language learning, the main claim of cognitivism is that the linguistic system of the learner is undoubtedly connected with their cognitive system, and language acquisition is an active process on the learner’s part, as opposed to behaviourist view. Cognitvists stress the constructive nature of learning, where a learner constructs their own meaning from an experience. That view will also be reflected in the ideas of constructivists, as discussed later in the chapter. Cognitivists believe that the process of learning affects both new knowledge and the one already acquired. Incoming information is modified, or assimilated to fit a learner’s knowledge, and that knowledge is in turn modified, or accommodated, to include the incoming information. If any anomalies of experience disturb the equilibrium of knowledge and create confusion, it can be restored by adopting a more sophisticated, flexible mode of thought (Piaget 1970, 1985). In that view of constant modification and reconstruction of knowledge, language errors are no more to be prevented, but are viewed rather as a step in learning, unavoidable in experimenting with new information, and not necessarily something that will soon become fossilised in the form of an incorrect use of language.

That same belief in human ability to process information and constantly reconstruct knowledge leads to different teaching techniques from those advocated by behaviourists. Rather than train the right and sometimes the only right answers, cognitivism advocates developing and practicing the right methods which can be used to solve problems, as well as focuses on organising information and tying it with knowledge already possessed, in order to make it meaningful and as a result, easier for the brain to process and store (Dietinger 2003, Mödritscher 2007, Holmes and Gardner 2006). It is the cognitivists who indicate and advise focus on individual differences between learners, leading to the differentiation of various learning styles and strategies, which terms are explained in detail later in the chapter, that the learning content should at least attempt to accommodate (Mödritscher 2007:29, Holmes and Gardner 2006:81ff, Alzaghoul 2012:28).

With regard to online settings, the following recommendations can be given. The design and activities should allow for good organisation of information, including its connections with knowledge already possessed, metacognitive training, and student’s control over the learning process. Dietinger (2003:66f) advises the application of self-planning and self-monitoring tools for students, the possibility of having private collections of own annotations, links, or similar knowledge base, and access to powerful search facilities. Mödritscher (2007) and Tracey (2011:69ff) add to that an even stronger emphasis on developing and testing higher-order processing and deeper understanding, the use of real-world examples to further contextualise information and facilitate its internalisation, and focus on preventing, or at least reducing, cognitive overload. That last issue can be achieved e.g. by dividing the content into smaller units similarly as in the behaviourist view, but for different reasons, and consistent minimalist design and navigation. Smaller “chunks” also make it possible to redesign courses as needed to suit particular learner types (Alzaghoul 2012:30). Tracey insists on logical structure, rich feedback and time for reflection, while Mödritscher stresses the necessity to cater for all tastes, i.e. learning styles, by diversifying the form of activities so as to address all senses.

All those researchers agree on the use of mind maps or, in a newer form, infographics to help order key concepts
, as well as placing new knowledge in a framework allowing to relate it to existing one.

To what kind of learners are cognitivist views applicable? Mödritscher (2007) indicates that students need relevant previous knowledge to proceed to higher-order thinking. Dietinger (2003:76f) quite agrees, suggesting to apply the theory at the second and third level of Baumgartner’s scale: an “advanced beginner”, with a basic knowledge of rules, will benefit from a combination of behaviourist and cognitivist type of activities, and at the “competence” level the learner, quite independent in his own field but still guided, does best when presented with activities constructed according to the cognitivist and constructivist view. The latter of the approaches is discussed below.

2.1.4 Constructivism
The last of the three major views on learning theory (Dietinger 2003:41, Mödritscher 2007:30f, Alzaghoul 2012:27, Holmes and Gardner 2006) is constructivism. Its name derives from the idea that a learner constructs new knowledge in the learning process, rather than having it simply transmitted and then memorised. Since learners’ mental structures and personal experiences are different, data is received differently by each of them, and differently transformed. Transformed it must be in order to assimilate it with the existing structure of knowledge (Dietinger 2003, Mödritscher 2007). 

Thus the theory bears much resemblance to Piaget’s theory, which gave rise to cognitivism. It is true that his theories have shaped the foundation also for constructivism. Yet, although the cognitive theory recognises the importance of mental processes in making sense of the information presented, as opposed to behaviourism, there is still the presupposition that the learner’s role is primarily to assimilate what is presented by the teacher. Constructivists, in particular the social ones, view learning as a more active experience, and one that includes collaboration with others in constructing new meanings. They stress the importance of placing new information in context and the significance of social learning (Dietinger 2003, Holmes and Gardner 2006, Mödritscher 2007, Tracey 2011, Alzaghoul 2012).
Two main streams of the theory can be distinguished: 

· cognitive constructivism, focused more on how an individual understands information, based on developmental stages and also individual differences such as learning styles, which are discussed in more detail further in the chapter; such views were promoted e.g. by Bruner (1966, 1973) and Piaget (1970);

· social constructivism, with additional emphasis on how meanings are constructed in and as a result of social interaction; the major theorist of that approach is Vygotsky (1978).

Jonassen (1994) listed eight characteristics which both approaches have in common:

1. The learning environment allows multiple representations of reality.

2. Multiple representations help avoid oversimplification and reflect the complexity of the real world.

3. Knowledge construction is promoted, as opposed to knowledge reproduction.

4. Emphasis is placed on authentic tasks in a meaningful context rather than abstract instruction out of context.

5. Real-world settings or case-based learning are preferred over preplanned order of instruction.

6. Thoughtful reflection on experience is encouraged.

7. The learning environment should "enable context- and content- dependent knowledge construction."

8. Supported is "collaborative construction of knowledge through social negotiation, not competition among learners for recognition."

The major difference between the two views is, as has been indicated, emphasis on the collaborative, social nature of learning and the cultural context. In Vygotsky's (1978) view, social interaction plays a fundamental role in the development of cognition. That point is particularly focused on by Holmes and Gardner (2006), who term the theory “socio-constructivism” and offer their own subdivision of communal constructivism, in which students construct their knowledge as result of experiences and interactions with others and can later contribute the gained knowledge to a kind of common base for the benefit of other learners (Holmes and Gardner 2006:86).

One of the main ideas within social constructivism is Vygotsky’s (1962) Zone of Proximal Development (ZPD). He observed that interaction with a more knowledgeable person helped learners achieve better results than on their own, even though the interaction did not consist in instruction but in collaboration. The conclusion was that the range of skill attainable with interaction with adults or peers exceeded what could be achieved on one’s own. In ZPD theory, three levels can be distinguished: that which is already familiar, that which can be done with help, and an area of abilities beyond the learner’s reach at the given moment.
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Figure 1. The Zone of Proximal Development (based on Vygotsky 1962).

In terms of class instruction, any approach within constructivism enforces a particular kind of work. Since there is no absolute knowledge, just a person’s interpretation of it based on past experiences, personal views, and cultural background, and since students’ own constructs of the world will be different, teaching styles move to a more student-centred approach. It is the learner who selects information, constructs hypotheses, makes decisions, and the teacher is more of a guide, who helps and encourages the learner to discover the world on their own terms. 

The main activity in a constructivist classroom is solving problems, best in collaboration with others. Authentic tasks are advocated in order to help contextualize learning. Students ask questions, investigate a topic, and use various resources to find answers and solutions, while the teacher can facilitate their discoveries by providing useful resources and ensuring a level of work at which the learner is able to build upon and gradually expand what they have already learned.

With regard to the recently emerged electronic teaching tools, it might be worth quoting Brooks (2004: para7-8), and her claim that “we [don’t] need to look at the computer explosion in terms of its access to information as the link to a better educational experience. But we can look at the computer explosion as a mechanism by which students can express themselves, by which students can create new knowledge, and use computer tools as a, as a way of expressing their new creations. I think the question is, how can students use technology to answer the questions that they are posing for themselves . Once the student has the question, the constructivist teacher will endorse any type of technology that will help that child answer his or her question.”

Thus constructivist ideas easily find reflection in the suggestions for e-courses presented by the researchers. Most stress the role of student’s control over the content, e.g. in the form of free navigation, with the navigation menu always at hand (Tracey 2011), as well as the need to allow students to act upon their own ideas and previous experiences in the learning process and choosing their goals and activities. The issues of collaboration and discussion are also strongly present. Dietinger (2003:72) advises the use of various collaboration features, as well as features enabling communication, be it synchronous or asynchronous. Tracey (2011) supports the argument, extending communication practice to the generally understood workplace. He goes further, suggesting that the student might attempt to undertake the learning at their place of practice or work. Again, Dietinger (2003:70ff) indicates quite the same direction of extending learning as such beyond school and classroom. He argues that incidental learning (the term coined by Lankard in 1995), when the student focuses on the goal rather than the process and thus learns “by the way”, quite unaware of it, gives better results than focus on learning itself, which is termed intentional learning. The purpose can be served by putting the task in specific contexts, using real-life examples (Mödritscher 2007, Tracey 2011), or as said above, extending the learning process to real-life situations at work. Also, indirectly, that extension and contextualisation can be achieved by encouraging students to use and work with alternative sources of knowledge, whether in printed form or in the human form (Dietinger 2003:71). For that, Dietinger advocates the use of powerful search facilities and bases of libraries or glossaries in e-courses. Reflection on the learning process should be encouraged, as well, despite the tendencies towards incidental learning, in order to promote and develop meta-cognitive skills in students (Dietinger 2003, Mödritscher 2007). 

While generally viewed as highly fitting in e-learning contexts, the constructivist approach is much more challenging for students, and thus not applicable in many situations, lest the designers wish to see a high drop-out rate in their e-learning courses, or a sudden increase in F grades in blended learning cases. It is definitely of no use for learning totally new material, or for groups of students who expect to be told what to do, how to do it, and when to do it. In fact, a vast number of students expect just that. It requires high capability for self-directed learning, as well as some proficiency in the area of interest (Dietinger 2003, Mödritscher 2007). “Proficiency” is the key word also for Baumgartner, as cited by Dietinger (2003:77f). Although he suggests introducing some constructivist tasks in the middle, third level of his classification, it is the last two: Proficiency and Expert, that depend wholly on constructivism as concerns course design and activities. A similar “grading” is presented by Alzaghoul (2012:29): “Behaviorist strategies can be used to teach the facts (what); cognitivist strategies to teach the principles and processes (how); and constructivist strategies to teach the real-life and personal applications and contextual learning.”

2.1.5 Connectivism

As has been stated, the three learning theories: behaviourism, cognitivism and constructivism, are commonly seen as the major ones in education. However, a new one might be emerging as of now. More place will be devoted to discussing it, since it is only emerging and gaining shape. 

The reasons for the appearance of a new theory are several, but all related to the current technological progress. Siemens (2004), the author of the new concept of connectivism, argues that the said three major learning theories have been developed when education was not provide via technological means, and those have seriously altered the conditions in which instruction or training is provided. In his view, the instruction environment in fact changed so much that Siemens felt the need for an entirely new approach. He was concerned that the existing theories did not address the issue of certain cognitive processes being performed by machines, like retrieval of information, or maybe even more importantly, the issue of the value of information. The rise of the digital generation, the increased mobility in the labour market, and also the chaotically, randomly arranged vast body of knowledge, easily accessible, have all put their mark on the current reality and also on the way people learn (Siemens 2004, Kop and Hill 2008). Knowledge is no longer a complete product to be bestowed upon the learner and internalised, to then be acted upon in future career. One point is that knowledge itself is changing and growing much more rapidly than ever before. According to Siemens (2004), the amount of knowledge in the world doubled between 1994 and 2004, and has since been doubling every 18 months. That puts in question the ability to learn something completely, to get a full grasp on a subject. Rather, a person needs to be ready to alter their mental model of a subject at any time, and willing to put in effort to keep abreast of any new developments in the field.

Another point is the career model of today. No longer do people expect to have the same job throughout life. It is much more likely to move into various fields throughout one’s professional life, fields which might or might not be related. That means learning anew. 

Both the issues indicate the need for life-long learning. Technically, a vast base of knowledge is at hand in various people and in technological devices. However, particularly in the increasingly common-day reality of the World Wide Web, this knowledge is in no way arranged in a logical, linear, related manner, or filtered through to ensure accessing reliable, verified information. Siemens deems it a meta-skill to be able to find new information quickly in order to remain up-to-date or to change a job, for instance, and evaluate is as good or useful, or not. Thus, learning consists not so much in having knowledge as in being able to find information as needed. “Our ability to learn what we need for tomorrow is more important than what we know today.” (Siemens 2004) The chaos greeting any searcher for information is, however, not viewed as utterly random collection of data. Quite the contrary, in Siemens’ view, it does have some sort of patterns in it, although complex, hidden and not easily predictable. The key to learning is recognising those patterns and connections, hence the term connectivism, as they appear and shift. 

Out of the principles of connectivism, as given by Siemens in his article, there are several which translate directly into e-course design. Technological means are treated as storage of information; the goal is keeping one’s knowledge accurate and up to date; learning consists in seeing connections between fields, ideas, and concepts, adapting to changes in the understanding of a subject, and critically assessing the information found. 

Sawiński (2010) summarises the major postulates of Siemens (and Downes) in a tabularised overview, compared to the traditional instructional principles. Some of this comparison is reminiscent of Bloom’s taxonomy, discussed further in this Chapter. 

Table 2. Comparison between traditional and connectivist views on education

	Traditional teaching
	Connective teaching of tomorrow

	Remembering facts, dates, details
	Connecting with information principles

	Understanding processes and phenomena
	Collecting knowledge in devices

	Shaping concepts
	Seeking and finding knowledge

	Practicing skills
	Creating and maintaining connections

	Solving various theoretical and practical tasks
	Noting relations between areas, ideas and concepts

	Gaining own experience
	Critical thinking

	Solving sample tests
	Selecting learning content and independent decision-making 


Source: adapted from Sawiński 2010

The issue of critical thinking is emphasised particularly with such easy and unrestricted access to information as is possible in the Internet. It also resurfaces in the discussion on 21st century skills, as shown below in 2.1.6. In most cases, a tutor is needed to aid critical assessment of sources by students. Kop and Hill (2008:10) indicate that in various studies “nearly all students preferred the help and support of the local or online tutor to guide them (…), to validate information, and to critically engage them (…)”. As a matter of fact, independent, critical thinking assumes a high level of autonomy in a learner, which is not the case with all students, as it is a challenging skill. Many people do not have this kind of autonomy in their learning. 

With a view to the description above, several general design tips may be given for e-courses based on the connectivist view. Since information must be accessible to keep up to date, further learning resources must be given to supplement a course. Tracey (2011) adds to that social networking and bookmarking tools, as other people are stores of useful information and of learning, as well. Teacher’s help in the form of explanations is encouraged, to guide the learner through the course and help recognise meaningful patterns within the provided information. 

2.1.5.1 Comparisons and controversies 

In comparisons of connectivism with the established learning theories, most focus is given to constructivism. Downes (2007) and Kerr (2007a) indicate that in both connectivism and constructivism knowledge is not an object which is acquired, and in both views the learners need to construct their own mental model individually, according to their own characteristics and predispositions. On the other hand, Siemens (2004) indicates that while constructivists believe that meaning is created by the learner, connectivists believe that meaning already exists and the learner’s task is to see and recognise hidden patterns rather than construct them.

Several researchers argue, however, than not only connectivism lacks the features of a theory proper, it does not introduce any new views or principles. Kerr (2007a) claims that the existing theories provide sufficient support for educational activity even in the technologically advanced world of today. Verhagen (2006) quite agrees in stating that people basically learn as they used to, and only adapt to the changing technological circumstances. Kerr indicates that connectivist principles can be found in former theories, e.g. in Vygotsky’s social constructivism, Papert’s constructivism, Clark’s embodied active cognition or communities of practice. Yet he also recognises the failure of any of the learning theories quoted to sufficiently explain the issues of higher order thinking, for he does not see knowledge itself as an equivalent to learning (Kerr 2007b). 

Miller (1993) states that connectivism still lacks the support of empirical research literature. It might very well be that the idea can be assessed only after more years have passed, and it has been tested against various doubts and questions. Kop and Hill (2008) in their examination of the theory and the discussion around it express the belief that Siemens’ concept cannot really be called a learning theory in their own right. However, it does provide sound ground for developing new pedagogies, and raises justified questions in the quickly altering reality. They quite agree with Miller that more observations and more research are needed.

2.1.6 Skills for the 21st century 

Whether or not connectivism is viewed as a learning theory in its own right, it does focus on the challenges of today’s world and the resulting need for certain skills. In fact, real world context and information processing abilities have already been within the focus of social cognitivism and constructivism. Students in a constructivist classroom learn to question things and solve authentic problems presented to them. Moreover, constructivism promotes social and communication skills and emphasizes collaboration. Such features are essential to success in the real world, where people have to cooperate and move among many ideas and much information from others. In that context, it is only natural to discuss what has been termed 21st century skills. Although the need for such skills has been indicated earlier, as stated above, the taxonomies of 21st century skills are dictated largely by the appearance and development of the Web. Younger and younger students are going to need critical evaluation skills in order to be able to assess the quality and reliability of sources, not to mention cultural sensitivity and the ability to cope in a multicultural, mixed society.

Many such sets of skills have been developed and discussed. Sysło (2009), for instance, lists what he sees as the major 21st century skills: problem-solving, decision-making, critical thinking, communication and collaboration, intellectual curiosity, seeking, selecting, ordering and evaluating information, using knowledge in new situations, integrating technology with one’s education and development.

Anderson (2001) modernised Bloom’s taxonomy of thinking behaviour important to learning outcomes. While she retains the division into 6 major categories, she changes the last two from Synthesis and Evaluation to Evaluating and Creating. Such categories are also focused on in other taxonomies, among them the 6 core technology standards for students as given by the International Society for Technology in Education (ISTE).
Jones (2010), similarly to Bloom and Anderson, sees the higher thinking skills as only part of the whole set required to function well in 21st century world. He distinguishes four major categories: 1) basic skills, which include reading, writing, maths, speaking, and listening; 2) thinking skills, such as creative thinking, problem solving, decision making, visualisation; 3) people skills, focusing on social contact, negotiation, leadership, teamwork, cultural diversity; and 4) personal qualities: self-esteem, self-management, responsibility. In the context of learning languages, the first category is of major importance, since the skills ensure proper understanding and communication. The second category is most focused upon, as has been indicated above. The last two categories, even though important, are more difficult to develop online, and thus e-learning usually only touches upon them or focuses entirely on the first two skill sets.

Whatever the taxonomy, the skills of the 21st century need to be somehow incorporated into the educational system, which issue is currently of great interest to researchers. New ideas and systems ought to be developed to help ease students into their adult life rather than hinder them. Well designed e-learning might be one of the tools to naturally aid such a system, as it allows to develop the key information processing skills, as well as promotes autonomy of learning.

2.1.7 Learning styles

The concept of individualised cognitive styles, or learning styles originated around the 1970s (Pashler et al. 2008, Rausch 2000), although earlier attempts are indicated in that century, and some argue that they were noted much earlier. After all, somewhere around 334 BC, Aristotle noticed individual differences in young children, saying that “each child possessed specific talents and skills” (Osborn 1975:8). However, research in learning style, their models and typologies have developed mainly during and after the 1970s, after cognitivist theories awoke renewed interest of researchers in the concept. 

The subject of learning styles is a broad one, the discussion worthy of thick volumes. Since it is not the main aim of the thesis to consider various theories of learning styles, their development and possible controversies, it is not the author’s intention to discuss here all the proposed learning styles models, classifications and distinctions in detail. Rather, the aim of this section is to present the general idea of learning styles, their various aspects, as well as their overlapping in certain areas, and mainly their application in education, in particular in e-learning.

2.1.7.1 Definition

How is a learning style defined? There are several researchers that could be quoted on that. It is the overall pattern that gives general direction to learning behaviour, according to Cornett (1983, p. 9), “the biologically and developmentally imposed set of characteristics that make the same teaching method wonderful for some and terrible for others” (Dunn and Griggs, 1988, p. 3), the general approach to learning a language or anything else (Oxford 2003), the “more or less consistent way in which a person perceives, conceptualizes, organizes and recalls information - influenced by genetic make-up, previous learning experiences, culture and society” (Thomas 2013), or, in a very general definition, an overall approach to learning and the environment (U.S. Department of Education 2007), which is a “blend of cognitive, affective, and behavioral elements” (Oxford and Ehrman, 1988).

Thus, a general, multi-faceted character of assimilating information and impact of certain predispositions seem to be the major features of what is called a learning style. However, in the discussion on the concept, the idea of an inherent and dominant learning style (cf. Willing 1988) is countered more and more often with the argument that learning styles “operate on a continuum or on multiple, intersecting continua” (Oxford 2003) that goes back to Carl Jung’s theories (Whitehead 2005) of merely relative predominance of one style among many within an individual’s nature. In his criticism of the idea, Whitehead goes as far as to compare the identification of one’s style to being a mere snapshot of a particular instant in life, or even just the particular stage of development in their thinking patterns and abilities, which are expected to change with time
. That discussion is quite important when it comes to forming educational concepts and structuring concrete lessons, as will be seen below.

It is generally agreed that adjusting instruction to students’ preferred learning styles is a good way to help them learn, therefore many researchers have taken interest in that topic. It still, however, involves some controversy. Manochehr (2006) argues that learning styles are irrelevant in traditional face-to-face instruction, while admitting their need in e-learning. Whitehead (2005) is wary of too great a focus on the adjustment of instruction to particular students, arguing against the possible limitation to the student’s own development which he sees as an evident matter. Similarly cautious views are expressed by other researchers, who advocate combining various teaching techniques in instruction to be able to better cater to the students’ needs and help them extend beyond their original style preferences (Sidman and Jones 2007, Oxford 2003). In practice, offering instruction for a range of learning styles is the more justified that catering to each student’s particular style in class made up of a dozen or two dozen people would be simply impossible, or would narrow down instruction time to irrational proportions (cf. Whitehead 2005, Gajewski 2005). Besides, as has been mentioned, student’s learning style or styles may well develop over time. 

Development also concerns the classification of the styles. Gajewski (2005) lists seventeen selected learning style models. Kanninen (2009) gives the number of as many as 71 identified ones, but at the same time an examination of Coffield et al. (2004) of 13 of those has indicated how few met the criteria defined by the examiners as crucial to recognising the particular models as valid and reliable. It is commonly agreed that more research is still needed in the field (e.g. Oxford 2003; Gajewski 2005; Kanninen 2009; U.S. Department of Education 2007), which shows how complex this area is and how great interest it enjoys.

2.1.7.2 Classifications

In this section, a few of the above mentioned models and classifications of learning styles are briefly discussed. One of the most common divisions of learning styles in the Visual-Auditory-Kinesthetic model (Kanninen 2009; Clark 2000; Jones and Mungai 2003; Cuthrell and Lyon 2007; Michałowska-Weiss 2006), which sometimes is extended to include tactile students as a separate group (Thomas 2013; Oxford 2003). Students are assumed in this model to respond best to the kinds of materials which correspond to their sensory preferences. Thus, tactile students respond best to materials they can touch and handle physically. Kinesthetic ones need the physical stimulus of movement as they learn. That may prove a difficulty in classroom, as they find it hard to sit still for long periods and need physical activity such as hands on experimentation or acting out scenes or dialogues to help them focus and remember more. A teacher may encourage them to annotate a text and write questions while reading, or to translate information into diagrams or other visual aids. Auditory students work best with spoken instructions and loud repetitions, often with some help of music. They are generally good at listening, speaking and presenting, and learn best through verbal lectures and discussions. Verbal mnemonic devices such as rhymes work well for them. Visual students prefer reading and watching what they have to learn. They benefit from charts, pictures and videos, and are good at reading and writing skills, as well as interpreting visual images or creating visual metaphors. Mind maps or colour-coding are popular ways for visual students to organise their knowledge.

As has been said, no student is entirely a visual, kinaesthetic or auditory learner, having some  features from all or most of the styles. They are also shaped by the environment in which they exist and grow. Sidman and Jones (2007) indicated that millennium learners, who grew using technology on a daily basis, were more likely to be stimulated by visual and tactile methods of teaching. Earlier, a study conducted by Reid (1987) showed that students of English as a second language varied significantly in sensory preferences based on their cultural background, with people from certain cultures favouring different modalities for learning (see also Reid 1995, Oxford and Anderson 1995)

Another, similar distinction is proposed within the Memletics Learning Styles model. It distinguishes 7 basic learning styles based on sensory, but also mental and psychological preferences: visual or in other words spatial, aural / auditory-musical, verbal / linguistic, physical / kinesthetic, logical / mathematical, social / interpersonal, solitary / intrapersonal.

Kolb’s Learning Style Inventory, developed in the 1970s (Kolb 1976), focuses more on the activities and skills employed in the process of learning. It identifies 4 learning ways on two axes: concrete experience - abstract conceptualization, and reflective observation - active experimentation. Those reflect 4 basic activities: feeling and thinking, and watching and doing, respectively. From a combination of those, 4 learning styles arise, as seen in the table below.

Table 3. Learning styles in Kolb’s Learning Style Inventory model (based on Gajewski 2005)

	
	Active Experimentation
	Reflective Observation

	Concrete Experience
	Accommodator: intuitive, ready to act quickly; ca. 15-20% of people are estimated to be in that group
	Diverger: creative, imaginative, interested in people and culture; again includes ca. 15-20% of people

	Abstract Conceptualization
	Converger: practical, deductive and focused; ca. 30% of people are expected to be Convergers
	Assimilator: theoretical, prefers inductive, abstract reasoning; ca. 35-40% of people fit in this group


Gajewski (2005) also indicates a variant of Kolb’s model, developed by the Educatieve Faculteit in Amsterdam. It differs both in the content of the test used to identify a person’s learning style, and in naming of the styles: Observer, Thinker, Decider, Doer, roughly correspondent to Kolb’s division. It must be admitted that many of the various learning style models and classifications do overlap and resemble each other in part. However, in this case there are enough similarities to count it as a variant rather than a separate theory.

Based on Kolb’s theory, Honey and Mumford (1986) suggested their own model of learning styles. It also involves different naming, but similar categories. Their Activists learn best from hands-on, challenging experiences. They prefer collaboration and the resulting exchange of ideas. Their strongest suit is enthusiasm and an open mind. Reflectors prefer listening, observing and careful consideration over quick action. They like having a large amount of information before making any decisions. That detailed information gathering constitutes their strength in that they first analyse the data in order to reach a conclusion. Theorists need to see a structured model or system to aid their learning. Such a model is then used to integrate all their observations in a network of relations, adapting the framework and their hypotheses to assimilate new data. Creating such frameworks of information is useful in solving any new problems. Pragmatists, in turn, profit from seeing clear connections between their current activity and its practical application, e.g. in their job. Thanks to that, they easily find and apply new ideas in their everyday activity (Mumford 1997).

Another commonly quoted system is Felder and Soloman’s Index of Learning Styles. Again, rather than claiming the existence of separate and strongly dominant learning styles, the authors see the classification in a system of four axes: 

· Active learners and reflective learners: active learners prefer to be active in their work with information (e.g. discussing, applying) and like group work. Reflective learners, in turn, prefer to think the information through at first, preferably working alone.

· Sensing learners and intuitive learners: sensing learners like learning facts, and prefer to see a clear connection to the real world. They are good at memorising and practical experience, they are careful and patient with details, but prefer well-established methods to surprises. Intuitive learners are more abstract and innovative in how they process information. They are also ready to grasp new concepts, possibilities relationships. Being the opposite of sensors, they quite dislike repetition, memorisation and routine.

· Visual learners and verbal learners: Visual learners remember best what they see. Verbal learners get more out of words. 

· Sequential learners and global learners: Sequential learners tend to order information in a linear fashion, with each step following logically from the previous one, and process it in the same way to solve problems. As they learn, global learners tend not to see connections until they grasp the whole picture. But once they do see the whole, they work well with information, solving complex problems or suggesting new solutions. (Felder and Soloman 1996)

Also four axes can be found in the Myers-Briggs Type indicator, created in mid-20th century and based largely on Jung’s typology of psychological types
. The axes are as follows:

· Extraversion and Introversion – the question being, which part of our world is more focused on by the learner;

· Sensing or Intuition – how information is assimilated and interpreted;

· Thinking or Feeling – on what basis decisions are made;

· Judging or Perceiving – how the outside world is viewed and approached.

The theory assumes that people have features from all the access, and in effect there are 16 possible types of learners. (Myers and Briggs Foundation 2013)

Generally noticeable is the tendency to group learning styles or preferences in contrastive pairs, which then form a continuum rather than a binary opposition. Some more such examples, often overlapping with the previously discussed ones to an extent, include:

· Field dependence or independence – field dependent learners are socially sensitive, with a holistic view of the reality at hand. Thanks to that, they are more successful in tasks involving communication and fluency. Field independent learners are more analytic and also more accurate. With their analytical skills they may be more successful in classroom conditions, with better results in grammatical and lexical areas of foreign language learning.

· Broad or narrow categorising – broad categorisers need few examples to form a rule of use. Their use of language is more fluent as a result, yet overgeneralisation is a possible problem. On the other end of the continuum, narrow categorisers require much detailed data to see a rule, which hinders their fluency, yet makes them more accurate in communication.

· Reflective or impulsive learners – reflective learners are more prone to analysis and have better results in reading for details, yet their reflective nature affects the time they have to devote to reading the text, and their general understanding of it. Impulsive learners are fast both in guesses and in the tempo of reading. While their general understanding of a text is good, they are less accurate with details.

· Convergent or divergent thinking – convergent thinkers prefer structure and clarity. In problem-solving, they fare better if there is one conventional, clear solution. Similarly, they prefer structured teaching, precise explanations, and closes-ended questions. Creativity or ambiguity are the strong suits of divergent thinkers. To solve a problem, they offer various solutions, all equally feasible. In tasks, they prefer open-ended exercises which allow them creative thinking. Interestingly, observations of several years allow the author to indicate that either a majority of students think in a convergent manner, or more likely that most learners are accustomed and trained to such a manner of instruction and thinking.

Other distinctions and classifications cover e.g. the degree of generality, i.e. global or holistic learners versus analytic ones, referential versus expressive learners, rule formers versus data-gatherers, cooperation versus competition, or even biological differences, such as biorhythms or location requirements (Nelson 1973; Hatch 1974; Oxford 2003; Thomas 2013; U.S. Department of Education 2007; Pelz, 2004; Sahin, 2007; Swan 2001). 

Noteworthy are also considerations of personality traits which may affect an individual’s learning styles. Self-esteem may have direct influence on a learner’s progress by affecting their anxiety and inhibition levels. Trawiński (2005) notes that the “connection between self-esteem and anxiety is particularly visible in a competitive classroom environment: students with low self-esteem tend to develop anxiety, which [may lead] to failure” in learning. The state of tension or stress which we term anxiety, may be a permanent or temporary condition, triggered only by certain stimuli. In relation to language learning, two types of anxiety can be seen: facilitating and debilitating one. The first raises motivation to succeed, the other robs the learner of it. Inhibition is another potential barrier. Such self-imposed restriction on one’s behaviour is a defensive mechanism aimed at protecting one’s self-image from ridicule, and grows stronger with age and with a more established self-image. The resulting restraints in using a language freely naturally result in loss of fluency. Another issue, dependent on personality and undoubtedly important in language learning, are motivation and attitude, yet their impact on learning styles themselves is less obvious. 

Regardless of the distinction and model applied, learners within one group will be representatives of many learning styles. Even one learner may represent multiple ones. While it is a sound suggestion to take those features into account to aid the learners’ progress, it may be a challenge to do so in classroom conditions. Below considered are some possibilities of achieving that.

2.1.7.3 Learning styles in instruction

As has been said in the beginning, the most plausible solution to the problem of catering to all students’ learning styles is to present the material in various ways which correspond to more than one style (Sidman and Jones 2007; Michałowska-Weiss 1996; Oxford 2003; Whitehead 2005). “Like everything else in education, a balance of approaches is needed. One size does not fit all, even in online settings.” (Cuthrell and Lyon 2007:361) Time constraints are another important issue, particularly in classroom. Such an approach may even broaden the student’s scope, thus allowing for more effective learning in various contexts (Oxford 2003; Whitehead 2005). Most, if not all styles facilitate the development of language proficiency only in some aspects, at the cost of other ones. Overall language competence is best developed with the use of various language input and various methods of instruction. Since learning styles are recognised as not being inborn or constant, it is beneficial to students to be introduced to styles with which they had little or no practice before, while still allowing them to learn according to their own style or styles.

Depending on the typology of learning styles used, various specific methods and presentation manners can be suggested. They are often proposed by a given theory’s authors themselves (e.g. Felder 1993; Mumford 1997), or other researchers (see e.g. Michałowska-Weiss 1996 for methods of engaging senses in learning according to the VAK theory). Often, interactivity and experiential learning are stressed as important elements of instruction, as opposed to the often passive reception of knowledge so common in schools and at universities (Sidman and Jones 2007; Cuthrell and Lyon 2007; Felder 1993; Mumford 1997). Group work is advocated, as is own effort in seeking answers or aids (Felder 1993; Cuthrell and Lyon 2007; Michałowska-Weiss 1996). Suggested methods of instruction range from using colourful visual aids, through the use of multimedia, to games and simulations. The more, the merrier, one might be tempted to say. 

As concerns e-learning itself, on the one hand, the current technological possibilities enable us to fit the material to each and every person, presenting it in multiple way in a rich arrangement. On the other, technology imposes certain limitations.

An added value is definitely the ease with which one can enrich any material with interactive exercises, simulations, video clips, real-time design tasks, or games. The visual and the tactile appeal to the current generation who have been growing up together with technology (Sidman and Jones 2007). Immediate feedback may also be counted among the benefits, giving the student a good picture of what still must be learned or reviewed, the immediacy of response favoured by the digital generation (Siragusa et al 2007; Bradshaw 2005). Another issue is delayed practice. Researchers indicate that practice at a delay is of greater benefit than a review freshly after learning the information (e.g. Bradshaw 2005; Michałowska-Weiss 1996), and one of the main features of e-learning is allowing the student to learn at a time he or she chooses, be it a day, a week or a month later than instruction in class, as may happen in the case of blended learning. 

However, lack of direct physical contact is a drawback. Although independent work is their top preference (Cuthrell and Lyon 2007:359), students value interactions and group activities (Pelz 2004; Sahin 2007, Swan 2001). Their need to discuss things on peer level and learn in group clashes with time requirements, as it is difficult to organise an online meeting with everyone present, and distance slows down any asynchronous groups work (Cuthrell and Lyon 2007). Yet they are finding ways to establish relations, which is an issue important also to the teacher, by e.g. including emoticons in their written communication, as a simulation of a face-to-face meeting (Bielman, Putney, and Strudler 2000). Therefore, more attention should be focused on organising group activities for those who benefit from participating in them. In this case, the blended model is more beneficial, allowing for group and teamwork in class.

2.1.8 Learning strategies

While learning styles are general, overall approaches, learning strategic are specific in their nature. A finite definition of the phenomenon is yet to be agreed on by all researchers, and necessarily broad. O’Malley et al (1985:23) defined them as “any set of operations or steps used by a learner that will facilitate the acquisition, storage, retrieval or use of the information.” Weinstein and Mayer (1986:17) see them more as “the behaviours and thoughts that a learner engages in during learning that are intended to influence the learner’s encoding process.” Rubin (1987:19) broadens O’Malley’s definition to include “any set of operations, steps, plans, routines used by the learner to facilitate the obtaining, storage, retrieval, and use of information (...) that is what learners do to learn and do to regulate their learning.” Dickinson (1987:20) attempts a broader approach, saying that a learning strategy is “concerned with actual activities and techniques which lead to learning.” According to Oxford (2003), these are concrete actions, behaviours or methods used by students for tackling specific tasks and assimilating knowledge. All definitions indicate that learning strategies are aimed at facilitating learning. Also, many definitions of strategies imply such movement toward a goal to be a conscious activity (Rigney, 1978; Bialystok, 1990; O’Malley and Chamot 1990; Oxford, 1990, 1996a).  

Learning strategies are typically discussed together with learning styles, as the two phenomena are seen as closely related, as learning strategies result in most cases from the learner’s specific learning preference, or style (Ehrman and Oxford, 1988). It must be noted that there are researchers who relate them to different conditions, such as e.g. approaches to learning, as stated by Ballard: “dominant tendencies within cultures about socially appropriate attitudes to knowledge” (1996:152). Ballard argues that there are three of those: reproductive, analytical, and speculative, all encompassing different sets of strategies. The theory, however, does not exactly oppose that of learning strategies resulting from learning styles. If anything, it complements it, as will be mentioned below.
Both learning styles and strategies are viewed as extremely important to learning and the subsequent performance, e.g. in a second or foreign language (Oxford 2003; U.S. Department of Education 2007). Interestingly, research has shown that information “about language learning styles and strategies is valid regardless of what the learner’s first language is” (Oxford 2003), which proves that those tendencies go further and deeper than the actual task at hand. What is also important, they are subject to change and development (Sidman and Jones 2007; Oxford 2003; Whitehead 2005), hence they can be shaped, trained and extended. There is actually considerable evidence that effective use of strategies can be taught (O’Malley, Chamot and Walker 1987; Oxford, Levine and Crookall 1989). 

Why the emphasis on changing them? In other words, how exactly are they useful? Definitely, more investigation is necessary to determine the precise role of learning strategies, as well as styles (U.S. Department of Education 2007), but Oxford (2003) indicates three conditions which ought to be met for a strategy to be useful: “(a) the strategy relates well to the L2 task at hand, (b) the strategy fits the particular student’s learning style preferences to one degree or another, and (c) the student employs the strategy effectively and links it with other relevant strategies.” A fitting strategy makes learning easier, faster, more enjoyable, and more effective, which includes applying it in new situations. Unfitting strategies give poor results, and may additionally cause greater strain on a learner, worse time management, as well as greater effort. It is all the more important with materials that the student works with independently, e.g. in e-learning (Rausch 2000).

It has been stated that the choice of learning strategies results from a student’s learning style. However, more factors are usually taken into account as the background for them. Ethnicity is one variable that can influence the choice of strategies (Hofstede 1986; Hess and Azuma 1991; Reid 1995). Research done with Hispanics in the US indicated that the level of proficiency affected the learner’s use of strategies: learners with a high proficiency level used strategies more often than students with low proficiency (Green 1991, Green and Oxford 1993). Similar findings resulted from research concerning Thai learners (Mullins 1992). Egyptian learners preferred metacognitive and memory strategies to cognitive strategies (Touba 1992). Cultures where students do not feel comfortable expressing their feelings, like e.g. Indonesians, Malaysians or the Chinese, avoid using affective strategies (Davis and Abas 1991; Bedell 1993). These are just some examples of many.

The relationship between gender and learning has also been the focus of many studies, and most indicate that females generally use more strategies than males (Watanabe 1990; Green 1991; Noguchi 1991; Zoubir-Shaw and Oxford 1995; Dreyer and Oxford 1996; Abou Baker El-Dib 2004; Lu 2007). Still, Oxford (1996) signalled a possibility that a greater difference between genders might lie in reporting the strategies than in their actual use. 

There also seems to be a strong correlation between motivation and learning strategy use with highly motivated students using more strategies than those who lack such motivation. Oxford and Nyikos (1989), as well as Wharton (2000) and Park (2005), all found that motivation had the most powerful influence on the use of learning strategies out of all the variables they researched, and that it was true of various nations. Thus raising motivation works towards better use of learning strategies and in effect more efficient work of the student. 

Other factors which might impact the use of learning strategies include the nature of the task, culture (see arguments on learning approaches by Ballard 1996), brain hemisphere dominance, or career orientation (Politzer 1983; Politzer and McGroarty 1985; Oxford 2003; Nambiar 2009). 

Age is yet another important factor to consider. Most studies on learning strategies with children have used data from observation, and those with adults relied on self-report. So far, although definite differences have been indicated, findings from various studies do not point to a clear indication of the way and extent in which age impacts the use of strategies. Yet the age conditioning seems to be true not only for the difference in how a child and an adult process reality, as Griffiths (2003) found a significant difference between frequency of strategy use between advanced level students and elementary level ones in a study including learner of a wide age range and of several nationalities. 

It is clear to a logical mind that language learners at all levels and ages use strategies, some more, some less effectively. Proficiency in a subject is one of the most often cited reasons for efficient use of strategies (e.g. Pressley and Burkell 1990; Oxford and Ehrman 1995; Dreyer and Oxford 1996). While some learners are not fully aware of strategies they use or such as might be most beneficial for them, and thus use them in a random, unconnected, uncontrolled manner, more proficient learners appear to use a wider range of relevant strategies in a greater number of situations more systematically and effectively (Abraham and Vann 1987; Chamot et al. 1996; U.S. Department of Education 2007). That may result from the level of mental maturity. Bradshaw (2005) give the example of novice reasoning employing “concrete principles grounded in sensory experience whereas expert reasoning is free to follow more abstract paths.” (Compare also Whitehead 2005 for his criticism of learning styles as opposed to thinking capabilities.) 

Ballard (1996; see also Thomas 2013) indicates another facet of the issue. She juxtaposes the reproductive, analytical and speculative learning approaches, suggesting that the first one is something regularly practiced in Western secondary education, and more broadly and strongly in many non-Western societies; the second typifies undergraduate education; and the third is a feature of postgraduate education.
 Other researchers indicate differences even at a shorter time span. Sidman and Jones (2007) quote a survey by Kiewra from 1985, where first-year college students did worse at a specific task such as note-taking than their older colleagues. Siragusa et al. (2007; Hutchinson and Torres 1993) also indicate that things are different for 1st year students at undergraduate studies and for post-graduates, e.g. at doctoral studies, as concerns strategies used. This study will also look into the relation between the age of respondents and their results, in order to establish the actual impact of that factor in a sample of few years’ span. 

2.1.8.1 Classification

Various typologies were proposed by Naiman et al. (1978), Rubin (1981), O’Malley and Chamot (1990), and Oxford (1990), who published the most comprehensive taxonomy to date. O’Malley and Chamot suggested three categories of learning strategies: metacognitive, cognitive and social, also called affective. Metacognitive strategies executive skills of higher order, and may include:

· planning of either specific tasks, as in listening for key words, or of the organisation of discourse;

· monitoring one’s attention, comprehension of information, or production as it is delivered;

· evaluating comprehension, own production or general progress.  

Cognitive strategies  are easily the largest group. They concern actual work on the material to learn, processing it to facilitate learning. They include: 

· rehearsal of data;

· mental organisation of data such as words or concepts;

· inferencing to guess the missing parts or meanings, or possible outcomes;

· summarising to organise and ensure the data has been retained;

· deduction;

· visual imagery to help understand and remember new information;

· transfer of linguistic knowledge the learner already has onto new information to help remember it or solve a problem;

· elaboration, seen as recombinating new data into new wholes.

Social/affective strategies involve: 

· interaction with others in the form of team or group work, or by asking questions or asking for additional explanation;

· anxiety reducing or self-encouragement activities.

However, it is the classification of learning strategies developed by Oxford also in the 1990s and strongly related to that of O’Malley and Chamot which is the one most often used and quoted (Rausch 2000, Oxford 2003, U.S. Department of Education 2007, Thomas 2013). It which combines the findings of various researches and distinguishes between two strategy orientations and comprises 6 major categories of strategies in total, as briefly shown below: 
1) direct learning orientation, concerning identification, retention, storage, retrieval of information:

· Cognitive - strategies for linking new information with existing structures, reasoning, analyzing, classifying and summarising the information,

· Memory-related - strategies for entering new information into memory storage and retrieving it when needed. These may include grouping, imagery, rhyming, etc. With a greater body of knowledge assimilated, those strategies might lose in significance (Oxford 2003) as compared to beginning learners,

· Compensatory - strategies such as guessing, using synonyms or gestures to overcome deficiencies and gaps in one's current knowledge,

2) indirect learning orientation, concerning learning process management, as well as managing emotions or attitudes:

· Metacognitive - techniques for organizing, focusing, and assessing one's own learning, monitoring errors, as well as consciously searching for practice opportunities,

· Affective - strategies for handling emotions or attitudes, anxiety reduction, self-encouragement or self-reward. Here Oxford again indicates a decreased need for use of those strategies with a growth in proficiency,

· Social - strategies for cooperating with others in the learning process such as e.g. asking questions.

Too much emphasis may currently be placed on metacognitive and cognitive strategies alone (U.S. Department of Education 2007), while other strategy types might be very useful, as well. For instance, community plays an important role in courses, also those conducted online, even though group work might be one of the most difficult aspects in distance learning in terms of organisation (Cuthrell and Lyon 2007). Cuthrell and Lyon also indicate what they call independent strategies, which are clearly a top preference for distance students, even though group interactions are valued, and strategies related to technology use. Based on Oxford’s classification, Rausch (2000) gives a comprehensive, clear, structured menu for language learning strategies, showing that more than just one type of strategies is needed for effective learning. Below an example for language structure learning out of his Simplified Language Learning Strategies (SLLS) Approach Menu.
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Figure 2. Language Structure orientation within the SLLS Menu Approach (based on Rausch 2000).

Research within the field of learning strategies is by no means closed. In fact, that area of research has faced much criticism in the recent years and as a result faded in intensity, as noted by Rose (2012). Models of self-regulation appear (Tseng, Dörnyei, and Schmitt 2006), the concept referring to the processes the learner uses to exercise control over their learning, but the term itself also causes debate as it is used variously by different researchers (Cohen 2007). There are obvious connections that link both learning strategies and self-regulation, as they share the concepts of independent learning, learner-centeredness, and the raising of the learner’s awareness needed for them to become responsible for their own learning (White 2008). Learning strategies research in general, and Oxford’s taxonomy of learning styles in particular have been criticised for overgeneralising without much consideration for the language learned or the broad learning context, and for an inappropriate questionnaire which lacks in terms of research criteria. Yet until a new comprehensive model emerges, the ones proposed above seem to give a good sense of direction and organisation in planning courses tailored to students’ needs and helpful in facilitating progress in learning.

2.1.8.2 Learning strategies in instruction

The acknowledged link between strategic competence in language learning, learner autonomy and successful outcomes is a powerful argument for bringing together state-of-the-art research into the theory and practice of language learning strategies in learning environments that do not rely on the physical presence of the teacher. (Hurd and Lewis, 2008: xii)

Knowing what learning strategies are, their distinctions, and their usefulness, there returns the question of how they can be shaped and trained. “When left to their own devices and if not encouraged by the teacher or forced by the lesson to use a certain set of strategies, students typically use learning strategies that reflect their basic learning styles” (Oxford, 2003). That implies a preferably consciously applied influence of the teacher and/or material to stretch the spectrum of a student’s learning strategies (cf. also Whitehead 2005). Various researchers have made multiple suggestions as to the possible actions which can be taken for that purpose.

Bradshaw (2005) indicates “connectedness” of knowledge as an important factor aiding the assimilation of information by forming clear links. And although students prefer passive instructional strategies for their ease and convenience (Cuthrell and Lyon 2007), they do benefit from processing the material in various ways, the more varied, the better (Michałowska-Weiss 1996). More interactive strategies lead them to “overall Aha moments” (Cuthrell and Lyon 2007:361), and even when working independently, they ought to be encouraged to reflect on the material, ask and answer questions, processing it in their original, individualised ways rather than sticking to the particularly unhelpful, thoughtless rote rehearsal (Thomas 2013; Bradshaw 2005; Michałowska-Weiss 1996). In the case of learning languages, drills are unavoidable for beginners, but with more knowledge, students should be encouraged to link what they learn and what they already know in a growing number of useful strategies (see Memory-related strategies by Oxford as given above).

Repetition itself ought not to be banned. What is more, repeated practice at a delay of a day or a month is claimed to be beneficial for students (Bradshaw 2005; Michałowska-Weiss 1996). In that way, they can monitor what they have learnt and what needs to be reviewed. The role of feedback is invaluable in such instances, particularly as concerns instruction and learning at a distance. Feedback is natural and immediate when in real-time classroom. E-learning needs to be structured thus as to provide that feedback to students regardless of the teacher’s presence where possible, usually in tasks with clearly defined sets of possible correct solutions, and allow them to monitor their own progress and review material which causes problems. Although testing a student is actually deemed very good learning practice, there are certain benefits e.g. in a blended learning model to treating e-learning materials as additional exercise rather than tests (Bradshaw 2005).
“Ultimately, the strategies which learners make the most use of and those which yield the most benefit are not necessarily those which reflect the best fit in terms of the learning objectives. Rather, those which prove popular with students and bring tangible results are ones readily adapted to their learning level and disposition” (Rausch 2000). Although not phrased with respect to cheating, the statement does in fact correspond well to what was indicated in that regard by Bradshaw in a publication of five years later. He gives three main reasons advocating the use of e-learning as exercise rather than testing: authentication, key availability, and motivation. In a face to face examination, student’s identity is normally established without a doubt (telc Examination Regulations 2014, Examination Guide for LCCI Centres 2008). That is not fully doable online with current authentication possibilities. It has also been indicated before that automated feedback  is applicable mainly to tasks with a limited number of solutions. An organised group of students can establish the list of possible answers in a relatively short time. As with the previous problem, establishing the fact that someone cheated is difficult at best. Some consolation is the fact that in the long run, students who use that kind of illegal help do not learn the material at all as a result, and ultimately fail in tests or are caught cheating, employing the strategy which has brought them “tangible results” before, but on detecting is likely to result in things more dire than simply failing. It is connected with the third argument of Bradshaw against using e-learning for testing: when faced with an examination and a resulting grade, which will then influence their study course, students might be motivated or perhaps should it be termed: tempted, to inflate their scores with the use of various strategies of action, also such as do not involve learning, among them cheating. 

Sadly, the above situations cannot be avoided. On a more optimistic note, they can be limited, as has been discussed in section 1.4.4.3. One option is to favour exercise over testing in e-learning materials; another, to clearly and repeatedly indicate the various dangers resulting from attempts to cheat. Close monitoring could be listed as the third option, with the experience of various teachers, including the Author, proving its effectiveness if applied systematically and strictly from the start. When cheating is not a safe and beneficial option anymore, most students see the advantages of directing the effort into strategies which better fit the learning objective, and as has been stated above, they can be offered and taught a wide range of such strategies to choose from.

2.2. Facets of e-learning

In search of good practices and helpful templates, two main forms of e-learning have emerged. One resembles a traditional textbook format, with materials to use and exercises to do based on those materials. However more varied it may be in comparison to a traditional printed book, it follows similar patterns, therefore it is termed here an e-textbook. Another possible and popular form are Webquests, which focus perhaps more intensively on the use of online resources. The two forms are briefly discussed below, with both their advantages and limitations considered.

2.2.1 E-textbooks

The discussion on textbooks themselves, their forms and utility has been ranging on seemingly forever, or at least since textbooks were invented. However, in the last one or two decades, its intensity increased. About 40 years ago there emerged the concept of an e-book, 


and consequently, of an e-textbook (Kropman, Schoch and Teoh 2004), adding more spice to the discussion. Below shown are some excerpts from that debate, showing the evolution of textbooks and e-textbooks and the circumstances in which it takes place.

2.2.1.1 A word on the evolution of textbooks

There are a number of authors against e-textbooks as opposed to textbooks themselves, or such as propose a general no-textbook approach (cf. research by Kropman, Schoch and Teoh 2004, McNaught et al. 2003, Bradshaw 2005, Morrison 2012a, Hutchinson and Torres 1993). The discussion ranges anywhere from “No teaching-learning situation, it seems, is complete until it has its relevant textbook” (Hutchinson and Torres 1993) to “Maybe the textbook as we know it not even necessary” (Morrison 2012a). However, most courses worldwide are based on textbooks. On a more optimistic note, textbooks evolve together with new generations of students and teachers. Already back in 1993, Hutchinson and Torres studied the differences between two textbooks for the same course
 by the same author, but with different co-authors and written a decade apart. As it turned out, the first version of the book consisted almost entirely of texts, questions, and substitution drills. The younger version included the addition of an integrated video, information-gap activities, role play, further reading texts, songs, the development of reading, writing, and listening skills, games, grammar summaries, tape transcripts, and more detailed instructions in teacher's book (1993:316). Within ten years, and that still in the 20th century, textbooks have undergone a material change towards recognising the need to develop various skills using different media. An e-textbook offers even broader opportunities in that respect, as shall be seen below.

The appearance of e-textbooks, as in the general case of e-learning, resulted from technological development and the consequent social changes. Learning is a social activity, now available anytime and anywhere, and not only from teacher figures. What is more, nowadays the learner has access to tools to construct knowledge to a much greater extent than ever before. Students are accustomed to using Internet as information source to supplement or even replace the traditional printed classroom materials, and many websites offer an extensive, open and free access to various types of instructional materials
 (Kropman, Schoch and Teoh 2004; Bradshaw 2005; Morrison 2012a). In such a situation, some researches indicate that a textbook might not be needed at all, in whatever form it comes (Morrison 2012a). Yet many, if not most e-learning materials for foreign language teaching are structured like textbooks would be: with chapters containing grammar explanations and exercises, vocabulary practice, reading and listening comprehension elements. While that can be put down to teachers’ and students’ old habits and preferences of the printed matter (cf. discussion in Kropman, Schoch and Teoh 2004, Bradshaw 2005), certain advantages of the form can also be indicated, as shown below.

2.2.1.2 Advantages 

Even though the oldest of the cited publications, and quite outdated in terms of e-learning, the study of Hutchinson and Torres (1993) gives strong arguments in favour of textbooks, and those apply just as well to e-books. The key concept with the authors is change management. Since the boom started some time in the 1970s, novelties in interests, approaches, or methodologies concerning teaching languages have become “endemic”, in the authors’ words. The resulting major problem is disturbance of the world as we know it, and as a further result there appear feelings of insecurity. The paper lists conditions for effective change, for instance of the curriculum, and studies the ways in which textbooks provide the required solution (Table 4).

Table 4. Role of textbook in aiding effective change.

	Conditions for effective change
	Role of textbook

	1. Only a certain amount of change/novelty can be accommodated at a time.
	1. A textbook introduces changes gradually, within a planned, structured framework.

	2. Adjusting to change takes time and energy; in effect, the student and the teacher need support and relief from other pressures.
	2. An established structure saves work and helps manage the class. Used on a daily basis, the textbook structure provides constant support.

	3. Insecurity appears; it can be reduced by provide a complete picture of what one may expect in the future.
	3. A textbook contains a map of learning, and so provides as complete a picture as possible.

	4. The sense of security is also fuelled by support of a group.
	4. With a textbook, the individual teacher is backed by the group.

	Conclusion:

The most important requirement in the process of change is security. That results from a visible structure of the whole process.
	Textbooks provide structure, or framework, that helps organize learning and make it better and faster, “a degree of order within potential chaos” (1993:326); lessons are seen in relation to what comes before and after them on the ‘learning map’


Source: own study inspired by Hutchinson and Torres (1993)

A later study by Bradshaw (2005) is concerned already with a comparison of electronic and printed materials. In general, the discussion revolves around three concepts: concreteness of experience, connectedness, and practice. Below a few words of explanation of the terms before the said comparison is approached.

Concreteness of experience means linking a concept to direct sensory experience. The author quotes various studies which indicate that there is a clear gap between novice reasoning and expert reasoning, between how beginners and advanced learners process the very body of knowledge. Beginners think in physical, concrete experiences; advanced learners operate on a general, abstract level. The solution to that conflict of interests is to use concrete examples to illustrate a general principle.

Connectedness refers to how a piece of knowledge is related to knowledge already possessed, and such as is yet to be introduced. In other words, isolated facts are difficult to memorise. However, a condition here is having some background knowledge in order to be able to make the connections. Practice may be the most widely appreciated element of the set. Beside the choice of methods, the right timing is of issue here, as too short a time gives little, too long a break does not sustain memorising. The table below shows a comparison between printed and electronic textbooks in relation to the three issues discussed.

Table 5. Comparison of textbooks in printed and electronic form.

	Issue
	Printed books
	Electronic books

	Concrete experience
	- fixed quality of page 

- high reproduction cost, which results in description being more common than illustration and in the need for a succinct style
	- low reproduction costs, which allows to provide multiple examples/simulations

	Connectedness
	- high reproduction cost, resulting in the need to keep the style succinct
	- careful and complete style of communication, more background material, more examples

BUT it may be easy to overdo it with the additions - one can easily get lost in a hypertext maze

	Practice
	- even if planned well with respect to time, tests can have markings on questions from other students using the book earlier
	- quiz students at a short delay

- limitations of time can be easily imposed, along with automatic mixing of the questions’ order


Source: own study inspired by Bradshaw (2005)

2.2.1.3 Limitations of use

Even though Table 5 above indicates a clear advantage of electronic texts over printed ones, the same author allows for certain issues in which printed books seem to be better, most markedly no need of power supply or network connection, and no compatibility problems which may occur with various software. Kropman et al. (2004) also lists adequate system and software support among possible problems in electronic environment. Interestingly, a few of the arguments given in the studies of Bradshaw and Kropman et al., such as highlighting selected passages, “thumbing through” a publication, or readability of a text on a computer screen, have by now been incorporated into many electronic devices, many of them as mobile and portable as any book. The nine years which passed since the publication of the analysed study, although that is but blink of an eyelid in historical terms, have brought a large amount of changes and developments in this particular field. Access to tremendous amounts of free materials can be viewed in terms of both and advantage and a drawback. The cost is none or negligible, access is easy, choice in enormous, but on the other hand, all that makes people unwilling to pay for computer-based materials, although often there is no control over the quality of the materials provided free (Bradshaw 2005; Morrison 2012a; Lozano-Nieto, Guijarro, Berjano 2006). 

What unchangingly remains an advantage of e-textbooks are low reproduction costs, access to computational powers of a computer, support of various multimedia elements, constant, rapid technological development, ever growing use of electronic devices and materials by students, and ‘good old’ structure and order introduced into the educational process. 

It needs to be remembered, however, that learning materials do not necessarily have to take the form of a textbook, whether printed or electronic. There are other options, and described below is one of the most commonly seen and useful forms of e-learning materials other than a traditional textbook.

2.2.2 Webquests

In 1995, Bernie Dodge was one of the people to come up with the idea of connecting technology and education. His idea was that of creating WebQuests, and he has been implementing and improving the idea since that time, together with Tom March. In general, webquests are assignments which involve one main topic that is processed using Web resources. However, to define what exactly he had in mind when creating the concept, several definitions have to be examined.

2.2.2.1 Definition

Defining webquests can be a challenge. The term itself is a hit, used often, and overused even more often. The earliest definition, by Dodge (1997) stated that it was “an inquiry-oriented activity in which some or all of the information that learners interact with comes from resources on the internet”. In a later interview, he further stated that it was “built around an engaging and doable task”, “elicits higher order thinking”. He emphasised that “The task has to be more than simply answering questions or regurgitating what’s on the screen. Ideally, the task is a scaled down version of something that adults do on the job” (Starr 2000:3)

Based on the definitions given by the author of the webquest idea as well as various WQ training materials, Fielder (2002) developed her own working definition of a webquest:

A webquest is an Internet-based activity focusing on a central question. This question is real, relevant and frequently complex, inviting examination from multiple perspectives and requiring higher-order thinking skills. A high-quality webquest usually requires learners to transform information into something else such as a recommendation synthesizing conflicting opinions, proposing a solution that works within constraints, or taking a stance and defending it. To facilitate the higher cognition that is required, webquest designers often use scaffolding
 to assist the learners. Scaffolding tools may take the form of resource links, templates for student products, or guidance to develop cognitive skills. (Fielder 2002:5)

Not much later, a new definition of a “real” webquest was also given by March in his article “The Learning Powers of WebQuests” (2004:42):

A WebQuest is a scaffolded learning structure that uses links to essential resources on the World Wide Web and an authentic task to motivate students’ investigation of a central, open-ended question, development of individual expertise and participation in a final group process that attempts to transform newly acquired information into a more sophisticated understanding. The best WebQuests do this in a way that inspires students to see richer thematic relationships, facilitate a contribution to the real world of learning and reflect on their own metacognitive processes.

The question appears, what a real webquest is. The answer results from a comparison of the above definitions and their common ground. Three main common areas can be found in the definitions. One is the use of Internet resources for completing a task. March (2004) says in his article that some teachers stop at this point, believing to have created a webquest, while he believes it to be only the starting point. Moreover, he argues that the quality of resources must be monitored. They must be trustworthy, rich in various presentations of the information, and various views on it. Hence he encourages the said scaffolding as assistance to learners in choosing resources, particularly when they are still unused to critically filtering Web content.

The second common area is higher order thinking. Dodge and March argue that it is a critical component of webquests. Hence also March suggests resources with a variety of opinions and representations. With some tasks and questions, the learner is able to produce a result, be it an essay or brochure, or poster, which does not require anything more than the infamous copy-paste procedure, so happily used by students and so highly ineffective. In order to be internalised, information needs to be processed and transformed in the learner’s mind in order to produce new understanding of a given issue. In March’s view, this can later lead to a greater understanding of metacognitive processes of one’s own mind, and richer and more extensive perspective on various interrelated disciplines.

The third area on which the researchers agree is relation of the given assignment to real world situations. Working their way through an assignment that is rooted in reality and may be posed before them in one or other form, students are more likely to see the application of the given knowledge or skills, and find frequently more satisfaction in completing an authentic task. 

2.2.2.2 Form

Dodge (1997) has suggested a general design template for webquests, which can be made more detailed when considering one of the 21 design patterns he has defined (Fielder 2002). The general template involves six main parts:

1. The introduction gives the scenario for the webquest, provides background information, and the main question to be answered. It is written with the student as the intended audience, with the purpose to prepare and also hook the reader.  Warm-up activities can be included as required.

2. The task can have various forms, but needs to be one and the same for the whole webquest, and require the learner to process and transform the information they gather throughout the activity. It “provides a goal and focus for student energies and it makes concrete the curricular intentions of the designer. A well designed task is doable and engaging, and elicits thinking in learners that goes beyond rote comprehension” (Dodge 1999: para 1). In the same place, Dodge lists several kinds of problems and scenarios which can be used in creating tasks. The section should also give a clear description of the end result of the learners’ activities.

3. Process outline, which shows learner the way or ways in which they can achieve the expected results. The process should ideally be given in clearly described steps, from the activities which need to be performed before starting, through the organisation into parts or roles, to activities themselves. This section may also contain potential deadlines and directions or resources helpful to perform a specific task in one of the steps, such as brainstorming skills, or interviewing process, etc. 

4. Proposed next is a list of resources, sometimes suggested also in the process part (see No. 3 above), pre-selected in order to maximise the experience with the topic and prevent aimless, time-consuming surfing over sites of little value, or completely unrelated. Many such resources are embedded in the webquest document itself as links to information online. Those may include web documents, video or audio files, searchable databases on the net, books and other documents physically available to the learner, or even contact to experts in the field. This section may also include information on the required hardware or software, as well as any templates or aids such as mind-maps which the learners could find useful for gathering or presenting information to the group.

5. Evaluation criteria should make grading aspects clear. Fielder (2002) notes that this part has appeared the latest in template development. It should be clear what exactly is evaluated, against what criteria and by whom, particularly if the grade goes beyond the teacher, as in a peer reviewed project or presentation. The information can include an explanation how the grades are counted or averaged.  

6. The conclusion summarises the accomplishments following from the webquest, either in the form of skills, knowledge, or a particular product. It prompts reflection over the task and ideally over its relevance to the student’s life or environment. The section often contains rhetorical questions to foster learning, also about one’s own learning processes and strategies, and additional links to encourage delving into the subject beyond the given lesson or task. Follow-up activities, such as individual or collaborative homework assignments to be completed in the class or outside of it, may also be part of the conclusion.

It is a good idea, and a potential lesson in copyright and netiquette to students, to include a separate list of credits and references at the end of a webquest. It can list sources of any images, music or texts used, as well as books or other analogue sources, with links were possible. The list can also include acknowledgement and thanks to anyone who helped create the webquest or provided resources. 

2.2.2.3 Advantages

The main strength of webquests seems to be their potential to activate critical thinking, also in relation to the mass of unmonitored Web resources, and thus prompt own discoveries (March terms them “the intangible “Ah-Ha” experiences”) based on the acquired data. The pre-selection of resources done by teachers helps students focus on the topic and at the same time use the tool they know best, as they move beyond their current set of skills under the teacher’s guidance. When the students’ perspectives are slowly broadened into awareness of their own learning styles and interdisciplinary relations, they are moving towards autonomous learning, with scaffolding “fading” ever more (March 2004). Being comprehensive assignments based on real-life situations, webquests also have the possibility to incorporate several learning outcomes, as well as possibly cater for diverse ways of learning that students might present (Rosenjack Burchum et al. 2007)

Webquests also fit the bill when it comes to various educational theories. Rosenjack Burchum et al. (2007) note how their structure fits Bloom’s six cognitive domains of knowledge, comprehension, application, analysis, synthesis and evaluation, as well as offers the opportunity to incorporate seven principles for undergraduate studies as proposed by Chickering and Ehrmann (1996). Fielder, in turn, analyses webquests against three unrelated learning theories: R. Gagné’s theory of instruction, cooperative learning and Lev Vygotsky’s theory of the role of social interaction in learning, and each theory finds a reflection in the tool.

As indicated by March, the open-ended questions/tasks used in webquests, when well-worded, may also eliminate one of the greatest weaknesses of unmonitored distant learning, i.e. cheating. When students are expected to process knowledge for a particular, specific task, the chances of copy-pasting lessen.

2.2.2.4 Limitations in foreign language teaching

General interest in webquests is high. March (2004) and Fielder (2002) quote numbers: well over 100,000 page views per month in 2003 for Dodge’s WebQuest Page, over two million visitors between 1998 and 2002, two new submissions to its database daily and 900 searches
, as well as 207,000 “hits” on the term webquest in Google as of 23. March 2002.

This thesis focuses on e-learning and also webquests concerning English as a foreign language. It is not the main field of study for its users, who study various unrelated disciplines. Therefore, specialised content tasks are limited in number. Still, a brief overview of just a few Google hits in December 2013 shows a large body of ready webquests to use. It must be noted that the webquests from that list have not been analysed with respect to quality or content
; only topics have been looked upon.

Four webpages have been analysed, with the results grouped into five categories: related to language as such, culture and geography, history and famous people, literature, including production of stories or fairy tales, and other topics. The latter category covered such areas as tourism, business, everyday activities, and more.

Table 6. Examples of webquests available online.

	Site
	Total number of webquests presented
	Language
	Culture and geography
	History and famous people
	Literature
	Other

	Carla* 
	47
	1
	26
	9
	2
	9

	Guilford County Schools** 
	10
	-
	1
	-
	5
	4

	www.teach-nology.com
	87
	4
	14
	4
	20
	45

	Zunal.com***
	30
	7
	7
	2
	3
	11

	Total
	174
	12
	48
	15
	30
	69


* Center for Advanced Research on Language Acquisition. The site gives links to 4 more large sets of webquests. These, however, were not analysed.

** its.guilford.k12.nc.us 

*** The search for: “Curriculum: Foreign Languages, Grade Level: College/Adult” on zunal.com has produced a total of 279 records. Those given above are just for the first page.

Source: own study

The brief and obviously largely incomplete overview still provides a certain insight into the character of language-learning webquests. The first and last site were much more language-oriented, including students of philologies or linguistics. Still, the tendency is to practice language with topics focusing on areas other than language, like tourism, business, food, cooking, etc., then with cultural issues, followed by some form of literary research. Since language is used for communication, and each and every aspect of life and science requires communication to exist and develop, language-learning webquests will naturally focus on a diverse and extensive range of topics, adjusting them to the learner’s likely experiences (as advised by March) and level of cognition.

Chapter 3

A Good Practice of e-Learning System Design 
on the Example of the University of Information Technology and Management in Rzeszów

This chapter presents the University of Information Technology and Management in Rzeszów (UITM) at which the research was conducted and describes the e-learning system that its students are using.. The university focuses to a large extent on the use of modern technology and on having a multinational academic community, therefore the research group included a large number of Ukrainians, who form one of the biggest ethnic groups at the university. The presented solutions are innovative in their full electronic association with other departments of the university, most notably the Dean’s Office, Logistics and the Teaching Department. 

The chapter presents a programme already implemented, and co-created by the author of this thesis. The programme is an integral part of the regular English language courses. Presented is a detailed description of the programme, with its various functions and mechanisms, those available to the students and to the teachers. In light of the still early development of e-learning in Poland, the description adds to the experiences of constructing such systems, planning materials and exercises, as well as helps avoiding some issues which turned out to be problematic or unnecessary. 

3.1. The University

The University of Information Technology and Management in Rzeszów has been established in 1996 by the Association of Entrepreneurship Promotion. In 2005, the Academic Consortium, which is a pioneering event in Poland, was established at the founder’s initiative. It consists of the University of Information Technology and Management in Rzeszów, the University of Management and Administration in Zamość, and the Tischner European University in Kraków. The main aim of the Consortium is to work together on improving the quality of the educational process and conducting joint research for science, social development and economy.

The main aims and mission of the University also point to the major aspects dictating its activity: society, business and innovativeness. Thus, the University mission encompasses the following activities:

1. educating students to meet the demands of information society and knowledge-based economy and to be able to create new economic, social and cultural values,

2. shaping the student’s predispositions necessary in a society of permanent transformation, to help them to maintain an open attitude to changes, innovative approach and intellectual mobility throughout their professional careers,

3. creating conditions for shaping and promoting innovative and enterprising attitudes,

4. conducting research and helping researchers develop,

5. working towards economic and technological advance of the region.

Similar elements: innovativeness, progress and business and social environment can naturally be found in the list of strategic aims of the University: 

1. ensuring favourable conditions for the development of students’ competence and creativity, 

2. improving teaching and learning methodology,

3. raising qualifications of academic teachers and stimulating their innovative approach,

4. developing research by using the potential of the academic community and research infrastructure,

5. developing cooperation with the University’s social and business environment,

6. secure stable development of the University with diverse sources of income (University materials).

Focusing on the listed areas, the University progressed and develops at a steady pace and in a strategic manner. It currently has four faculties: of Administration and Social Sciences, of Economy, of Applied IT and of Tourism and Health Sciences, and educates students at 13 fields of studies at the first cycle and 8 fields of studies at both first and second cycle of studies. Its offer includes studies conducted fully in English at 7 fields and specialties within first-cycle studies, and 4 in the second cycle, as the University is strongly committed to activities enhancing the international aspect of education. Currently the University has over 9 thousand students, including nearly 2 thousand at various post-graduate studies, and that number includes a large number of students from various parts of the world. All students, regardless of their field of study, work with e-learning and distance learning tools, which are present in a large number of courses from various disciplines and which are to a small extent discussed and analysed here. In this thesis, the number of students analysed has been limited by the choice of field of study as well as e-learning modules selected for analysis, but the two major national groups: Poles and Ukrainians have been included.

3.1.1. Organisational framework with respect to English e-learning courses

As has been stated, the University develops according to a set strategy. Thanks to that, management of e-learning elements of courses is included within the University’s policy. It is worth mentioning that a thought-out strategy for e-learning development is recommended by researchers, the more so that it is still found lacking (cf. e.g. Zellweger Moser 2006). 

With respect to the e-learning component in English classes, two units play a particularly important role.

· The Centre for Modern Languages

The Centre coordinates the process of teaching foreign languages at UITM. The courses are based on the Common European Framework of Reference for Languages (CEFR). Courses of English are conducted in two systems: for general English and academic English. Since academic English courses have been developed, progress of students in their language skills is measured using tests and examinations developed by independent experts, in order to be able to evaluate the curriculum and monitor the levels of students taking part in the courses. All English language courses are conducted according to a module system and include e-learning as an obligatory element. CJO is concerned not only with courses of various languages, within and also outside of the curriculum, but also language examinations. It holds Examination Centres of three international companies: LCCI, telc and Pearson, with a number of teachers trained in international examination standards, and organises various additional courses for students on an as-needed basis, e.g. remedial, specialist, conversations and preparing for examinations.

· The Centre of Internet Education 

The Centre’s main aim is to coordinate activity related to organising International Studies and using Internet in education. It is one of the most dynamically developing units of the University. Activities concerning the use of distance learning methodology are dealt with by the E-learning Team, a unit within the Centre of Internet Education. It is one of the examples of a separate specialised unit at a Polish university to manage e-learning issues. Their tasks include:

· training students to use e-learning in courses, as required,

· training teachers in e-learning issues and methodologies,

· supporting teachers in using e-learning courses and platform(s),

· creating e-learning courses and making them available to students,

· managing the e-learning platform,

· participating in teaching and research projects concerning e‑learning in order to keep up with the newest trends in designing e-learning courses

Materials for the particular courses are developed and updated by authorised teachers, who are appointed for the task by the head of particular chairs and departments according to their knowledge and competence in a given course, and then reviewed by specialists, usually other teachers appointed by the Vice-Deans. The appointed teachers are trained in e-learning design by the E-learning Team, who later develop the teachers’ materials graphically and technically. The courses are regularly checked and updated as to content, particularly if it is liable to change quickly, like e.g. legal regulations, and as to technical issues, covering amongst others up-to-date programming, operating systems or active Internet links.

3.1.2. Integration of technological tools and systems

One of the main areas of focus of the University and later of the Consortium have always been state-of-the-art developments in technology, and UITM has rich experience in designing and implementing extensive IT solutions in management systems. The Partners in Progress company, UITM-owned, has created a university management application, the Uczelnia.XP (University.XP) system, and currently all partner universities of the Consortium use it as a uniform, integrated electronic management system. The relevant services within the system are available online in students’ homes, as long as they have Internet access, and always in several computer laboratories at all three campuses of the University to the same extent, at the other two partner universities, and not only there. So far, the system has been implemented in over 60 state and non-state universities in Poland. Uczelnia.XP is currently considered the most advanced complex solution to aid university operation.

The University has comprehensively computerised the recruitment process, student service, grade records, scheduling, employment issues, study course planning and financial settlements. The Virtual University system, which is an integral part of the Uczelnia.XP system, allows immediate online access to various data both on the side of the teacher and the student. Administrative issues concerning the course of studies such as schedules, grades, current announcements, etc., or payments, e.g. scholarships, fees, payment times, are available to students in the system at a click, as well as by way of electronic mail, text messages or the Interactive Voice Response (IVR) technology. 

For several years now, students have been using cards with microprocessors to be identified in the system, to obtain access to selected learning materials, press, software or a common network disc with additional materials using an FTP protocol, to manage micropayments in the campuses, as well as to record attendance in classes and book places on buses which go between the campuses. Each student has a university e-mail account within the Live@edu service, with a calendar, notes, as well as access to a picture gallery and a communicator. Thanks to the IT solutions it uses, UITM was the first university in Poland to introduce electronic ID cards for its students instead of the traditional paper ones. They allow e.g. access to the University database in information kiosks. Since the academic year 2010/2011, the University stopped issuing printed student’s record books, either. That means that any and all data about the students’ grades are entered, stored, and made available to students exclusively in the Virtual University (Uczelnia.XP) system, without the need to personally collect each grade and signature from each teacher. Since 2013/14, electronic student ID cards are also used to check attendance at lectures, with the use of readers in lecture rooms. Also, in 2005, UITM staff have developed one of the first integrated anti-plagiarism systems in Poland meant to discover cases of plagiarism in students’ works. It might be worth mentioning that it was chosen and purchased in 2011 by the Ministry of Science and Higher Education for the Polish Accreditation Committee. At UITM, the system is used as a regular step e.g. in the thesis submission process. 

As can be seen, a large part of administrative and didactic aspects of studying have been integrated into one electronic system to be used on a daily basis by authorities, teachers, and students. In such conditions, the majority of students may be viewed as digital natives, accustomed to extensive daily use of technology not only privately, but also as part of their education and work.

3.1.3. Technology as pedagogical means

Against such a background, the use of technology as pedagogical means was a natural step. Various facets of active teaching methods are in use, many of them including technological means and environment. Game classes, for instance, are conducted in small groups using several decision game programmes developed by UITM employees, e.g. within Administration, Economics, Logistics, Tourism and Recreation, IT or Public Health. The curricula for the particular fields of study provide for part of the classes to be conducted in the form of projects, in order to develop the students’ self-management and self-organisation skills. The projects are later presented by the students. E-learning multimedia courses, with a similar emphasis on self-management, are available to students both off-line on CD-ROMs and on-line on the Blackboard platform. 

Due to the fact that there were more part-time than full-time students, and the fact that one of the University’s focus areas was information technology, it was decided in the very beginning that distance learning techniques would be used as a standard teaching technique. In most cases, e-learning was chosen as the main means of distance learning. UITM was the first university in the region to use distance and e-learning techniques on a broad scale, as part of its general strategy. Due to legal restrictions
 on the application of distance learning techniques, a blended learning model was adopted (Wójcik 2012). By 2009, about 30 percent of all classes were conducted with electronic means, and in each semester 190 various e-courses on average were applied at all fields of studies (Betlej 2009). Since that time, further courses have been developed, and that process continues. Among the e-courses there are also materials used in courses of English, which are of interest in this study and will be presented in detail in section 3.3.2 below.

Electronic learning has also taken on forms which are not necessarily obligatory parts of specific courses. One instance of such forms is Quiz WSIiZ (UITM Quiz), an application which can be downloaded to a student’s phone, tablet or another mobile device, available in the Virtual University system. The application has a set of tests from various courses, useful when preparing for exams and tests. The use of the programme is completely voluntary. Another form of e-learning unrelated to a specific course is a university platform designed to offer courses to more than just the academic community. It is a recent innovation, in that it was only 2013 which saw the activation of Platforma e-WSIiZ (e-UITM Platform). The aim of which, as has been indicated, is to provide whoever is interested with high-quality educational materials created throughout the University’s existence.

At UITM, e-learning started in 1996 and currently, the University may claim much experience in organising the whole process of distance education. So far, over 400 full e-learning courses have been created, each comprising a number of smaller modules. What distinguishes e-WSIiZ among other websites which offer open educational resources is the possibility to:

- open an account and follow own progress,

- on meeting all requirements of the given course, gain a free certificate to confirm passing the course.

The platform started with 20 courses in 7 categories: Humanities, Social Studies, Science, Biology, Technical Studies, Medical and Health Studies, Physical Culture Studies and materials for students. The scope and number of the categories, as well as the number of courses is expected to grow.

3.1.4 Students’ levels of linguistic competence

Language teaching at the University struggles with adjusting both to legal requirements of graduates obtaining a B2 level according to CEFR in a foreign language, and to the reality in Poland as concerns language teaching at school level. Foreign language courses are obligatory since the fourth grade of primary school, and that is when differences appear between the learners. Some already have learned the particular language, some are complete novices. Teachers need to establish one general level of the group, but that is done with loss to both the more advanced learners, who are simply bored, and to beginners, who must make up the difference at a much quicker pace that they are often not capable of achieving. Consequently, they learn with “gaps”, and remain false beginners
 (Komorowska 2007: 32; Informacja o wynikach... 2005: 16, 19–20). To make matters worse, the situation is repeated when learners are regrouped at each subsequent stage of schooling: in junior secondary school (gimnazjum), then secondary school, and finally during studies.

As a result, the candidates’ language competence is at various levels, including a very elementary one. However, language groups for beginners frequently cannot lead a student towards B2 level by the end of his studies, since it is often not possible to give them the required minimum 500-600 hours of language teaching as recommended by CEFR. Universities deal with that difficult situation in various ways, including a decision to abandon offering foreign language courses within the curriculum, which is also, regrettably, a good solution from the financial point of view. However, UITM’s policy includes foreign language courses within the curriculum. Mostly English is offered, but there are also several other languages that can be chosen by the students who are able to prove at the starting point a sufficient level of competence in the particular language. 

The trouble faced in this respect by the Centre for Modern Languages, responsible for linguistic courses at UITM, as well as by the general authorities of this and other universities, have been summed up well by R. Wisz (2014) in his Doctoral Dissertation. He claims that the financial situation of many educational institutions in Poland does not allow to fully realise all the provisions of the Bologna Process or the National Qualifications Framework. UITM definitely lacks proper arrangements to meet the multilingualism recommendation. According to the system adopted at UITM, students learn one chosen language, while employers more and more frequently seek candidates knowing at least one foreign language to add to English. Thus it has ceased to be an additional competence in the labour market and has grown to a basic feature of a candidate profile. It must also be noted that a growing number of universities and colleges abandon second foreign language teaching within language courses. The sad phenomenon concerns not only non-state schools, whose activity is still not financed from state budget, but also a growing number of even renown state universities. To improve the quality of education offered, the UITM Centre for Modern Languages has developed an additional offer of language courses payable at preferential rates to University students and including not only the most common European languages, but also less popular or familiar ones, like Swedish, Japanese or Chinese (Wisz 2013). 

Thus for the less advanced, additional academic courses are offered by the Centre of Modern Languages outside of the curriculum. Also, language courses have been designed to help students not only advance on their language knowledge, but also to review what they have or should have already learnt. This gives another opportunity to less advanced students to make good the outstanding material. It was also one of the reasons for CJO to assign particular CEFR levels of e-learning materials to particular group levels. E-learning in language courses at UITM is meant as revision and practice, therefore an n+1 rule
 is applied in class, while the e-learning materials available to the groups are at the level they should already be at. In this way, a group striving to reach the B2 level is assigned a B1 module during the particular semester.

3.1.5 Multinational academic community

Additional considerations result from the fact that groups typically consist of more than one nationality. The policy of internationalisation includes both directions of student mobility, including exchanges within the ERASMUS programme or cooperation agreements with universities. Within such agreements, UITM students have the opportunity to leave not only to Britain or Germany, but also to e.g. any of the six cooperating Chinese universities for a semester or a year of studies. A number of international students visit UITM for a comparable amount of time, or simply come here to study. In the Universities and Colleges’ Ranking 2005, published by the WPROST weekly, UITM was the only university from the Podkarpacie region to be placed among universities of international class. In 2010 in a ranking by the monthly “Perspektywy”
, the University received the maximum number of points in the category of “study programmes conducted in foreign languages”, and ranked among the top in “multicultural academic community” and “international summer schools”. In a Ranking of Non-State Universities Awarding the Master’s Degree 2013, prepared by “Perspektywy” and the “Rzeczpospolita”
 daily, UITM ranked as the leader of internationality. UITM ranked second in the category of international students and third in multiculturalism. It also ranked high in the category of study programmes conducted entirely in foreign languages.

That has been achieved through, again, a several-year-long strategic plan and policy. At the start of the University’s activity, in 1996, it had about 2500 students, all of them Polish. However, soon small numbers of students of foreign nationalities started coming to study there, reaching over a hundred in 2004, and 1000 in 2011. In the academic year 2012/2013, among about 8000 UITM students over 1300 were foreigners. 

Currently, international students include among others: Belarusians, Russians, Romanians, Moldavians, Germans, the French, Finns, the Portuguese, Turks, Algerians, Pakistanis, Indians, Iranians, Malaysians, the Chinese, Brazilians or Nigerians
. The most numerous group, however, have been and still are Ukrainian students, who come in growing numbers. For 2012, their number reached almost 1200. The tendency is expected to continue in the future, lest the current conflict cause some serious economic and political issues that hamper it (University materials). For that reason, the data analysed in this study includes Polish and Ukrainian students, as these are the two largest groups present in language courses. 

3.2. Language learning and distance learning at UITM

Since the beginning, courses of the English language at UITM have been divided by the level of the group and consequently the type of language that was taught. At first, the main division was into General English and Business English, the latter being for more advanced groups. More recently, the categories were renamed. Currently, the courses are divided into standard, also named general, and academic language groups, for the less and the more advanced learners, respectively. The University’s policy does not provide for language groups for absolute beginners, hence students are required at the start to choose the language that they have already learnt at school or elsewhere. As a result, only three levels of groups are available: for students starting from the A2 level, for those who have reached the B1 level, and those who are approaching or have already reached the level of B2. In that last category of groups, students are learning academic English. The study will take into consideration students of all three kinds of groups and their work with the selected e-learning modules.

The distance learning content in language classes varied. At first there was no distance learning component in foreign language courses. However, on its introduction, a general tendency to shift education from typical, face-to-face class teaching more and more towards independent learning of the students can be observed, as shown by an analysis of the University’s study programmes. To give an example: full-time first-cycle (Bachelor) studies started with the number of 300 hours of the language course, with slight later fluctuations. When distance learning was introduced, it covered 60 hours out of the same total number of 300. Currently, standard i.e. general language groups still have 300-hour courses, but within that number, only 120 of them are conducted in class. The remaining 180 are conducted by means of e-learning (UITM internal data). In this blended learning model, work in class typically involves working with a selected textbook or other materials in a more traditional manner. Much of group work is also done in class, although it must be said that the available electronic tools provide for such a possibility online, as well, as discussed further, in section 3.3.1. Also, more difficult issues are discussed in class, per general University policy, with distance learning, or more precisely e-learning covering different modules than in class, supplementary materials, introductory materials for the course or for particular classes, or exercises for revision and practice. That helps avoid situations where students and teachers have to cope with a lot of changes at once, quite in accordance with the suggestions of Hutchinson and Torres (1993), and cases where technical issues might break down the course continuity.

As has been mentioned before, in the first years foreign language courses did not include a distance learning components. However, in the academic year 2005/06 distance learning was introduced in English language courses at part-time studies, to extend to encompass also full-time studies in the subsequent semester. The first form of distance learning required students to work independently to prepare projects, presentations or essays on a given topic. Soon after, in 2009/10, project writing was substituted with e-learning (University materials). At first the University used its own platform for all e-learning courses
. However, for the e-courses of English the Blackboard commercial platform was chosen. Its features are described in further sections. 

The requirements and objectives of the project work, as stated in the University’s documents, included encouraging students’ autonomy in such areas as selecting information sources, working with the information, organising own work, and integrating language skills and skills from other branches of knowledge, as well as enhancing their sense of responsibility for their own knowledge and skills (University materials). As concerns work in the form of e-learning, various authors indicate learners’ autonomy as one of its major features (cf. e.g. Kanninen 2009; Gajewski 2009; Kuźmińska-Sołśnia 2010) and a great advantage, particularly with a view to preparing a competent employee for the labour market. It is also indicated that this autonomy is a challenging aspect for many learners (cf. e.g. Voce 2007), but it seems unavoidable with the shift from teacher-centrism to learner-centrism.

It can thus be seen that the shift from distance learning involving project preparation to e-learning continues the trend of allowing the students more independence in their learning processes and focusing on developing 21st-century skills. It involves Web resources to a greater extent, quite in accordance with the image of digital natives who are currently to a large extent forming the academic community.

The principles of conducting e-learning classes at UITM have been formally defined in the President’s Regulation No. 29/2012 on the principles of organising, conducting and settling independent graded projects, not independent projects for pass/fail and e-learning (Annex 1).

A teacher whose course includes e-learning elements is obliged to 1) conduct introductory class, where students learn how to work with the particular course, when and where office hours are held and how credit is achieved; 2) test the material including e-learning. The final grade from classes or laboratories including e-learning is a joint one, and if e-learning accompanies lectures, the assessment is separate. 

Office hours for the project are obligatory and must be available to students in the traditional format, i.e. meetings face to face, and electronic format, both synchronic and asynchronic. 

All academic teachers at UITM must provide traditional office hours as specified in the University regulations. The times and venue of the office hours of particular teachers are then placed on the Chairs’ notice boards and at the relevant websites, and additionally provided to students by teachers in class. Within the office hours for e-learning, the teacher monitors the students’ work in the e-course on a regular basis  and replies to any queries from the students such as are related to the course. To encourage students to use that form of support, since so many rely rather on face-to-face contact in class as these are all blended learning courses, students are obliged to make use of the office hours at least twice per semester.

For asynchronic and synchronic electronic interaction of students and teachers, two tools are used: the discussion forum and chat, both discussed in greater detail in the following sections. Depending on the e-learning platform used in the particular course and semester by the particular group of students, the tools available are:

· for WBT Server – the Academic Discussion Forum (AFD) and integrated chat,

· for Blackboard – the discussion forum and chat available within the platform.

3.3 Current system

The University has two e-learning platforms: WBT Server and Blackboard. The first system to be used for distance learning was the university’s own platform within WBT supplemented with a discussion forum and chat within the Virtual University system, called the Academic Discussion Forum (see an example in Fig. 3 below). WBT Server is the less advanced platform in terms of technology. The materials placed there are also given out to student on free CDs each semester, depending on their field of study and current semester of studies. The e-learning system currently used in English courses at the University contains original materials provided within the Blackboard platform. Those e-learning materials were developed especially for English courses at UITM.
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Fig. 3. View of the Academic Discussion Forum in the Virtual University system

The more advanced, professional Blackboard platform has been purchased by the University in 2010. 4 modules of the platform have so far been implemented: Course Delivery, Content Management, Outcomes Assessment, and Community Engagement.

The basic features of the Course Delivery module are:

· Creating attractive course with the Web 2.0 interface.

· Creating tasks to check students’ progress; the range covers all the typical task format, such as e.g. multiple choice, matching, gap filling, or essays.

· Facilitating communication among students and between the teacher and the group; there are standard tools available, like a discussion forum or chat, but also blogs and group work forms with space for shared files.

· Monitoring students’ activity and progress, adding announcements, reminding about deadlines, reminding students to be more active as needed.

· Creating possible education paths, providing various content to students depending on their knowledge at the starting point and the progress they make.

The basic features of the Content Management module are:

· Storing files for courses in a searchable format; the files can be easily searched by author, date of creation, course, and various other criteria.

· Facilitating the process of updating didactic materials.

· Storing files in one place in the repository, meaning that files are not duplicated.

The basic features of the Outcomes Assessment module are:
· Tools to support the whole cycle of grading a student’s progress.

· Collecting data on student’s progress in the grade centre, including automatic grading and messages to students if the results are poor.

· Registering the presence of individual students and whole group in the course, chat, discussion forum, blog, etc. 

The possibilities of the Community Engagement module include:
· Creating student community outside of classroom.

· Creating university, department, research circle websites, including different visual features of the platform and other functionalities.

· Creating a personal portfolio presenting the achievements of an individual or institutions, e.g. samples and images of completed works.

Each student is trained to use e-learning tools in their education process right at the beginning. Such training is always scheduled within the first semester of studies and conducted by the E-learning Team.

This and the following sections present both the platform, together with the available functions, and the materials currently used by the students of the University within their English course.

The Blackboard platform offers several tools beside access to the learning materials. Apart from user information and an address book, there is a calendar which makes it possible to plan tasks and place announcements. The panel can be customised as concerns its appearance and the language package used. The page may be entirely in English, or navigation tools can be given in Polish. The pages also allows access to University students’ organisations and a technical forum. The technical forum is available to students from all groups, destined to help spot possible technical problems and solve them. It is managed by IT experts concerned with the technical issues of e-courses.

Although the e-courses are a complete product, the Blackboard platform gives the teacher the possibility to modify modules of a course and add own materials as needed. In that way, a particular course can be customised to fit the needs of individual groups, considering their competence, range of material required, or particular interests of the students.

3.3.1 Networking 

Networking is a controversial issue within e-learning (Gernand 2013). Due to the fact that the form used at UITM is blended learning, as the only one legally accepted as studies in Poland, the numerous meetings in class, face to face, relieve some of that problem. In fact, for most students class meetings constitute the majority of contact with their teacher, and much of that with their peers. However, it is not expected in class to discuss e-learning materials at much length, therefore students still need to be able to access the teacher outside of class as needed. Below an overview of networking tools used in the UITM system is given.

3.3.1.1 Asynchronous communication

Beside the highly popular e-mailing, the platform used for the e-courses of English at UITM is equipped with several tools which allow to maintain contact between the instructor and the learners. The most commonly used tool is the discussion forum, the sample view of which is given in Figure 4. It is worth noting that according to the data from a study by Betlej (2009), asynchronous communication tools such as the e-mail and the forum were the preferred choice of UITM students, although about 1/3 still preferred direct contact even as concerned e-learning issues.

At UITM, the discussion forum is used for conducting obligatory asynchronous office hours for e-learning. It has what might be termed typical functionalities: asking questions, adding comments, replying and viewing whole discussions of any members of the group. The forum is available to any student and the teacher at any time, any place, and any computer with internet access. The teacher can moderate the group and check students’ activity with an automatically generated activity report. As defined in the University regulations, the teacher must log into the forum and answer possible questions from students not less frequently than once a week. Activity in the forum is also checked by the Teaching Department, who make a report for particular groups on the number of posts of students and the teacher at least three times in the semester. The report is then submitted to the Vice-Deans responsible for the particular fields of study. The Vice-Deans can thus monitor the course of the forum office hours at their fields of study.

The data available in the forum include such information as names of participants
, number of views, or the exact time of posting, a feature particularly useful when deadlines are applied. In the given view (Fig. 4) all posts have been read by the teacher. Otherwise, unread posts are marked in bold. Typical actions, beside posting a reply, include inserting quotes from other posts to refer to, editing options, or deletion. They are quite similar to the options at other, independent online discussion forums. Thus, with the academic community consisting largely of digital natives, complemented by digital immigrants, it is safe to assume that navigating the forum is quite intuitive for the learners.
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Fig. 4 View of the forum (UITM e-learning materials) 

The asynchronous character of that tool gives it several advantages. Firstly, it allows students much time to process messages and compose their own. This is a particularly useful feature with students at lower levels of linguistic competence, and also for complex tasks, which might require seeking or analysing information. Secondly, it makes it possible for the learner to ask questions as s/he is working with the materials, without having to wait for the teacher to be present in class or on the platform. In this way, learners may also inform of any technical mistakes they might have encountered while working with the course, immediately after noting them. Thirdly, in group projects, if such are planned by the instructor, no student is restricted by time or location from joining in the work, as it is assumed that all learners have the possibility to access the Web. 

3.3.1.2 Synchronous communication

The system also provides synchronous contact tools, i.e. the chat and the virtual board. If two or more people, including the teacher, are able to access the e-course at the same time, those tools allow them to exchange information, ask questions, clarify doubts and receive feedback with the immediacy of direct contact, while there are still no spatial limitations, quite unlike traditional office hours at University premises. In fact, the participants can be all around the world. Depending on the number of students in the group, their location and other factors such as employment, etc., it may be a problem to find a date and hour for all of them to attend a meeting outside of class, thus synchronous communication tools are used at the University mainly as an alternative form of office hours.

At the University, the chat is the tool used for synchronous office hours for e-learning. As set out in the regulations, the teacher must set the times for chat office hours with the students of particular groups in the number defined in the regulations and submit the information to the Teaching Department. As with traditional office hours, the times for chat office hours for groups are provided at the relevant notice boards and Chairs’ websites. Similarly to forum office hours, the Teaching Department prepares a report for particular groups on the posts of students and the teacher at the chat at least three times in the semester. The information is then forwarded to the relevant Vice-Deans, who monitor the course of the chat office hours at the fields of study they are responsible for.

The chat, like the forum, is a kind of tool frequently used online, and thus quite familiar to learners with digital background. The Blackboard one contains the usual elements, like names of participants, times of their contributions, preview of the discussion, or a private messaging option. The teacher acts as the moderator. Beside the typical options listed above, it is possible for the teacher/moderator to record a chat session for archiving or monitoring purposes. Figure 5 presents the view of the chat window.
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Fig. 5 View of the chat (UITM e-learning materials) 

The virtual board  (Figure 6) can be viewed as an extension of the chat. As can be seen in the screen, the chat fields included in the bottom part of the window do not differ from those shown in Figure 5. However, strictly linguistic communication is aided here with the use of a white board and a set of writing, drawing and moderating tools. With the use of the virtual board, a traditional lesson can be conducted or reviewed in the virtual environment, again without the spatial limitations of traditional classroom teaching.
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Fig. 6 View of the virtual board (UITM e-learning materials) 

3.3.2 
UITM e-learning materials for English courses
The e-learning materials for the English course used at the University have been developed in 2009 by UITM employees in cooperation with its partner university, the European Tischner School in Kraków, targeting the needs of both universities. What is important, the courses are not based on one particular textbook, but rather on the general requirements for particular levels of linguistic competence as given in the Common European Framework of Reference for Languages (further as CEFR). The levels of materials range thus from A2 to C1, one full level for an academic year. This fact makes them more universal and more easily adaptable to any group regardless of the materials and textbooks used in class. Further sections show the materials and their arrangement in more detail.

3.3.2.1 System layout

Each of the levels is divided in a similar manner as presented in Figure 7. Firstly, the level is divided into semesters, e.g. B1.1 and B1.2. In each semester, the materials contain a part focused on linguistic practice and a part which encourages students to integrate their skills in solving given research problems using Web resources. The parts are named Language Skills and Webquests, respectively. 
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Fig. 7 UITM e-learning diagram for English courses (UITM e-learning materials) 

Language skills include several units, with each of them focused on a different topic. Each unit contains grammatical theory and practical exercises, reading and vocabulary exercises, as well as writing practice.

Figure 8 shows the division of a level into units. Here the level is A2.2. Each of the units is centred on a different topic from a wide range of everyday, academic or professional areas. Division within a unit is shown in Figure 9. 
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 Fig. 8 Division of a level into units (UITM e-learning materials) 

The particular folders, for instance Grammar or Reading as seen in Figure 9, contain sets of various exercises concerning the given topic. They can involve working with written texts, recordings, or practicing the necessary grammatical drills. Theory is always provided within the same folder as the exercises pertaining to it, particularly as concerns grammar.
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Fig. 9 Division of a unit into subunits (UITM e-learning materials) 

Webquests, in turn, are constructed of three main parts, followed by a short conclusion. The first part introduces a selected type of written work, such as a letter, report, etc. The following two research problems make use of what the student learns in the first part, as they require the learner to produce the particular type of writing as the final assignment. An example of that structure is shown in Figure 10.
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Fig. 10 Division of a webquest set (UITM e-learning materials) 

3.3.2.2 Exercise types 

Various students have their own, different learning preferences and strategies, used either consciously or subconsciously. The exercises developed for the e-courses at UITM range from simple closed ones such as multiple choice, true-false, matching exercises through sentence construction or writing longer texts, to exercises which require either working with recordings or with Web resources. The combinations of exercises, as well as the flexibility of grading requirements, as described further in 3.3.3, are meant to ensure that students can find their preferred exercise types in all units to enhance their learning. 

Analysis in Chapter 4 takes into account not only the division into Language Skills and Webquests, but also the distinction into closed-ended, semi-open-ended, and open-ended questions. These categories are understood as outlined below.

Closed-ended questions and tasks cover the largest group of exercises, which typically involve matching, true-false or single words answers, such as e.g. filling in gaps. They often involve reading or listening comprehension or grammatical drill-like, reproductory questions. A typical feature of that group of tasks is immediate, computer-generated result and feedback. In this aspect, it might be viewed as the most independent part of students’ work, in that it does not require the teacher’s personal attention and feedback.

Semi-open-ended questions, called semi-open questions further in the study for ease of reference, are those which require one-sentence answers, most typically sentence transformation or error correction. Due to the fact that many of the examples given allow for more than one correct answer, the tasks require teacher’s grading and feedback. When checking the Grade Center, the teacher is notified with a green exclamation mark that there is a task remaining to be graded. On opening the task, the teacher then allocates points for the answers given by the student.

Open-ended tasks involve giving a longer answer, from a paragraph to an essay, to the given task. Those answers are also graded by teachers, and marked in the Grade Center in the same way as semi-open tasks if they remain still to be graded. Assignments range most typically from letters and e-mails to essays and reports. As has been indicated in section 3.3.2.1, each Webquest group requires practising one particular written form, different for each module, e.g. B1.1, B2.1, etc.

Experiences in teaching various groups indicate that there might be a different approach to some of the above given task categories. It is worth mentioning that they also involve the risk of different kinds of cheating, as specified in section 1.4.4, which fact may have influence on some students’ choices. The study aims among others to examine students’ approaches to the types of questions as evidenced by their results in the course.

3.3.2.3 Quality measures in material development 
The e-learning materials for English courses at UITM have been developed with regard to levels of linguistic competence and various learning styles and strategies used by students. Yet more was taken into account. To assure creating a good product, the authors of the concept and the materials considered feedback from students and from teachers. 

Since one of the main ideas of implementing new learning technologies is to facilitate students’ progress, students’ feedback on the e-learning systems
 and courses is constantly reviewed, and useful suggestions are applied. A study in that area was also conducted at UITM in 2009 by Piotr Betlej. His findings showed that among the advantages of e-learning, students chose mainly the possibility to save time, then the opportunity to customise their learning as concerned the time, space, or pace of it. They also indicated access to additional information sources as an important advantage. On the other hand, students noted what seem to be the two main concerns of e-learning: interpersonal contact and self-discipline. Over 20% of respondents indicated the difficulty of organising their e-learning work by themselves. Similar numbers missed regular contact with their instructor, and noted fewer interaction possibilities between students, respectively. For that reason, discussion fora and chats, i.e. asynchronous and synchronous distance communication tools, have been made to an integral part of each course at UITM, including English courses. 

Already back in 2009, relatively few students reported problems with access to the necessary technology. With the rapid development of technology and the University’s offer of computer laboratories and stands, available to students for long hours at University premises, it may be assumed that this problem has further decreased.

In general, UITM students who took part in the study viewed the University’s whole e-learning offer in good or very good terms as concerns content, form or availability. There were over 70% positive opinions in total. The study, along with constant monitoring of students’ feedback, had significant influence also on courses developed for English classes. 

As concerns teachers, soon after implementing the e-learning part of English courses, as part of the monitoring process, teachers in those courses were asked to give their opinions on the impact of e-learning on teaching, the approach of students and of themselves to the materials, and their use. The general opinion was that the materials were varied and interesting, and quite useful as additional practice or preparation. Most teachers decided to include some of the material in their classes, either in the tests, or to help students get acquainted with the new tool and its navigation, often at the students’ request. It seems that every change of that kind involves effort on both sides: the moderator and the users, i.e. the teacher and the students. In this case, the most commonly reported issue was, again, self-discipline and self-motivation. Even though students were mostly in favour of the new tool, the habits of having one’s own work organised in a top-down manner seem to still be strong, possibly also due to their convenience. Technical problems were reported by few teachers
, and constant technical monitoring and students’ feedback, strongly encouraged, has since allowed to remedy most of them.

3.3.3 Grading

The e-learning materials are an integral part of the courses, and as such, they are obligatory, just as participation in class. The grading system takes into account both work in class and out of it. However, a learner is not required to complete each and every exercise. The e-learning materials are foremostly viewed as a chance for students to review and consolidate their knowledge and competence. They are meant as an exercise rather than a test of their abilities. Hence, multiple attempts to solve a task are usually allowed, which makes it possible for the learners to learn from the feedback and redo them as they review the outstanding or problematic material. Many of the tasks can also be saved and resumed later, if a student wishes to do so e.g. in order to review part of the material or because of time limitations. That nature of the materials naturally influences the grading requirements.

The minimum pass requirement set at the University for the e-learning part of the English courses is for the student to obtain half the available points. The teacher of a particular group may adjust the requirements to a certain extent, e.g. setting different minima or blocking certain parts from the view of the students, if the materials are for some reason unnecessary. Also, the teacher may reward, by e.g. raising the final grade, students who work more or better, as evidenced by a larger number of points gained in the e-course. Otherwise, the work in e-learning is graded within the course with a pass or fail only, in the assumption that a learner’s work in the e-course should be reflected in the results of tests written in class, which have the greatest influence on the final grade. Thus, if a student does not obtain the minimum level of points in e-learning, s/he fails, and the grade for the course is withheld regardless of its value until s/he meets the set requirements. If the minimum number of points is obtained, the final grade results from grades obtained in tests and work in class. Such grading requirements allow much freedom to students, who may in e-learning choose exercises which best fit their abilities or preferences. 

3.3.4 Challenges

In designing any educational system or learning modules such as an e-course, there are sensitive areas and challenges which need to be taken into account. Two major issues for a teacher may be progress monitoring and measures to hinder cheating opportunities. Since UITM as a university is strongly focused on state-of-the-art equipment and a good IT service, teachers are not required to manage technical problems. The following section discusses the solutions used at the University to follow the students’ progress, as well as ways to avoid potential instances of cheating, or if they happen, to detect and punish them.

3.3.4.1 Monitoring 

An e-course needs its own means of monitoring students’ work, even in the blended learning model, unless students are required to present the results of their e-learning work in class. Such a solution, however, seems unreasonable in terms of time consumption.

When discussing the use of contact tools, i.e. the forum, chat and virtual board, it has been mentioned that various data is or can be saved in the system. Also students’ work with the materials is archived. The Grade Center tool allows the teacher to monitor activity and progress within the course of all students assigned to the particular group. A view of the Grade Center is provided in Figure 11, as available from a general test account, as can be seen from various dates of access and test account names, like Student-Student
.  
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Fig. 11 View of the Grade Center (UITM e-learning materials) 

The main data available in the Grade Center are results obtained by students. However, their access to the course is also monitored, as evidenced by the Last Access column. Beside the total available as points and as percentage, results are broken down into units and into particular exercises. It is also possible to monitor the number of times a student submitted answers to a particular exercise in the system. As has been indicated, in most cases several attempts at doing an exercise are possible, and each time feedback is generated. In open exercises, the grade and feedback are generated by the teacher. Otherwise, it is an automated process based on the submitted key. Striving to raise the number of points obtained, students are thus able to learn from their own mistakes.

The teacher may filter out completed open exercises which are yet to be graded, and also modify the Grade Center as needed, adding columns, filtering data, or working with reports. Those very data accessible in the Grade Center are used in this study to analyse how students work with the e-learning materials, and what it says about their learning strategies.

3.3.4.2 Cheating

As has been indicated in section 1.4.4, absence of the teacher’s immediate presence is for some students an inducement to use non-authorised aids and copied materials. A small step towards diminishing that attitude has been made at the very start of e-learning, in that it has been decided to be a tool of revision and practice rather than a test. According to Bradshaw’s analysis of ePsych, and open educational website (2005): “If the scores are collected and reported, students might mistake them for an examination and be encouraged to find ways to inflate their scores.” Therefore, students’ work in e-learning in English courses is not graded, but only the minimum requirement for passing is given, without prejudice to any kind of content or exercise type.

However, it has been noted that some students seem to accomplish a large number of exercises reasonably well in a surprisingly short period of time, which did not correspond to their actual language competence level, and some submitted copied written assignments. Those two situations differ from the point of view of the teacher. In the first one, even a weak student may claim that s/he has committed all day or all night to catching up, which is a plausible enough explanation. In the other, the submitted work is a solid proof of plagiarism. Altering slightly Table 1 from section 1.4.4.1, the cheating possibilities in the e-learning courses of English at UITM might be presented in the following way:

Table 7. Cheating possibilities in e-learning at UITM

	Tasks checked automatically
	Written work, checked by the teacher

	· receiving/spreading questions from the question bank

· copying from other students, or letting others copy

· having another person do the tasks instead of the given student
	· copying a part of someone work or ideas without acknowledging the author

· copying a whole assignment without acknowledging the author 


Source: own study based on Gromkowska-Melosik (2007), Davis, Drinan, Bertram Gallant (2011), McCabe, Butterfield, Treviño (2012), O’Day, Budwiak (2012) as compared to information from teachers and students at UITM

Instances from the left column are difficult to combat. The first cheating possibility is somewhat hindered by using a randomised question pool in a large number of tasks. Creating a question bank is more bothersome in this way, and using it requires some mental effort of finding the right question. As little comfort as it is with respect to the fight against cheating, it helps avoid a fully automated process of copying and pasting answers without regard for the questions and without even looking at the answers. The other two instances listed in the left column would require some form of supervision. However, that might suggest the more official environment of an examination and thus no such measures have so far been implemented.

Problem-solving questions, another solution presented in section 1.4.4.3, require an original statement in answer, usually in written form. As written works are more demanding in form, teachers often observe that students avoid those. That is also one of the research hypotheses analysed further in Chapter 4. Cheating in such cases is mostly plagiarism, a phenomenon particularly problematic in e-learning (de Vries et al. 2005:221). Assignments are more likely to be copied than bought, due to their relatively short form. They are typically letters, essays and the like.  For the same reason of the works’ brevity, the anti-plagiarism system is not used. Yet the fact that students in general tend to seek information in the Internet, too often without reflection upon the findings (Lozano-Nieto, Guijarro and Berjano 2006), makes it relatively easy to find the original works if the teacher is inclined to seek them. With groups of 12-20 students whom one meets regularly in scheduled classes, it is possible to detect clear deviations from the student’s usual style or language competence, which is signal enough to sift through online resources in search of a particular text. An obstacle in this case might be the teacher’s reluctance to deal with cheating as such or that of particular students
, and so it is difficult to state how many instances of plagiarised written works in e-learning are actually detected and how many are pursued.

Another related issue is punishment for cheating. In instances included in the left column of the above table, cheating is difficult to prove and it most often remains in the realm of the teacher’s mere suspicion or even plain ignorance of the fact. In the long run, such cases do not influence the student’s final grade other than avoiding a situation when the grade is withheld for not having fulfilled all the course requirements. It has been noted, as well, that students as to whom arose suspicion of using ready-made answers continued to perform poorly in tests and exercises in class, which information is frequently presented to students by teachers at the beginning of the course. A separate in-depth study would be necessary to state what effect such warnings and cautioning actually have with students, and so no conclusions in this respect are presented in this thesis.

In cases of plagiarism in written work, there remains the above stated question of how many instances are detected and pursued. Punishment, if applied, takes mostly the form of refusing to accept the assignment, with feedback consisting of an explanation and a reprimand. Since the e-courses of English are treated as practice, teachers prefer to view instances of plagiarism as a need to re-educate the student rather than punish them, particularly with a view to the fact that many students present or, in some instances, feign ignorance of what cheating is and that it is viewed as a strictly negative phenomenon.

Cheating remains so far a global issue, and likely global effort is necessary to start diminishing its occurrence. Such changes start with particular individuals, however, and so it is the teacher who must remain vigilant against such cases, and decide when and if punishment should be applied. As a preventive measure, it seems important to instruct the students a priori to avoid cheating, with an emphasis on what the term entails: copying, sharing answers/questions when unauthorised, etc., and on the following issues-deterrents: 

· it is frowned upon as unethical behaviour, or even considered an offence of stealing,

· it is punishable to various extents,

· it is easy to detect, at least in the case of written assignments.

Such preventive measures may not be effective with each and every student, but if consequently enforced, i.e. if cheating is detected and punished, they may prove effective with many in the long run. Since not all instances of cheating are easy to prove, as had been indicated above, the first step seems to be to focus on the most blatant cases and, in the long-term strategy, emphasise the value of academic and human integrity in that respect.

3.4 Conclusion

UITM  e-learning materials are not what one may call a finite product, whether in the area of languages or other courses. Problems will likely continue to appear and require solving, as there will be the continuous need for development. Many more changes and improvements can be expected, yet the process has been activated, several issues have already been overcome, and some good practices established: concerning course monitoring, independence of workbooks or networking.

Experience shows that flexibility is one of the pillars in e-learning development, whether it concerns the form and look of the materials, the manner of testing the students’ skills and/or knowledge, networking, although that last feature is still largely neglected for the possibility to do that face to face in class, or monitoring and grading the students’ work and progress. The analysis of the e-courses at UITM and their development indicates the import of the role of both students and teachers in monitoring and providing feedback to the courses as such. Many aspects of e-learning develop quickly, much like a growing body that goes through several stages of development and constantly arising problems connected with each stage. Not all of the problems are foreseeable, not all are avoidable, yet with the support of all interested parties, constant monitoring and reacting and sustained attitude of flexibility in adjusting the courses to the situation and their users, at least some of them are solvable. There will remain challenges which require much attention and much time to be overcome, such as the issues of self-discipline and self-management or the problem of cheating, present across continents regardless of the students’ nationality, but these might be conquered over time with global effort.

An undeniable novelty of the presented solutions lies in their full integrity with other electronic systems used at the University, which in this case translates into much of the administrative activity of teaching department, dean’s office or the logistics of teaching, among others. The teaching department has the needed information about the teacher’s work with e-learning, the teacher has the needed, detailed information about the student’s work, and so on. It may be safely stated that e-learning development at UITM is pursued in a systematic, strategic manner, as recommended by researchers, and is as much a part of the academic reality as is a classroom with desks and chairs. 

Further development and work on e-learning may be expected. As a matter of fact, in general development of any institution,

Nie można tak po prostu ograniczyć się do utrzymywania istniejącego już status quo, ponieważ winny być wprowadzane nowe produkty, zmieniają się gusta klientów lub struktura kosztów, następuje również przełom w technologii. (…) Zmiany (...) są konieczne, gdyż żaden wybór, żadna koncepcja, a nawet strategia nie jest czymś do końca zamkniętym i doskonałym. Wszystko wymaga modyfikacji, zmiany, udoskonalenia. – One cannot limit oneself to simply maintaining the existing status quo, as new products should be launched, customers’ taste or cost structure change, also technology progresses. (…) Changes (...) are necessary, as no choice, no concept, even strategy is not fully completed and perfect. Everything needs to be modified, changed, improved. (Dźwigoł 2009: 3–4, own translation)

To give one instance of possible developments, IT experts in UITM are currently developing the possibility to use the available e-learning courses with devices other than a personal computer, a palmtop or a tablet. At this point, using the well-known and popular Android system, a student may log into the Quiz WSIiZ application, mentioned in section 3.1.3, without needing e.g. a laptop. Using just their mobile phones, which are now considered basic everyday tools, UITM students can use the courses and quizzes in the programme without any temporal or spatial limitations. Such is the nature of e-learning development, and it may be surmised that the developments will allow for more research to help better understand the phenomenon and its influence upon education as such.

Chapter 4

Analysis of Data Concerning Students’ Work with the UITM e-Learning Modules for English Language Courses

The fourth chapter of the paper is a case study of the e-learning programme implemented at UITM, which the author took part in creating. It focuses on students’ work with the modules, considering the above mentioned issues and conditions. In order to analyse the results achieved by UITM students in their English e-courses, data has been collected concerning the results of students of three fields of study, two nationalities, various ages, two semesters of study and module levels. To allow for a relatively homogenous research group, the study excluded students of English-language paths, who are naturally far more immersed in the language through their course of study than students who take regular foreign language courses at Polish-language studies. Excluded were also students of Philology, since the nature of their learning would be quite incomparable to the above mentioned regular foreign language courses, and they also work with different e-learning modules. The outcomes of research were analysed with the use of statistical tools, in order to observe what inclinations to certain strategies the students may show. 

4.1 Sample description

All were students of first-cycle (Bachelor) studies, who were required to work with the e-learning materials as part of their course in English. The system was introduced in 2009. The results of the students were gathered over a period of time from academic year 2010/11 to 2011/12, as the first year of implementation, 2009, brought technical challenges and feedback from users which was later utilized in order to improve the courses. The analysis covered 138 students in total.

The analysed population was categorised by the following characteristics:

· Gender: there were 57 women (41.3%) and 81 men (58.7%);

· Age: 80.4% of the students were between 18 and 21. Differences in number between the particular age groups in that bracket were small: the largest number (23%) comprised 19-year-olds; the smallest number (17.4%) were 18-year-olds. The remaining 19.6% of students were older than 21;

· Nationality: 37% of students were Polish. The remaining group were students of Ukrainian nationality;

· Semester of studies: two semesters were taken into account, the second and the fourth. The numbers were comparable: 49.3% for the second semester, and 50.7% for the fourth;

· E-learning module level: two levels were taken in account, B1 and B2. The majority of the analysed students (78.3%) took B1 level modules;

· Field of study: The most numerous group consisted of students of IT (38.4%). The least numerous were students of Tourism (28.3%). The remaining 33.3% studied Journalism. The choice of the fields was determined by the different requirements of the fields and in consequence possibly different characteristics of the students, e.g. more scientific or humane orientation.
Table 8. Sample description by categories

	gender
	Frequency
	Percentage
	Valid percent

	female
	57
	41.3
	41.3

	male
	81
	58.7
	58.7

	Total
	138
	100.0
	100.0


	age
	Frequency
	Percentage
	Valid percent

	18 
	24
	17.4
	17.4

	19 
	33
	23.9
	23.9

	20 
	26
	18.8
	18.8

	21 
	28
	20.3
	20.3

	22 
	12
	8.7
	8.7

	23 and more
	15
	10.9
	10.9

	Total
	138
	100.0
	100.0


	nationality
	Frequency
	Percentage
	Valid percent

	Polish
	52
	37.7
	37.7

	Ukrainian
	86
	62.3
	62.3

	Total 
	138
	100.0
	100.0


	semester
	Frequency
	Percentage
	Valid percent

	2
	68
	49.3
	49.3

	4
	70
	50.7
	50.7

	Total
	138
	100.0
	100.0


	field of study
	Frequency
	Percentage
	Valid percent

	IT
	53
	38.4
	38.4

	Journalism
	46
	33.3
	33.3

	Tourism
	39
	28.3
	28.3

	Total
	138
	100.0
	100.0


	level
	Frequency
	Percentage
	Valid percent

	B1
	108
	78.3
	78.3

	B2
	30
	21.7
	21.7

	Total
	138
	100.0
	100.0


The analysed results obtained by the students on the Blackboard platform are standardised and given as percentage of all the points gained by the student while doing the particular exercises. Thus the percentage of points is the measure used to define the students’ work with the e-course. At the same time, it is that same percentage that is used by the teacher to ascertain whether the student has worked with the materials as assumed and whether that work allows to give the final grade. 

4.2 General performance

The general requirement for most students was to achieve 50% of points. However, depending on the group, its level, its other characteristics, as well as the teacher’s requirements, the minimum requirement to obtain a grade might have been lowered to 40%, and in some cases 30%. For that reason, a group has been singled out who obtained less than 50%, but no less than 30% of points. Those students are termed Acceptable for the their performance, to distinguish them from the Good (over 50%) and Poor (less than 30%) performance groups. 

The results within the analysed data range from 0 (the lowest) to 86.63% of points, which is the highest result obtained. Detailed data on results is given in Annex 2A. Students were divided into four groups based on their results: Poor, Acceptable, Good, and Very Good. In addition, those who have not been active in the e-course at all and so received 0 points, were excluded from that analysis for reasons stated below. 

Table 9. General performance in the sample

	Group
	Results
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Not active
	0
	14
	10.1
	10.1
	10.1

	Poor
	0.01-29.99
	9
	6.5
	6.5
	16.7

	Acceptable
	30.00-49.99
	38
	27.5
	27.5
	44.2

	Good
	50.00-74.99
	74
	53.6
	53.6
	97.8

	Very good
	75.00-100.00
	3
	2.2
	2.2
	100.0

	
	In total
	138
	100.0
	100.0
	


The obtained results allow to state that:

· Out of 138 students whose work results have been analysed 14 (10.1%) were not active at all. Lack of activity within the e-learning course may result from several reasons, among them:

· the student did not choose to work and as a result failed the semester;

· the student was assigned to the group to work for a conditional pass, but had already completed work in the e-course in the regular study course;

· the student had already been assigned a grade due to completing a different language course or obtaining a certificate acknowledged by the University, but remains listed in the group;

· the student was repeating a semester, but had completed the language course in the previous semester;

· the student was absent due to participating in an exchange programme, e.g. Socrates/Erasmus, and would make up the outstanding courses on different terms or later on return.

The Blackboard system does not contain any information on reasons why students are not active in the course. Such information can be gained individually for each student from the Dean’s Office.

· 6.5% of students, i.e. 9 people, have received less than 30% of points. The performance of those students is too poor to suffice for a grade.

· A little more than a quarter of students (27.5%) had results ranging from 30-49.99% of points. The result were below the usually set limit of 50% of points, therefore the students are termed Acceptable rather than Good.

· The largest number of students (53.6%) reached the range of 50-74.99% of points, and those can be named Average or Good ones; the latter term has been selected.

· Only 3 people achieved over 75% of points and can be named Very good as to their performance in the e-course. 

Table 10. Statistical values for students’ general results

	Statistics
	for all observations
	excluding students who achieved 0 points

	N
	Valid
	138
	124

	
	No data
	0
	0

	Mean
	46.9271
	52.2253

	Median
	50.8300
	52.0800

	Dominant
	.00
	62.11a

	Standard deviation
	21.34508
	15.11688

	Skewness
	-1.171
	-1.330

	Standard skewness error
	.206
	.217

	Kurtosis
	.512
	2.886

	Standard kurtosis error
	.410
	.431

	
	a. There are many modal values. The lowest value given.


The average student gained 46.93% of points in the e-course, with a standard deviation of 21.35. However, when students who were not active in the course are excluded, the mean is 52.23% of points, with a standard deviation of 15.12. On excluding people who have achieved 0 points, which is the dominant value for all observations, the measurement distribution becomes more concentrated, the standard deviation is lower, and the kurtosis higher. The distribution still has a negative skew, which means that a greater group of students obtained results above the mean. The graph shows that the biggest group of students fall within the range of 60-65% of points. 
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Hist.1. Distribution for all observations
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Hist. 2. Distribution for observations excluding students who have not achieved any points

Further analysis of the collected results concerns only those students who have worked with the e-learning materials, i.e. have achieved some points. As has been stated, the reasons for a student receiving 0 points from the whole course may range from the student’s negligence or unwillingness to work with the materials, to more objective factors, such as a leave or changing the group during the semester. The platform does not contain such information about the student, therefore it is not possible to analyse the reasons why some students obtained no points. For that reason, students with 0 points are excluded from further analysis unless otherwise indicated. 

If the results of non-active students are excluded, the other can be divided into four groups according to their performance level:

· Poor (7.3%)

· Acceptable (30.6%)

· Good (59.7%)

· Very good (2.4%)

Since there were only three very good students, who obtained over 75% of points, they are further included in the Good group.  

Table 11. Division of students into groups according to their performance

	Total
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Poor
	9
	7.3
	7.3
	7.3

	Acceptable
	38
	30.6
	30.6
	37.9

	Good
	74
	59.7
	59.7
	97.6

	Very good
	3
	2.4
	2.4
	100.0

	Total
	124
	100.0
	100.0
	


The question might be posed, what social and demographic features characterise the particular student groups
.  Based on statistical analyses (t-test, ANOVA – see Annex 2A) it may be stated that there are statistically significant differences concerning the results of the students in the following areas:

· gender

· level of the module and consequently the group 

· semester of studies

That last category is considered only for students at B1 level. No students at the second semester of studies work with the considered B2 level module, therefore the comparison can only concern B1 level module, which is used at both semester 2 and 4, for groups with different starting levels.

Below presented is statistical analysis of the students’ general results in the e-learning part of the English course.

Table 12. Statistics for groups – t-test

	
	N
	Mean
	Standard deviation
	Standard error of the mean

	nationality
	Polish
	47
	50.8728
	15.36586
	2.24134

	
	Ukrainian
	77
	53.0509
	15.00371
	1.70983

	gender
	female
	52
	48.8585
	16.36195
	2.26899

	
	male
	72
	54.6569
	13.75817
	1.62142

	semester (for B1 only)
	second
	63
	50.3052
	15.98481
	2.01390

	
	fourth
	32
	59.8078
	15.46428
	2.73372

	level
	B1
	95
	53.5061
	16.36407
	1.67892

	
	B2
	29
	48.0297
	9.00405
	1.67201


Table 13. Descriptive statistics - ANOVA

	 
	N
	Mean
	Standard deviation
	Standard error

	
	
	
	
	

	field of study
	IT
	51
	55.3773
	9.45233
	1.32359

	
	Journalism
	42
	49.1900
	19.26983
	2.97340

	
	Tourism
	31
	51.1523
	15.79761
	2.83733

	
	Total
	124
	52.2253
	15.11688
	1.35754

	age
	18 
	23
	50.3822
	16.11525
	3.36026

	
	19 
	31
	52.5255
	14.53505
	2.61057

	
	20 
	23
	55.6974
	10.80928
	2.25389

	
	21 
	25
	50.4612
	15.98949
	3.19790

	
	22 
	12
	52.2225
	17.09705
	4.93549

	
	23 and more
	10
	51.9620
	20.27033
	6.41004

	
	Total
	124
	52.2253
	15.11688
	1.35754


Table 14. Results of particular genders

	Gender
	Total
	Total

	
	0.01-29.99
	30.00-49.99
	50.00 and more
	

	Female
	Sample size
	6
	18
	28
	52

	
	% of gender
	11.5%
	34.6%
	53.8%
	100.0%

	Male
	Sample size
	3
	20
	49
	72

	
	% of gender
	4.2%
	27.8%
	68.1%
	100.0%

	Total
	Sample size
	9
	38
	77
	124

	
	% of gender
	7.3%
	30.6%
	62.1%
	100.0%


In the analysed group, men obtained better results than women. The average result for men was 54.66%, and for women it was 48.86%. Nearly half of the women (46.1%) obtained results below 50% of points. Only every third man (32%) fit below the same borderline. 

Table 15. Results according to levels

	Level
	Total
	Total

	
	0.01-29.99
	30.00-49.99
	50.00 and more
	

	B1
	Sample size
	7
	27
	61
	95

	
	% of level
	7.4%
	28.4%
	64.2%
	100.0%

	B2
	Sample size
	2
	11
	16
	29

	
	% of level 
	6.9%
	37.9%
	55.2%
	100.0%

	Total
	Sample size
	9
	38
	77
	124

	
	% of level
	7.3%
	30.6%
	62.1%
	100.0%


Students at B1 level obtained 53.51% of points on average. 64% of students at B1 level obtained over 50% of points. The average for the B2 level was 48.03% of points, with a little over half (55%) receiving over 50% of points. Thus the results of students at B1 level were better. 

Table 16. Results by semester of studies for B1 students

	Semester (for B1 only)
	Total
	Together

	
	0.01-29.99
	30.00-49.99
	50.00 and more
	

	Second 
	Sample size
	5
	27
	31
	63

	
	% of semester
	7.9%
	42.9%
	49.2%
	100.0%

	Fourth 
	Sample size
	2
	0
	30
	32

	
	% of semester
	6.3%
	0.0%
	93.8%
	100.0%

	Total
	Sample size
	7
	27
	61
	95

	
	% of semester
	7.4%
	28.4%
	64.2%
	100.0%


Students at the second semester received 50.31% of points on average, while those at the fourth semester obtained an average of 59.81%. Interestingly, most students at the second semester were divided in similar amounts between the Acceptable and the Good group (42.9% and 49.2%, respectively), while almost all fourth-semester students (93%) achieved at least 50% of points.

Even though the analysis showed no statistically significant differences between the nationalities, fields of study or ages, it might be worth examining the results obtained by students of various fields of study. Further analysis shows that those differences do become statistically significant in certain aspects of the study. When comparing the means, it is visible that the best results were obtained by IT students, who gained 55.38% of points on average. Somewhat lower scores were found with students of Tourism (51.15%), and the lowest with students of Journalism (49.19%)

Table 17. Results by field of study

	Field of study
	Total
	Together

	
	Poor
	Acceptable
	Good/Very good
	

	IT
	Sample size
	0
	14
	27
	41

	
	% of field
	0.0%
	34.1%
	65.9%
	100.0%

	Journalism
	Sample size
	6
	3
	22
	31

	
	% of field
	19.4%
	9.7%
	71.0%
	100.0%

	Tourism
	Sample size
	1
	10
	12
	23

	
	% of field
	4.3%
	43.5%
	52.2%
	100.0%

	Total
	Sample size
	7
	27
	61
	95

	
	% of field
	7.4%
	28.4%
	64.2%
	100.0%


Interesting is also the division of results. Among IT students who achieved any points, there was none who would gain less than 30% of points. The lowest result was in fact as high as 42.28%. Two thirds of those students presented good or very good performance. Active tourism students were more evenly distributed between the Acceptable (43.5%) and the Good/Very good (52.2%) group, with one person failing to achieve at least 30% of points. Journalism had a high percentage (71%) of good and very good students, but the general result was lowered by a relatively large percentage of poor students. Acceptable performance was resented by few (9.7%), making Journalism students possibly the most mixed group as concerned performance in the course.

4.3 Performance in Language Skills and Webquests

Each module of the e-learning materials at UITM English courses has two major parts, called Language Skills and Webquests. Both parts have been described in more detail in chapter III. Considering that division and freedom of students to choose the exercises they wish, analysis of results obtained by the students indicated the following:

1. Many more students were willing to work with the Language Skills part. All students active in the course have obtained some points in this part, while 27 students, which makes every fifth one, did not work with Webquests at all;

2. Students also received more points from Language Skills tasks. The average percentage of points from that part was 55.20, with a standard deviation of 16.35. The negative skew of the result distribution indicates that most students obtained results higher than the average. Histogram 3 shows that the largest number of students gained results within the range of 60-65% of points in that part of the course. Low standard deviation and positive kurtosis indicate a relatively peaked distribution of results near the mean, as can be seen in the histogram;

3. The part of Webquests was not only chosen less frequently by the students, but it also gave differentiated results. The average result from this part was 43.30% of points. The results are distributed with a negative skew, as well, but negative kurtosis and high value of standard deviation indicate, that the results obtained are quite flatly distributed, as shown in histogram 4. 

Table 18. Statistical data concerning work with Webquests and Language Skills
	
	Webquests
	Language Skills

	N
	Valid
	124
	124

	
	No data
	0
	0

	Mean
	43.2959
	55.1961

	Median
	49.9150
	58.5400

	Dominant
	.00
	61.08

	Standard deviation
	32.06811
	16.34712

	Skewness
	-.140
	-1.690

	Standard error of skewness
	.217
	.217

	Kurtosis
	-1.344
	3.350

	Standard error of kurtosis
	.431
	.431


Table 19. Statistical data concerning work with Language Skills
	Language Skills

	
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Valid
	Poor
	9
	7.3
	7.3
	7.3

	
	Acceptable
	23
	18.5
	18.5
	25.8

	
	Good
	89
	71.8
	71.8
	97.6

	
	Very good
	3
	2.4
	2.4
	100.0

	
	Total
	124
	100.0
	100.0
	


Table 20. Statistical data concerning work with Webquests
	Webquests

	
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Valid
	Poor
	18
	14.5
	18.6
	18.6

	
	Acceptable
	17
	13.7
	17.5
	36.1

	
	Good
	40
	32.3
	41.2
	77.3

	
	Very good
	22
	17.7
	22.7
	100.0

	
	Total
	97
	78.2
	100.0
	

	No data
	0
	27
	21.8
	
	

	Total
	124
	100.0
	
	


When comparing results from Language Skills and from Webquests, it is worth noting that students who solve tasks within Language Skills mostly (71.8%) obtain results within the range of 50-74.99% of points, and only single individuals gain more than 75% of points from that part. Students who are active in the Webquest part are able to obtain very good results, as 17.7% of students have gained over 75% of points. 
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Hist 3. Distribution for results in Language Skills
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Hist. 4. Distribution for results in Webquests

A question may be posed whether there are socio-demographic characteristics which influence the work with various parts of the course. To answer it, further analysis was done, considering the students’ nationality, gender, age, linguistic competence level and the studied field.

4.3.1 Performance in Language Skills 

Results obtained in the Language Skills part were analysed separately, with consideration for the different socio-demographic characteristics of the population. The below tables show the general statistics for groups, which are then analysed in more detail further in this section.

Table 21. Statistics for groups – t-test – Language Skills

	
	N
	Mean 
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	53.3777
	18.87844
	2.75370

	
	Ukrainian
	77
	56.3061
	14.61100
	1.66508

	Gender
	Female
	52
	52.5625
	16.95923
	2.35182

	
	Male
	72
	57.0982
	15.73528
	1.85442

	Semester (only for B1)
	Second
	63
	56.9165
	16.19381
	2.04023

	
	Fourth
	32
	58.8575
	19.22461
	3.39846

	Level 
	B1
	95
	57.5703
	17.19597
	1.76427

	
	B2
	29
	47.4186
	9.97037
	1.85145


Table 22. Descriptive statistics - ANOVA– Language Skills

	 
	N
	Mean
	Standard deviation
	Standard error 

	
	
	
	
	

	field of study
	IT
	51
	60.3700
	8.05099
	1.12736

	
	Journalism
	42
	49.6850
	21.42622
	3.30614

	
	Tourism
	31
	54.1510
	16.46310
	2.95686

	
	Total
	124
	55.1961
	16.34712
	1.46801

	age
	18 
	23
	56.0217
	15.81815
	3.29831

	
	19 
	31
	55.2581
	13.93474
	2.50275

	
	20 
	23
	61.1513
	11.02189
	2.29822

	
	21 
	25
	53.6808
	16.76392
	3.35278

	
	22 
	12
	53.5717
	17.86100
	5.15603

	
	23 and more
	10
	45.1460
	27.24780
	8.61651

	
	Total
	124
	55.1961
	16.34712
	1.46801


Results obtained in statistical analyses (t-test, ANOVA), as shown in the above tables, indicate statistically significant differences in students’ results gained in the Language Skills part between:

· Competence level 

· Field of study.

Table 23. Work with Language Skills according to level

	Level
	Language Skills
	Total

	
	Poor
	Acceptable
	Good
	Very good
	

	B1
	Sample size
	7
	9
	76
	3
	95

	
	% of level
	7.4%
	9.5%
	80.0%
	3.2%
	100.0%

	B2
	Sample size
	2
	14
	13
	0
	29

	
	% of level
	6.9%
	48.3%
	44.8%
	0.0%
	100.0%

	Total
	Sample size
	9
	23
	89
	3
	124

	
	% of level
	7.3%
	18.5%
	71.8%
	2.4%
	100.0%


Students at B1 level gained a higher average result from that part of the course. The mean at B1 was 57.57%, and at B2 it was 47.42%. The results of 80% of B1 students were in the range of 50-74.99% of points, while the same range included only 44.8% of B2 students. The results of nearly half (48.3%) B2 students were between 30 and 49.99% of points. 

Table 24. Work with Language Skills according to field of study

	Field of study
	Language Skills
	Total

	
	Poor
	Acceptable
	Good
	Very good
	

	IT
	Sample size
	0
	6
	44
	1
	51

	
	% of field
	0.0%
	11.8%
	86.3%
	2.0%
	100.0%

	Journalism
	Sample size
	7
	8
	25
	2
	42

	
	% of field
	16.7%
	19.0%
	59.5%
	4.8%
	100.0%

	Tourism
	Sample size
	2
	9
	20
	0
	31

	
	% of field
	6.5%
	29.0%
	64.5%
	0.0%
	100.0%

	Total
	Sample size
	9
	23
	89
	3
	124

	
	% of field
	7.3%
	18.5%
	71.8%
	2.4%
	100.0%


The results obtained in Language Skills also depended on the studied field. IT students have received the highest average number of points (60.37%). That group of students did not include any who would have a lower result than 30%, and only 11.8% of students with results lower than 50%. 86% of IT students found themselves within the range of 50-74.99% of points.

The average result of Tourism students was 54.15% of points. 64.5% of students of Tourism obtained between 50 and 74.99% of points, with about one third presenting Acceptable performance. Only 2 students had poor results (0.68% and 18.81%), and none achieved 75% of points or more, the highest score being 72.86%.
The lowest average result was that of Journalism students (49.69%). Just over half of them (59.5%) were in the range of 50-74.99% of points, while the Poor performance group was the largest (16.7%) among all three fields. The Acceptable group was comparable in size, with only one student more than in the Poor group, and only two students achieved over 75%, or even 80% of points in Language Skills tasks.

The result of the post hoc test (Tukey’s test) indicates a linear relationship between the described fields of study and the results the student gained within Language Skills. The fields may be ranked according to their results in the following manner: IT with the best results – Tourism with average results – Journalism with the lowest results. 

Although the analysis has shown no statistically significant relationships between results in that part of the course and the students’ age, it might be worth noting that the oldest students (23 and older) gained the worst results, with an average of 45.15% of points, while 20-year-olds obtained 61.15% of points on average.

4.3.2 Performance in Webquests 

Results obtained in the Webquests component were also analysed separately, with consideration for different socio-demographic characteristics of the population. The below tables show the general statistics for groups, analysed in more detail further in this section.

Table 25. Statistics for groups – t-test – Webquests 
	
	N
	Mean
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	36.0668
	32.29805
	4.71115

	
	Ukrainian
	77
	47.7084
	31.31919
	3.56915

	Gender
	Female
	52
	41.6671
	33.31712
	4.62025

	
	Male
	72
	44.4722
	31.31836
	3.69090

	Semester (only for B1)
	Second
	63
	35.4919
	29.02468
	3.65677

	
	Fourth
	32
	59.9119
	18.96049
	3.35177

	Level 
	B1
	95
	43.7176
	28.43996
	2.91788

	
	B2
	29
	41.9145
	42.42067
	7.87732


Table 26. Descriptive statistics - ANOVA – Webquests 

	 
	N
	Mean
	Standard deviation
	Standard error

	
	
	
	
	

	field of study
	IT
	51
	42.2937
	30.77636
	4.30955

	
	Journalism
	42
	40.5998
	30.92956
	4.77253

	
	Tourism
	31
	48.5974
	35.90709
	6.44910

	
	Total
	124
	43.2959
	32.06811
	2.87980

	age
	18 
	23
	40.2422
	31.96333
	6.66482

	
	19 
	31
	50.6642
	31.75490
	5.70335

	
	20 
	23
	41.6170
	30.96965
	6.45762

	
	21 
	25
	35.8492
	36.69437
	7.33887

	
	22 
	12
	47.5025
	25.29756
	7.30278

	
	23 and more
	10
	44.9080
	32.86066
	10.39145

	
	Total
	124
	43.2959
	32.06811
	2.87980


Statistical analyses (t-test, ANOVA) indicate that results obtained within Webquests show statistically significant differences between:

· Nationalities

· Semesters of study (only for B1).

Table 27. Work with Webquests according to nationality
	Nationality
	Webquests
	Total

	
	Not active
	Poor
	Acceptable
	Good
	Very good
	

	Polish
	Sample size
	14
	6
	9
	12
	6
	47

	
	% of nationality 
	29.8%
	12.8%
	19.1%
	25.5%
	12.8%
	100.0%

	Ukrainian
	Sample size
	13
	12
	8
	28
	16
	77

	
	% of nationality
	16.9%
	15.6%
	10.4%
	36.4%
	20.8%
	100.0%

	Total
	Sample size
	27
	18
	17
	40
	22
	124

	
	% of nationality
	21.8%
	14.5%
	13.7%
	32.3%
	17.7%
	100.0%


Ukrainian students obtained better results in Webquests than Poles, with the average result of 47.7% for Ukrainians and 36.07% for Poles. The lower percentage of points with Poles is related to the fact that nearly 30% of Poles did not attempts any tasks within Webquests. Ukrainians fit far more often in the ranges of 50-74.99% and above 75% of points. 

 Table 28. Work with Webquests according to semester of studies
	Semester (only for B1)
	Webquests
	Total

	
	Not active
	Poor
	Acceptable
	Good
	Very good
	

	Second 
	Sample size
	16
	13
	11
	18
	5
	63

	
	% of semester
	25.4%
	20.6%
	17.5%
	28.6%
	7.9%
	100.0%

	Fourth
	Sample size
	1
	1
	4
	20
	6
	32

	
	% of semester
	3.1%
	3.1%
	12.5%
	62.5%
	18.8%
	100.0%

	Total
	Sample size
	17
	14
	15
	38
	11
	95

	
	% of semester
	17.9%
	14.7%
	15.8%
	40.0%
	11.6%
	100.0%


The other differentiating feature was the semester of studies. Students at the second semester obtained 35.49% of points on average in Webquests. Students at the fourth semester gained an average result of 59.91% of points. Every fourth second-semester student did not attempt to work with that part of the course, and every fifth one obtained up to 30% of points. Only about a third of them passed the 50% threshold, while with the fourth semester, more than 80% of students gained 50% of points or more. 

4.4 Results in closed-ended, semi-open and open-ended question types

As described in section 3.3.2.2, the e-learning materials for English courses at UITM include all three major types of questions: closed-ended, semi-open and open-ended ones, with the latter two requiring teacher’s feedback as opposed to computer-generated results of closed-ended question. An analysis of the results obtained by students with regard to that aspect gave the following findings:

1. Students were much more likely to choose closed-ended questions than other ones. All students working with the materials gained points in that category. Semi-open questions were avoided by 4 students, and open-ended ones by as many as 109 (88%);

2. Students also obtained more points in closed-ended questions. Their average result in that category was 65.68%, with a standard deviation of 19.41. The negative skew of the result distribution indicates that most students obtained results above the average. Histogram 5 shows that the largest group of students gained between 60 and 65% of points in closed-ended questions. The groups within the ranges of 75-80% and 80-85% of points were also quite numerous. Low standard deviation and positive kurtosis indicate a relatively peaked distribution of results near the mean, as can be seen in the histogram;

3. Semi-open questions were only a little less likely to be chosen, but they did bring poorer results to students, as the average result in that category was 35.15%. There is a positive skew of the distribution, showing that most students obtained results lower than the average. Histogram 6 shows that the largest number of students obtained either 30-35% or 35-40% of points in semi-open questions.  

4. Open-ended questions were the ones least frequently chosen. Students who did work with them obtained up to 10% of points, with the exception of only two students who achieved results of some significance (47.5% and 58.75% of points). The two students with highest results were at B1 level, which may be surprising considering the fact that most results in open-ended questions were obtained at level B2.

Table 29. Statistical data for types of questions
	Statistics

	
	Closed-ended
	Semi-open
	Open-ended

	N
	Valid
	124
	124
	124

	
	No data
	0
	0
	0

	Mean
	65.6784
	35.1487
	1.2431

	Median
	66.8450
	35.1650
	.0000

	Dominant
	70.32a
	.00
	.00

	Standard deviation
	19.40565
	18.12543
	6.85343

	Skewness
	-1.682
	.269
	7.441

	Standard error of skewness
	.217
	.217
	.217

	Kurtosis
	3.273
	.858
	56.983

	Standard error of kurtosis
	.431
	.431
	.431

	a. There are many modal values. The lowest value is given


Table 30. Statistical data for closed-ended questions
	Closed-ended
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Poor
	9
	7.3
	7.3
	7.3

	Acceptable
	3
	2.4
	2.4
	9.7

	Good
	68
	54.8
	54.8
	64.5

	Very good
	44
	35.5
	35.5
	100.0

	Total
	124
	100.0
	100.0
	


Table 31. Statistical data for semi-open questions
	Semi-open
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Not active
	4
	3.2
	3.2
	3.2

	Poor
	40
	32.3
	32.3
	35.5

	Acceptable
	55
	44.4
	44.4
	79.8

	Good
	22
	17.7
	17.7
	97.6

	Very good
	3
	2.4
	2.4
	100.0

	Total
	124
	100.0
	100.0
	


Table 32. Statistical data for open-ended questions
	Open-ended
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Not active
	109
	87.9
	87.9
	87.9

	Poor
	13
	10.5
	10.5
	98.4

	Acceptable
	1
	.8
	.8
	99.2

	Good
	1
	.8
	.8
	100.0

	Total
	124
	100.0
	100.0
	


Comparison of the results achieved by students shows that most of them (90%) obtained over 50% of points for closed-ended questions, and for semi-open ones they mostly (80%) gained up to 50% of points. The distribution is relatively peaked in the histograms, but the skew is opposite. Few students scored points in open-ended questions, and the number of high scores was negligible.
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Hist. 5. Distribution for results obtained in closed-ended questions
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Hist. 6. Distribution for results obtained in semi-open questions
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Hist. 7. Distribution for results obtained in open-ended questions

4.4.1 Performance in closed-ended questions

Results obtained in closed-ended questions were analysed with consideration for different socio-demographic characteristics of the population. The below tables show the general statistics for groups, analysed in more detail further in this section

Table 33. Statistics for groups – t-test – closed-ended questions
	
	N
	Mean 
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	64.1349
	18.90371
	2.75739

	
	Ukrainian
	77
	66.6205
	19.76868
	2.25285

	Gender
	Female
	52
	62.5012
	20.48802
	2.84118

	
	Male
	72
	67.9731
	18.38842
	2.16710

	Semester (only for B1)
	Second
	63
	62.4638
	20.76880
	2.61662

	
	Fourth
	32
	75.0959
	19.35387
	3.42131

	Level 
	B1
	95
	66.7188
	21.07264
	2.16201

	
	B2
	29
	62.2700
	12.15709
	2.25751


Table 34. Descriptive statistics – ANOVA – closed-ended questions
	 
	N
	Mean
	Standard deviation
	Standard error

	
	
	
	
	

	field of study
	IT
	51
	70.3398
	10.93584
	1.53132

	
	Journalism
	42
	60.1205
	25.49325
	3.93369

	
	Tourism
	31
	65.5397
	19.39701
	3.48381

	
	Total
	124
	65.6784
	19.40565
	1.74268

	age
	18 
	23
	61.1900
	23.68382
	4.93842

	
	19 
	31
	67.0929
	17.91462
	3.21756

	
	20 
	23
	70.6539
	11.39976
	2.37701

	
	21 
	25
	64.9736
	19.84893
	3.96979

	
	22 
	12
	64.0475
	20.79000
	6.00156

	
	23 and more
	10
	63.8920
	26.05751
	8.24011

	
	Total
	124
	65.6784
	19.40565
	1.74268


Results obtained in statistical analyses (t-test, ANOVA) of results obtained in closed-ended questions indicate statistically significant differences between:

· Semester of studies, with comparison done only for B1 level groups

· Field of study.

Table 35. Work with closed-ended questions according to semester of studies
	Semester 
	Closed-ended questions
	Total

	
	Poor
	Acceptable
	Good
	Very good
	

	second
	Sample size
	5
	3
	38
	17
	63

	
	% of semester
	7.9%
	4.8%
	60.3%
	27.0%
	100.0%

	fourth
	Sample size
	2
	0
	3
	27
	32

	
	% of semester
	6.3%
	0.0%
	9.4%
	84.4%
	100.0%

	Total 
	Sample size
	7
	3
	41
	44
	95

	
	% of semester
	7.4%
	3.2%
	43.2%
	46.3%
	100.0%


Fourth-semester students obtained a higher average result in closed-ended questions, with 75.09% of points against the average 62.46% of points gained by second-semester students. The results of nearly 85% of students at the fourth semester were in the range of 75-100% of points, while at the second semester that range was achieved by 27% of students. The results of 60% of second-semester students were between 50 and 74.99% of points. 

Table 36. Work with closed-ended questions according to field of studies
	Field of study
	Closed-ended questions
	Total

	
	Poor
	Acceptable
	Good
	Very good
	

	IT
	Sample size
	0
	1
	28
	22
	51

	
	% of field
	0.0%
	2.0%
	54.9%
	43.1%
	100.0%

	Journalism 
	Sample size
	7
	1
	23
	11
	42

	
	% of field
	16.7%
	2.4%
	54.8%
	26.2%
	100.0%

	Tourism
	Sample size
	2
	1
	17
	11
	31

	
	% of field
	6.5%
	3.2%
	54.8%
	35.5%
	100.0%

	Total
	Sample size
	9
	3
	68
	44
	124

	
	% of field
	7.3%
	2.4%
	54.8%
	35.5%
	100.0%


The results obtained in closed-ended questions depended also on the studied field. IT students gained the highest average of points (70.34%). There was only one student from that group who obtained less than 50% of points. The results of 55% of IT students were within the range of 50-74.99% of points, and as many as 43% obtained over 75% of points. The average result in Tourism was 65.54% of points. Similarly to IT, 55% of students from this group obtained between 50 and 74.99% of points, but fewer (35.5%) gained more than 75% of points. The lowest average was found with Journalism students: 16.12%. In that group, also 55% of students were within the range of 50-74.99% of points, but a higher result was obtained only by 26%, and as much as 16.7% of the group was below the 30% borderline, which considerably lowered the average result.

Results of the post hoc test (Tukey's test) indicated a linear relationship between the considered fields of study and results obtained in close-ended questions. Again, a ranking could be made as follows: IT (best) – Tourism (average) – Journalism (poor). 

4.4.2 Performance in semi-open questions

The below tables show the general statistics for groups as concerns results obtained in semi-open questions. The data is analysed in more detail further in this section, with consideration for different socio-demographic characteristics of the population. 

Table 37. Statistics for groups – t-test – semi-open questions
	
	N
	Mean 
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	35.7570
	22.04207
	3.21517

	
	Ukrainian
	77
	34.7774
	15.40339
	1.75538

	Gender
	Female
	52
	31.8348
	15.42329
	2.13883

	
	Male
	72
	37.5421
	19.60672
	2.31067

	Semester (only for B1)
	Second
	63
	38.5203
	19.38546
	2.44234

	
	Fourth
	32
	39.3850
	16.76770
	2.96414

	Level 
	B1
	95
	38.8116
	18.45957
	1.89391

	
	B2
	29
	23.1497
	10.22668
	1.89905


Table 38. Descriptive statistics – ANOVA – semi-open questions
	 
	N
	Mean
	Standard deviation
	Standard error 

	
	
	
	
	

	field of study
	IT
	51
	38.5508
	13.20081
	1.84848

	
	Journalism
	42
	32.3412
	22.64249
	3.49381

	
	Tourism
	31
	33.3555
	17.93996
	3.22211

	
	Total
	124
	35.1487
	18.12543
	1.62771

	age
	18 
	23
	37.0039
	14.32872
	2.98775

	
	19 
	31
	31.8358
	15.45009
	2.77492

	
	20 
	23
	38.8830
	20.03684
	4.17797

	
	21 
	25
	33.4700
	19.34747
	3.86949

	
	22 
	12
	34.2367
	20.00206
	5.77410

	
	23 and more
	10
	37.8540
	24.98977
	7.90246

	
	Total
	124
	35.1487
	18.12543
	1.62771


Based on statistical analyses (t-test, ANOVA) it may be stated that results obtained in semi-open questions differ in a statistically significant manner in the case of the students’ level of linguistic competence.

Table 39. Work with semi-open questions according to level
	Level 
	Semi-open questions  
	Total 

	
	Not active
	Poor
	Acceptable
	Good
	Very good
	

	B1
	Sample size
	3
	18
	49
	22
	3
	95

	
	% of level
	3.2%
	18.9%
	51.6%
	23.2%
	3.2%
	100.0%

	B2
	Sample size
	1
	22
	6
	0
	0
	29

	
	% of level
	3.4%
	75.9%
	20.7%
	0.0%
	0.0%
	100.0%

	Total 
	Sample size
	4
	40
	55
	22
	3
	124

	
	% of level
	3.2%
	32.3%
	44.4%
	17.7%
	2.4%
	100.0%


Students at level B1 obtained a higher average in semi-open questions. At B1 level the average was 38.81% of points, and at B2 level, 23.15% of points. The results of over 50% of B1 students were in the range of 30-49.99% of points, while only 21% of B2 students reached that range. Interestingly, there was no better result in the latter group. 76% of B2 students gained from 0.01 to 29.99% of points. 

4.4.3 Performance in open-ended questions

Analysis of students’ performance in open-ended questions posed certain difficulties. With most students (88%) there were no results to be considered. The general number of open-ended questions differed between the modules, with the B1 module containing fewer such tasks. With such low numbers to consider, a statistical analysis was not possible. However, a comparison of the numbers of students gaining points in open-ended tasks indicated that there might appear distinctions depending on socio-demographic features. Although no trend can be established with such a small sample, it might be interesting to note that there are consistently clear differences within the particular divisions.

Table 40. Numbers of students gaining points in open-ended questions 

	Category
	Larger group /number
	Smaller group /number

	Nationality
	Polish /12
	Ukrainian /3

	Gender
	Male /11
	Female /4

	Semester of studies
	Fourth /13
	Second /2

	Level 
	B2 /12
	B1 /3

	Field of study
	Journalism /10
	IT /4; Tourism /1

	Age
	21 /8
	23 /3; 19 /2; 20 /1; 22 /1; 18 /0


With semi-open and open-ended tasks,  one more aspect should be noted. Since those tasks are graded by the teacher, students who received no points might have actually attempted the tasks to ultimately fail in them. Such failed (0 points) attempts would not normally be indicated in the system. Also, with most types of questions, a student can start an exercise, even save the answers, but not submit them for grading. Such questions are indicated in the Grade Center as being “in progress”. For those two reasons, this analysis concerned so far students who gained points in the exercises, not students who attempted the tasks. 

However, with open-ended questions it is worth considering the failed attempts at gaining points which can be traced in the system. Although it is difficult to obtain the number of  attempts submitted but failed, two other categories were examined: 1) tasks in progress, which have been opened by a student, but not submitted; those can involve no answer, partial answer, or full answer, but they remain outside the grading system; 2) ungraded tasks which have been submitted but have not been graded by the teacher; they are marked with a green exclamation mark in the Grade enter. If the submitted attempt is graded, the mark disappears, and thus the attempt disappears from this category. The reasons for leaving a submitted answer ungraded could have been various, for instance: a student was late submitting the answer; a student gained enough points to gain a grade, and the remaining exercises would not have changed the situation; the teacher did not see the notification in the Grade Center, or neglected to grade the attempt. Since such information is not provided in the system, those reasons will not fall within the spectrum of this analysis.

Considering open-ended questions which:

1) scored points

2) remained ungraded

3) remained unsubmitted

the following observations can be made.

Table 41. Students’ attempts at doing open-ended exercises  

	
	Graded with points
	Ungraded
	Unsubmitted

	Number of students
	21
	43
	95

	Percentage
	16.9%
	34.7%
	76.6%


There were 21 student who scored points in open-ended tasks. Ungraded but submitted answers concerned 43 students, while unsubmitted attempts were made by as many as 95 students, which makes 76.6%. In the ungraded category, nearly 20% of cases concerned one ungraded task per student. In unsubmitted attempts, the largest group concerned up to four tasks (51.6%), a small number reaching up to 9 tasks (19.2%). Single individuals attempted more open-ended tasks, but since level B1 contained definitely fewer open-ended tasks, the low number can be expected, for such individuals could come only from the much smaller group at B2 level.

Table 42. Unsubmitted open-ended tasks 

	
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Valid
	0
	29
	23.4
	23.4
	23.4

	
	1
	14
	11.3
	11.3
	34.7

	
	2
	16
	12.9
	12.9
	47.6

	
	3
	21
	16.9
	16.9
	64.5

	
	4
	13
	10.5
	10.5
	75.0

	
	5
	5
	4.0
	4.0
	79.0

	
	6
	6
	4.8
	4.8
	83.9

	
	7
	5
	4.0
	4.0
	87.9

	
	8
	3
	2.4
	2.4
	90.3

	
	9
	5
	4.0
	4.0
	94.4

	
	10
	1
	.8
	.8
	95.2

	
	12
	1
	.8
	.8
	96.0

	
	16
	1
	.8
	.8
	96.8

	
	17
	1
	.8
	.8
	97.6

	
	19
	2
	1.6
	1.6
	99.2

	
	21
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


Table 43. Ungraded open-ended tasks 
	
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Valid
	0
	81
	65.3
	65.3
	65.3

	
	1
	24
	19.4
	19.4
	84.7

	
	2
	8
	6.5
	6.5
	91.1

	
	3
	7
	5.6
	5.6
	96.8

	
	4
	2
	1.6
	1.6
	98.4

	
	5
	1
	.8
	.8
	99.2

	
	8
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


Table 44. Graded open-ended tasks, with the exception of fails
	
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Valid
	0
	103
	83.1
	83.1
	83.1

	
	1
	4
	3.2
	3.2
	86.3

	
	2
	7
	5.6
	5.6
	91.9

	
	3
	6
	4.8
	4.8
	96.8

	
	4
	3
	2.4
	2.4
	99.2

	
	5
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


With the larger numbers, cross-analyses were done to examine the approaches of students depending on their level of linguistic competence, and for level B1 also concerning their  semester of studies (Annex 2D).

At B1 level, one third of students did not have any unsubmitted attempts, and most of those who did ranged from 1 to 4 tasks. At B2 level, the numbers were more equally distributed, with 2-3 people on average attempting tasks, and only single individuals opening but not submitting more than 9 exercises. 
Table 45. Crosstab: Unsubmitted open-ended tasks vs Level 
	
	Level
	Total

	
	B1
	B2
	

	Unfinished tasks
	0
	Sample size
	29
	0
	29

	
	
	% of level
	30.5%
	0.0%
	23.4%

	
	1
	Sample size
	11
	3
	14

	
	
	% of level
	11.6%
	10.3%
	11.3%

	
	2
	Sample size
	14
	2
	16

	
	
	% of level
	14.7%
	6.9%
	12.9%

	
	3
	Sample size
	19
	2
	21

	
	
	% of level
	20.0%
	6.9%
	16.9%

	
	4
	Sample size
	10
	3
	13

	
	
	% of level
	10.5%
	10.3%
	10.5%

	
	5
	Sample size
	4
	1
	5

	
	
	% of level
	4.2%
	3.4%
	4.0%

	
	6
	Sample size
	4
	2
	6

	
	
	% of level
	4.2%
	6.9%
	4.8%

	
	7
	Sample size
	2
	3
	5

	
	
	% of level
	2.1%
	10.3%
	4.0%

	
	8
	Sample size
	2
	1
	3

	
	
	% of level
	2.1%
	3.4%
	2.4%

	
	9
	Sample size
	
	5
	5

	
	
	% of level
	
	17.2%
	4.0%

	
	10
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	12
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	16
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	17
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	19
	Sample size
	
	2
	2

	
	
	% of level
	
	6.9%
	1.6%

	
	21
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	Total
	Sample size
	95
	29
	124

	
	% of level
	100.0%
	100.0%
	100.0%


A more detailed analysis of B1 students shows that second-semester students are slightly more likely to leave a task unfinished/unsubmitted (73%) than fourth-semester students (62.5%). The distribution of those percentages is comparable, any two-digit ones ending at 4 tasks.

Table 46. Crosstab: Unsubmitted open-ended tasks vs Semester (for B1) 
	
	Semester 
	Total 

	
	second
	fourth
	

	Unfinished tasks
	0
	Sample size
	17
	12
	29

	
	
	% of semester
	27.0%
	37.5%
	30.5%

	
	1
	Sample size
	7
	4
	11

	
	
	% of semester
	11.1%
	12.5%
	11.6%

	
	2
	Sample size
	11
	3
	14

	
	
	% of semester
	17.5%
	9.4%
	14.7%

	
	3
	Sample size
	12
	7
	19

	
	
	% of semester
	19.0%
	21.9%
	20.0%

	
	4
	Sample size
	6
	4
	10

	
	
	% of semester
	9.5%
	12.5%
	10.5%

	
	5
	Sample size
	3
	1
	4

	
	
	% of semester
	4.8%
	3.1%
	4.2%

	
	6
	Sample size
	4
	0
	4

	
	
	% of semester
	6.3%
	0.0%
	4.2%

	
	7
	Sample size
	2
	0
	2

	
	
	% of semester
	3.2%
	0.0%
	2.1%

	
	8
	Sample size
	1
	1
	2

	
	
	% of semester
	1.6%
	3.1%
	2.1%

	Total
	Sample size
	63
	32
	95

	
	% of semester
	100.0%
	100.0%
	100.0%


As difficult as it may be to establish a trend with such small numbers available for analysis, the results give a reasonable clear indication that students not so much avoided approaching any open-ended tasks as they shied away from completing and/or submitting them It is possible that they were willing to try most tasks that could give them points, but withdraw from those that might on closer inspection pose some difficulty or problem. 

4.5 Possible learning strategies chosen by students

In light of the previous analysis, a cross-examination was performed with respect to students’ general results and their work with a) Language Skills and Webquests, b) closed-ended and semi-open-ended questions. Due to small numbers of students actually gaining points there, open-ended questions were excluded from the latter analysis.

4.5.1 Strategies used with Language Skills and Webquests

Earlier analyses have shown that students gained more points in Language Skills, and that Webquest tasks were done less frequently and with varied results. The question remains whether there is any strategy in combining the two parts.

Table 47. Cross-analysis of results in Webquests and Language Skills 
	Webquests
	Language Skills
	Total

	
	Poor
	Acceptable
	Good
	Very good
	

	Not active
	Sample size
	4
	1
	22
	0
	27

	
	% of LS
	44.4%
	4.3%
	24.7%
	0.0%
	21.8%

	Poor
	Sample size
	3
	2
	13
	0
	18

	
	% of LS
	33.3%
	8.7%
	14.6%
	0.0%
	14.5%

	Acceptable
	Sample size
	1
	3
	12
	1
	17

	
	% of LS
	11.1%
	13.0%
	13.5%
	33.3%
	13.7%

	Good
	Sample size
	1
	5
	34
	0
	40

	
	% of LS
	11.1%
	21.7%
	38.2%
	0.0%
	32.3%

	Very good
	Sample size
	0
	12
	8
	2
	22

	
	% of LS
	0.0%
	52.2%
	9.0%
	66.7%
	17.7%

	Total
	Sample size
	9
	23
	89
	3
	124

	
	% of LS
	100.0%
	100.0%
	100.0%
	100.0%
	100,0%


Four groups of students can be distinguished in this analysis, with borderlines adopted at 50% of points. Thus a person with poor or acceptable results in the given part of the e-learning course would generally be viewed as having poor performance, and those with good or very good results would be viewed as generally good. The groups were divided as follows:

1) Generally Low – the few students who obtained low results in Language Skills and also low scores in Webquests; that group is rather small;

2) WQ over LS – students who gained up to 50% of points in Language Skills, but had over half of the possible points in Webquests; there were no students who would score in Webquests but have no points in Language Skills;

3) LS over WQ – students with high results (over 50%) in Language Skills, but below that threshold in Webquests;

4) Generally High – students who gained good or very good results in both Language Skills and Webquests.

Table 48. Strategies of working with Language Skills and Webquests 
	Strategy used
	Frequency
	Percent
	Valid percent
	Cumulative percent

	Generally Low
	14
	11.3
	11.3
	11.3

	WQ over LS
	18
	14.5
	14.5
	25.8

	LS over WQ
	48
	38.7
	38.7
	64.5

	Generally High
	44
	35.5
	35.5
	100.0

	Total
	124
	100.0
	100.0
	


A comparison of student numbers indicated that the latter two strategies are more common among students. A question may also be posed which strategy is most effective. Logically, the Generally Low students will have low overall scores, and Generally High ones will have high overall scores. The LS-over-WQ strategy is much more common than the opposite WQ-over-LS one. However, when comparing general students’ results within those two groups, they are similar. The difference is only in frequency of choice, not in actual effectiveness, as can be seen in the table below.

Table 49. Strategies of choosing Language Skills or Webquests 
	Strategy used
	Total
	Total

	
	Poor
	Acceptable
	Good
	Very good
	

	WQ over LS


	Sample size
	1
	9
	8
	0
	18

	
	% of strategy
	5.6%
	50.0%
	44.4%
	0.0%
	100.0%

	LS over WQ


	Sample size
	0
	25
	23
	0
	48

	
	% of strategy
	0.0%
	52.1%
	47.9%
	0.0%
	100.0%


4.5.2 Strategies used with closed-ended and semi-open tasks

A similar cross-analysis was done in consideration of the type of questions. In that case, five different student strategies were distinguished. The threshold for most cases was the same as in the previous section: 50% of points, with one exception due to the largely different numbers of students with poor and acceptable results in semi-open questions, as seen in the table below.

Table 50. Cross-analysis of results in closed-ended and semi-open tasks 
	Semi-open tasks
	Closed-ended tasks
	Total

	
	Poor
	Acceptable
	Good
	Very good
	

	Not active
	Sample size
	3
	0
	1
	0
	4

	
	% of closed-ended tasks
	33.3%
	0.0%
	1.5%
	0.0%
	3.2%

	Poor
	Sample size
	5
	1
	29
	5
	40

	
	% of closed-ended tasks
	55.6%
	33.3%
	42.6%
	11.4%
	32,3%

	Acceptable
	Sample size
	0
	2
	31
	22
	55

	
	% of closed-ended tasks
	0.0%
	66.7%
	45.6%
	50.0%
	44.4%

	Good
	Sample size
	1
	0
	6
	15
	22

	
	% of closed-ended tasks
	11.1%
	0.0%
	8.8%
	34.1%
	17.7%

	Very good
	Sample size
	0
	0
	1
	2
	3

	
	% of closed-ended tasks
	0.0%
	0.0%
	1.5%
	4.5%
	2.4%

	Total
	Sample size
	9
	3
	68
	44
	124

	
	% of closed-ended tasks
	100.0%
	100.0%
	100.0%
	100.0%
	100.0%


The categories distinguished were:

1) Generally Low – students who attain low scores in either group of questions; this group contains 11 students out of the 124 analysed;

2) SE over CE – students who prefer semi-open (SE) questions over closed-ended (CE) ones; interestingly, this group includes only 1 student;

3) Mainly CE – students who have high results in closed-ended questions, but low ones (under 30%) in semi-open questions;

4) CE over SE – students with high scores in closed-ended questions and 30-50% of points in semi-open ones. The group has been marked with shading in the table;

5) Generally High – students with the best results: good or very good in both closed-ended and semi-open questions.

The last three groups are the most numerous ones (28.23%, 42.74%, and 19.35%, respectively), the CE-over-SE group taking precedence. It thus seems that while almost all students clearly prefer closed-ended questions, many have the semi-open ones as a close second choice.

Table 51. Strategy of working with closed-ended and semi-open tasks 
	
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Mainly CE
	35
	28.2
	31.3
	31.3

	CE over SE
	53
	42.7
	47.3
	78.6

	Generally High
	24
	19.4
	21.4
	100.0

	Total
	112
	90.3
	100.0
	

	Systemic missing data
	12
	9.7
	
	

	Total
	124
	100.0
	
	


The kinds of strategies concerning Language Skills and Webquests and those concerning closed-ended and semi-open questions can be combined by students in different ways. The table below presents a cross-analysis concerning both kinds of strategies. Since in kinds of questions, Generally Low and SE-over-CE groups are very small, they are not included.

Table 52. Strategies used by students  
	strategy
	

	
	Mainly CE
	CE over SE
	Generally High

	Generally Low


	Sample size
	4
	0
	1

	
	% 
	11.4%
	0.0%
	4.2%

	WQ over LS
	Sample size
	11
	5
	0

	
	% 
	31.4%
	9.4%
	0.0%

	LS over WQ


	Sample size
	13
	23
	11

	
	% 
	37.1%
	43.4%
	45.8%

	Generally High 
	Sample size
	7
	25
	12

	
	% 
	20.0%
	47.2%
	50.0%

	Total
	Sample size
	35
	53
	24

	
	% 
	100.0%
	100.0%
	100.0%


In the examined group, the strategies of choosing Language Skills or Webquest tasks have been compared to the three most common approaches to closed-ended and semi-open questions. Students who strongly preferred closed-ended questions were most likely to choose either the WQ-over-LS or LS-over-WQ strategy. However, both the CE-over-SE and Generally High groups either clearly preferred Language Skills tasks, or had good results in both parts of the e-learning course.

It is reasonable to assume that high results in both closed-ended and semi-open questions combined with high scores in both Language Skills and Webquests produced very good results in general. However, in the other cases students seemed to prefer Language Skills over Webquest tasks, and closed-ended questions over semi-open ones, with open-ended ones being the last and relatively infrequent choice.

4.6 Progress in language quality

While the data included in the analysis above has focused solely on data available from the Grading Center, there is another study underway which uses data for a similar group of students, but the data comes from their contributions in the Discussion Forum. The study is aimed at examining whether and in what way students’ work in the system contributes to raising their language quality. Since the system was started only in 2009, some of the research sample overlapped with the students examined in the analysis above. The difference in language quality was examined for the second and fourth semesters, at two fields of study: IT and Journalism, with groups starting at B1 level. Research covered samples of writing produced in the Discussion Forums, mainly free answers to questions posted by the teacher. Samples extremely short, indicative of copying, or answers to grammatical exercises were not included in the study. The quality of language used by the students was examined with the help of two instruments: WordSmith Tools and CPIDR. The tools and the measurements are briefly outlined below.

WordSmith Tools is a tool used for corpus processing and analysis. It comprises a set of functionalities commonly used in researching language, mainly in lexical analysis. It can be used in various disciplines of linguistics, from theoretical linguistics to discourse analysis. In fact, it is an internationally poplar software, used abundantly in research on language and (McEnery and Wilson 2001, Botley, McEnery and Wilson 2000), to e.g. answer questions of use of certain words in certain syntactic structures, or find certain patterns in texts. Standard features include providing statistical indices about average word, sentence or paragraph length. Although such indices must be considered very rough estimates of language quality, it may be assumed that with increased complexity of language, those indices will rise as well. Another index of interest available within WordSmith Tools is the type-to-token ratio (TTR). It examines the number of unique words, i.e. types, against the general number of words, i.e. items or tokens. The index allows to study the complexity and richness of vocabulary in texts of a given user.

Since the above measurements do not give a full and detailed view of a person’s language, conclusions based on them may easily overgeneralise (Botley, McEnery and Wilson 2000). For that reasons, another index has been added to the analysis, i.e. as the propositional density or perhaps more precisely idea density, as authors of the software prefer to term it. The idea density has been measured with CPIDR, short for Computerized Propositional Idea Density Rater. The software determines the propositional idea density of an English text automatically on the basis of part-of-speech tags. A model for measuring propositional density has been suggested by Kintsch (1974), a proposition being a single, elementary piece of information, combined with others in linguistic production. In Kintsch's system, the main verb and all its arguments are one proposition. Additional elements such as adjectives or adverbs are additional propositions. Based on the premises of logical semantics and psycholinguistics, authors of CPIDR elaborated on that model to include common nouns and information about verb tense, aspect, or modality (Brown et al. 2008). In CPIDR, idea density is the number of expressed propositions divided by the number of words. It is worth noting that the product was tested against human raters of linguistic output, and agreed with them better than the raters agreed amongst themselves, with r = 0.97 vs. 0.82, respectively (Brown et al. 2008). As Krakowian (2015) notes, the CPIDR algorithm could possibly be integrated with a Virtual Learning Environment, allowing automated scaling of the quality of a learner’s language quality and thus facilitating grading. In an extensive integrated system like the one used at UITM, such an idea is well worth considering, especially as steps are being made towards integrating the University’s own anti-plagiarism system with e-learning courses. A tool such as CPIDR would have definitely facilitated monitoring students’ progress.

In this study, the following indices have been examined: 

· Average number of contributions, indicative of the students’ activity in the forum;

· AV Bb results – average results on Blackboard

· AV SL – average sentence length

· AV CL – average contribution length

· AV TTR – average type-to-token ratio

· AV PD – average propositional density

The general results indicated growth in all the indices, as shown in Table 53.

Table 53. Changes in language quality according to the selected indices from 2nd to 4th semester of studies.

	Index
	Semester 2
	Semester 4
	Change

	No. of contributions
	2.68
	2.13
	

	AV Bb results
	52.85%
	58.15%
	5.3

	AV SL
	13.2
	14
	.8

	AV CL
	57.00
	58.64
	1.64

	AV TTR
	20.20
	31.17
	10.97

	AV PD
	0.518
	0.535
	.017

	Readability
	70.5
	77.3
	6.8


Interestingly enough, a comparison of the two fields of study included in the sample indicated differences between the groups (Table 54). IT students were far more active in the beginning, and their progress is clearly visible in all indices. Journalists exhibited less than half the activity of the other group, and their indices have either grown to a lesser extent, or fallen. Interestingly enough, a decrease has been noted in average sentence length and average contribution lengths, while their idea density grew slightly more than with IT students. It is likely that Journalism students are wordier by nature, while IT students are more succinct, which would explain such a difference in results. In both cases, the type-to-token ratios have grown, with IT students greatly so, and idea density has also indicated progress. It was the only index with comparable growth in the two groups. 

To be able to state clearly that the observed progress is a result of work with e-learning, the research should include a control group. However, the data available has so far not allowed to form one. It can only be stated with some degree of certainty that the progress was likely a result of attending the language course, since the examined students did not take other courses in English and therefore had relatively low exposure to the language. While not tested for statistical significance, the current findings of the study allow to hope that measurable progress can be noted in language course groups who engage in e-learning activity.

Table 54. Changes in language quality according to the selected indices from 2nd to 4th semester of studies for the selected fields of study.

	Index
	Semester 2
	Semester 4
	Change

	IT

	No. of contributions 
	3.56
	2
	

	AV Bb results
	56.08%
	64.01%
	7.93%

	AV SL
	12.4
	15
	2.6

	AV CL
	43.19
	49.10
	5.91

	AV TTR
	22.76
	41.14
	18.38

	AV PD
	0.516
	0.532
	0.016

	Journalism

	No. of contributions
	1.53
	2.2
	

	AV Bb results
	47.58%
	50.15%
	2.57%

	AV SL
	14.3
	13.6
	-0.7

	AV CL
	90.38
	64.93
	-25.45

	AV TTR
	27.74
	35.01
	7.27

	AV PD
	0.518
	0.538
	0.02


In the course of the study it was also noted how differently various teachers worked with the system. It seemed that more active teachers on average encouraged students to be more active, too, and one or two whole groups had to be excluded from the study because of clear negligence of the teacher, who required little of them, both as concerned the number and the length of contributions. It only confirms the vital role of the instructor in leading learners through the experience of learning in general, and e-learning in particular, at least in the beginning stages. It is an important point to bear in mind, as frequently teachers lack the motivation and many still lack skills to facilitate their students’ progress in e-courses.

4.7 Learning strategies from the perspective of language quality

Considering the fact that the group examined for language quality overlapped to some extent with the sample chosen for research conducted in this paper, an attempt was made at examining whether the strategy choices made by the students as described above affected their language quality in any way. A thus obtained sample included 34 people. One-way analysis of variance was used, based on the type-to-token ratio and students’ preferences for exercises within either Language Skills or Webquests. Presented below are means plots, while descriptive statistics and ANOVA tests are contained in Annex 2E. 

Figures 12 and 13 show the mean AV TTR values within the groups of Poor, Acceptable, Good and Very Good results in Language Skills and in Webquests, respectively. It is noticeable that while students more active in Webquests generally seem to have a higher TTR index, Good performers in Language Skills are actually lowest, lower even than the Acceptable ones. It might indicate that students who choose the more traditional exercises which often enable them to match answers, practice drills or fill in gaps rather than produce texts and thus are strongly focused on Language Skills in their attempt to gain points, can boast of lesser lexical variety than others. It may also mean that with a lower lexical and thus linguistic competence, they prefer exercises which require less of actual linguistic production. 
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Figure 12. Mean plot – average TTR compared to results in Language Skills
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Figure 13. Mean plot – average TTR compared to results in Webquests
Figure 14 shows the mean plot for AV TTR values as compared with strategies chosen by the students. Interestingly, the plot resembles that for Language Skills alone. It might be another indication that students who focus on Language Skills alone may have a lower TTR index. In both cases when students had high results in Webquests, i.e. WQ over LS or Generally High results
, their average TTR visibly rose. 
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Figure 14. Mean plot – average TTR compared to strategies of working with Language Skills and Webquests
Due to a small number of measurements, it is not possible to definitely state a correlation between the strategies applied by students and their lexical richness of language, or the statistical significance of the findings. However, the author trusts that the results of the analysis may allow some cautious optimism. The above presented data might indicate that students should be actively encouraged to practice more creative and holistic tasks, such as are included in Webquests. The challenge of producing a longer linguistic output such as a written assignment, based on an extended set of data from a number of exercises, may discourage them at first, as shown by a higher number of students choosing Language Skills tasks over Webquests than the opposite (see section 4.5.1). Yet as learning strategies are trainable, what may just be needed is the effort of convincing students to try and practice new, creative approaches to language learning.

4.8 Conclusion

In the course of this study, an analysis of students’ performance in e-learning elements of English language courses was performed. The examined sample included undergraduate students of Information Technology, Journalism and Tourism, at two levels of linguistic competence: B1 and B2 according to CEFR, of two nationalities: Polish and Ukrainian, of ages ranging from below 18 to 23, at the second and fourth semester of studies. The data was collected over a period of time from academic year 2010/11 to 2011/12. In the course of the analysis, the following results were obtained. 

1. As concerns general performance in the e-courses, there were about 10% of students who did not achieve any points, for various reasons. Some might have chosen not to work with it, some might have obtained a credit for the e-course under different terms or at a different time. The reasons were not considered in the analysis, which moreover focused on students who did achieve points. In that group, four levels of performance were distinguished for the needs of the whole analysis: Poor, Acceptable, Good and Very good. The majority of students fit in the Good group.

With consideration for social and demographic features which characterised the students, it was found that in general, men obtained slightly better results than women. Students at B1 level were slightly better than those at B2 level, which may indicate that either strong B1 groups are more likely to occur than strong B2 ones, or B1 module tasks were at a weak/average B1 level against strong B2 level in B2 modules. B1 students at the fourth semester had better results than those at the second one, from which it may follow that the additional e-learning practice helped improve the general performance in the course. 

Comparison of mean percentages of points obtained in the e-courses also showed that students of IT scored highest on average, with Tourism and Journalism following, in that order, with only slightly different results. The division of results was also of interest. Most IT students presented good or very good performance, with Tourism falling mainly between Acceptable and Good, and Journalism students being divided mainly among the good/very good and, surprisingly, poor.

In a more general overview, it ought to be taken into account that IT groups most often comprise mostly male students, which might have some influence on the division of results among men and women in the study, as indicated above. As was later seen in analysis of performance in various parts of the courses, IT students seem to have repeatedly higher scores than the other two groups. 

2. Many more students were willing to work with the Language Skills part, while Webquests were avoided by every fifth student. Students also received more points from Language Skills tasks, most of the results being over 50-60%. Work with Webquests gave differentiated results.

Student’s performance with Language Skills reflected the general tendencies noticed above, namely better results in B1 level groups in comparison to B2, and highest results of IT students, followed by Tourism and then Journalism students, with only slight variations between the latter two groups.

3. Analysis of student’s work with Webquests indicated some other tendencies. In general, Ukrainian students obtained better results than Poles, with nearly 30% of Poles not attempting any tasks within this part. It is an interesting finding, and perhaps more research is needed in the future into sociocultural factors to see whether there might be a difference in approach to similar tasks. Also, fourth semester students had much better results than second semester students working with materials in groups at the same level. Logically, they should have more experience in working with such kinds of tasks after two additional semesters of study.

4. Students were much more likely to choose closed-ended questions than other ones, and avoid open-ended ones. Also, closed-ended questions generated best results in general. Again, better results in closed-ended questions were seen at the fourth semester of studies, and with IT students, Journalists performing the poorest on average. In semi-open-ended questions, students at B1 level had better results than those at level B2.

While statistical analysis was not possible with very low number of students active in open-ended questions, certain tendencies could possibly be outlined. Consistently clear differences were found in all divisions as concerned students who obtained any points: such students were more likely to be Polish, male, at the fourth semester, at B2 level, or studying Journalism. While fourth semester students were better in other respects, as well, Journalism students could be considered more of a surprise, with their general results being lower. Yet it could be, that they were the most humanities-oriented group and thus found open-ended tasks more suitable.

As the system allowed to differentiate between ungraded and unsubmitted answers, the following observations were made. In comparison to students who scored points in open-ended tasks, roughly twice the number had submitted exercises, but those were left ungraded, and the amount of students with unsubmitted tasks was approximately twice the number of those with ungraded tasks. Again, a more detailed analysis showed that fourth-semester students were less likely to leave a task unfinished/unsubmitted. Yet, it can be stated that most students in general not so much avoided open-ended tasks as they shied away from completing and/or submitting them, perhaps withdrawing when on closer inspection they saw some difficulty or problem. 

5. Further analysis examined whether there was any strategy in combining Language Skills and Webquests. Most students obtained good results in both parts, or at least in Language Skills. Those who fared better in Webquests than Language Skills were fewer, but the general results were still comparable. Thus, working better with either part of the e-learning course did not generate noticeably different results, even if more students felt comfortable with more traditional tasks of Language Skills.

With closed-ended and semi-open tasks, students clearly preferred closed-ended questions, although many had also at least acceptable results in semi-open ones. Students who strongly preferred closed-ended questions were also most likely to have differentiated results in Webquests and Language Skills, one part taking precedence, but those with higher results in semi-open questions either clearly preferred Language Skills, or had good results in both parts of the course. It is reasonable to assume that high results in both closed-ended and semi-open questions combined with high scores in both Language Skills and Webquests produced very good results in general. However, in the other cases students seemed to prefer Language Skills over Webquest tasks, and closed-ended questions over semi-open ones, with open-ended ones being the last and relatively infrequent choice.

6. Additional research into quality of the language used by students has indicated that students’ language output has improved in the course of English classes using e-learning modules. Moreover, it seems that higher activity of students is correlated with bigger growth, while some indices such as contribution length or sentence length were vastly different for different fields of study. The study also seems to confirm the vital role of the instructor in encouraging students to use the various tools of the e-course, and the significance of ensuring that the instructor possesses the motivation and skills to do so.
7. A look into the relation between language quality and the preferred learning strategies, although limited due to a small sample, may lead to a tentative suggestion that working in a more diverse manner and approaching more holistic and creative tasks might positively impact students’ lexical variety and in effect their language production. In the analysis, higher results in Webquests were related to a higher type-to-token ratio, which translates into richer vocabulary, while activity in Language Skills did not necessarily render a larger lexical variety.  
The analysed population was categorised by such characteristics as: gender, age, nationality, semester of studies, e-module level, and field of study. The study indicated no significant differences in the work of students depending on their age. Definitely clearer differences were visible in comparing semesters of study: students at later years had generally better performance, which signals that length of training and experience might have more impact on learning and performance than just biological age. Importance of the length of training may be confirmed by the fact that students in groups at a slightly lower level generally obtained better results than the more advanced groups, who started their e-learning modules at a later time. Out of the three examined fields of study, IT students repeatedly obtained higher results than the other two fields. Many years of the author’s teaching experience indicate that to be a stable trend also in class. More research would be needed to see if that result could be extended to all or most students of scientific fields. As concerns nationality, no significant differences were found in the performance of Ukrainians and Poles, with perhaps the exception of choosing specific kinds of tasks more willingly, but the data from the research is not numerous enough or indicative enough to be able to claim it a continued tendency. 

Most students preferred more traditional exercises and activities contained within Language Skills. Their combination and kinds resembled those used in class and contained in numerous popular textbooks, against less typical exercises within Webquests, which also required the student to go through all or most activities within the topic in order to produce the final assignment. So it may be that students prefer what is familiar, and carefully approach novelties, in particular more challenging ones. Also, closed-ended exercises enjoyed the greatest popularity with students, which may be caused e.g. by the immediate feedback they receive, after which they can improve their performance by correcting the indicated mistakes. Open-ended exercises such as writing assignments seemed highly unpopular by comparison, although the number of unfinished or unsubmitted tasks at the first year against a smaller amount at the second year allow to hope that there is a willingness to try when first approaching the issue. Perhaps with encouragement and improved motivational scenarios students will learn not to avoid undertaking larger written assignments, in particular as there are indications that higher activity in similar tasks may actually help them increase their language quality in a measurable tempo.

Conclusion
In about ten years of experience in teaching, most of it at a university, the author of this thesis has experienced continuous changes in teaching methods, tools and objectives. Change seems to be a constant, but not surprisingly so, as the world around changes, and Polish education needs perhaps more effort than that in other European countries to be put in in order to give equal chances for graduates in the global market. 

Some of those changes involved the implementation of distance learning in English language courses at the University of Information Technology and Management in Rzeszów as part of a broader electronic network which connects the students, teachers, Dean’s Office and various departments of the University, in a blended learning model, according to current Polish law. The author had the opportunity of not only seeing the change take place, but also to actively participate by designing parts of the e-courses for the University. This thesis is a case study of the e-course as a good practice. It was analysed how students of the University work with the designed materials and the system as part of their work within English language courses. Several conclusions follow from the outcomes of the study. Some detailed ones have already been articulated here, but general conclusions and recommendations also need to be stated.

Being a different form from traditional face-to-face classroom teaching, e-learning poses different challenges and requirements, among others for self-organisational skills and often different motivation, therefore the change from the traditional model to a blended one poses a certain challenge. Content with the familiarity of routine, students are perhaps not immediately willing to dive into the new model, yet at length the new learning tool seems to be effective. The outcomes of the study allow to harbour hope that the more common e-learning becomes, the better results could be expected, as indicated below.. 
The results of the study indicated a correlation between the length of e-learning practice and the general performance in the course. Another factor which might possibly have influence on results is the field of study, which is likely to be related to cognitive styles and working preferences. Also, there are indications that higher activity of students in e-courses may be correlated with their progress in language. The examined students’ language output has definitely improved in the course of English classes using e-learning modules. 
The title of the thesis contains the proposition of examining students’ learning strategies in the given e-learning environment. With a view to that fact, the author has examined students’ language quality as compared to the learning strategies the students chose. However small the sample, the timidly optimistic results of that analysis allow for a tentative assumption that students’ work with more creatively challenging tasks such as are included in Webquests may contribute to their greater richness of vocabulary and consequently better linguistic production. 
The author bears in mind that there are various factors which may have influenced the above discussed results, and some of them remain beyond the scope of this study, yet as the system continues to function, there is going to be more data to allow potential further research. 
A conclusion might be suggested that the UITM e-learning modules were reasonably well designed, as working better with either part of the e-learning course did not generate noticeably different results. It may be assumed that the e-course was varied enough for most students to find parts which fit their learning preferences. While certain parts were preferred by most students, there is hope that with some encouragement and perhaps improved motivational scenarios, students can broaden the scope of the exercise kinds which they choose to allow for more efficient learning and measurably better results. There are naturally areas which could be improved, such as better scenarios, group work tasks or other activity in networking features, such as the discussion forum. Yet data collected from students and data about their work with the system as available within it allow to continuously monitor, modify and improve the e-courses. The author believes that the UITM e-learning system for language learning can be deemed a good practice. It is efficient, it is integrated with other electronic systems of the University, it seems to render good results, and research is continuously done to improve it further.

Parts of the study also indicated how important the role of the instructor is in encouraging students to work in the e-course. Students do not seem to have much trouble moving in the system, and even if they are averse at first towards what they see as additional work (cf. Gadomska and Krakowian 2015), they accept the obligatory requirements, some learning to use it as a chance for progress or for better grades. With the right guidance and encouragement, they may find e-learning a very useful and highly interesting tool, as evidenced in the Fakebook project as described by Gadomska and Krakowian (2015). However, to be that guide, the teacher needs to be motivated and skilled, as well. As long as e-learning is viewed as additional unpaid work or a technical challenge, all users of e-learning tools will use the system ineffectively and only to a barest minimum.
With e-learning becoming more common in various environments: summer schools, language courses, but also other school and university courses as well as business training, it must be accepted as a growingly important feature of education. Beside knowledge and skills usual for the given course, it offers the opportunity to develop soft competences and self-organisation skills and life-long learning habits. The current market’s requirements for good soft, 21st century skills are not expected to change anytime soon, rather they are expected to grow in force. With that perspective in mind, the introduction of e-learning courses at more universities and colleges, and for more courses would definitely be beneficial for students. 

From that follow new requirements and needs. A uniform overall policy of implementing e-learning would be a welcome change in the current situation of education in Poland. It would need to include not only numeral requirements of how much or how little must be done, but also shaping the general approach of teachers and authorities towards that tool. Importantly, the term “authorities” must go above school or university level to a governmental one. One of the numerous barriers in implementing and improving e-learning is money. In countries which give much financial support to the area of development, like Australia or the US, the evolution of e-learning is fast and vast. In Poland, again, we still have some way to go before a similar level is obtained, but that cannot be done solely with single, individual efforts and ventures. More research is needed in the field, more training and more good practice. With good educational policy and sufficient expenditure for both state and non-state institutions Polish e-learning could develop rapidly and effectively lead future graduates towards reaching EU objectives. It is worth noting that those future graduates will not come only from Poland. A good educational system will serve both students who come from countries where e-learning is already well established, and those who might have had less opportunity to use it and might want to enter European Union as job candidates with equal opportunities, which is often the case with Ukrainian students.

Currently, expenditure on R&D in Poland does not exceed 1% of GDP. Yet knowledge-based economy required research and funding. Improvements must be made in the face of changes in the labour market, economy and demographic indices. Heads of language centres at universities need to lobby for universities’ support for language education, and find ways to avoid cutting costs by cutting hours. University authorities need to work intensively on seeking financial support for R&D from governmental and non-governmental sources, as well as on developing an efficient language teaching policy which would exploit the “opportunities offered by information and communication technology and e-learning” (Berlin Declaration 2001:1). To quote the same source only a paragraph earlier, “Universities must provide students, regardless of their field of specialisation, with opportunities for improving their knowledge in languages, for learning new languages, and for becoming more independent in their language learning.” Governmental institutions need to offer constructive support for the efforts to reach EU objectives of multilingual and multicultural society instead of settling for a minimum of one language, usually English by default, in a limited number of course hours. 

To summarise, much needs to be done in the realm of linguistic education, and education in general. Change is the expected continuum rather than an unwelcome shock on the smooth, well-travelled way of traditional teaching. One of such changes is the development of distance learning methods and systems. As has been hopefully shown in this thesis, it can be a useful tool in aiding the students’ development in skills and competences, and can be fitted to various users with its broad range of possible tasks, scenarios and aids. 
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Annex 1
ZARZĄDZENIE NR 29/2012

REKTORA

WYŻSZEJ SZKOŁY INFORMATYKI I ZARZĄDZANIA 

Z SIEDZIBĄ W RZESZOWIE

z dnia 29 czerwca 2012 roku

w sprawie zasad organizowania, prowadzenia i rozliczania projektów zaliczanych samodzielnie na ocenę, projektów nie zaliczanych samodzielnie na ocenę oraz e-learningu

Działając na podstawie § 24 ust. 8 i 9 Statutu Wyższej Szkoły Informatyki i Zarządzania z siedzibą w Rzeszowie w celu zapewnienia właściwej organizacji zajęć prowadzonych w formie projektów 
i e-learningu postanawiam co następuje:

§ 1

1. Zasady organizowania, prowadzenia i rozliczania projektów zaliczanych samodzielnie na ocenę, zwanych dalej „projektami”, określają § od 2 do 6 niniejszego zarządzenia.

2. Zasady organizowania, prowadzenia i rozliczania projektów nie zaliczanych samodzielnie na ocenę, zwanych dalej „projektami niesamodzielnymi”, określają § od 7 do 11 niniejszego zarządzenia.

3. Zasady organizowania, prowadzenia i rozliczania e-learningu określają § od 12 do 17 niniejszego zarządzenia. 

§ 2

1. Nauczyciel prowadzący projekt zobowiązany jest do przeprowadzenia z każdą grupą:

a) trzech godzin zajęć dydaktycznych, 

b) konsultacji.

2. Zajęcia dydaktyczne, o których mowa w ust. 1 lit. a) są planowane w harmonogramie zajęć.

3. Celem pierwszej godziny zajęć dydaktycznych jest omówienie zakresu merytorycznego projektu oraz przekazanie studentom informacji na temat:

a) metodyki pracy nad danym projektem, 

b) zasad prowadzenia konsultacji,

c) zasad oceny projektu.

4. Celem drugiej godziny zajęć dydaktycznych jest dokonanie weryfikacji oraz zaakceptowanie (lub nie) przedstawionych przez studentów planów merytorycznych projektu, w tym bibliografii.
5. Celem trzeciej godziny zajęć dydaktycznych jest przeprowadzenie zaliczenia projektu.

6. Na studiach stacjonarnych konsultacje do projektu nauczyciel zobowiązany jest prowadzić w formie konsultacji tradycyjnych. Na studiach niestacjonarnych nauczyciel prowadzący projekt może wybierać pomiędzy dwiema formami prowadzenia konsultacji: konsultacje tradycyjne lub konsultacje przez Akademickie Forum Dyskusyjne. Decyzję o sposobie prowadzenia konsultacji nauczyciel podejmuje biorąc pod uwagę specyfikę danego przedmiotu. Raz obranej i zapowiedzianej studentom formy prowadzenia konsultacji nauczyciel akademicki nie może zmieniać w trakcie semestru.

§ 3

Zasady organizowania i prowadzenia konsultacji do projektu:

1) Konsultacje tradycyjne:

a) nauczyciel zobowiązany jest:

· na pierwszej godzinie zajęć dydaktycznych uzgodnić ze studentami miejsce i terminy konsultacji w wymiarze równym liczbie godzin przeznaczonych na projekt w planach studiów, pomniejszonej o 3 godziny zajęć dydaktycznych, 

· w terminie do dwóch tygodni po pierwszych zajęciach dydaktycznych złożyć w dziale nauczania semestralny harmonogram konsultacji dla poszczególnych grup, na formularzu stanowiącym załącznik nr 1 do Zarządzenia,
b) terminy i miejsce konsultacji dla poszczególnych grup sekretarz katedry/zakładu umieszcza na tablicy ogłoszeń przed katedrą/zakładem oraz na stronie katedry/zakładu w portalu Uczelni,
c) nadzór nad przebiegiem konsultacji sprawuje odpowiedni kierownik katedry lub zakładu, albo w zastępstwie prodziekan odpowiedzialny za dany kierunek studiów.

2) Konsultacje przez Akademickie Forum Dyskusyjne (AFD):

a) nauczyciel zobowiązany jest:

· na pierwszej godzinie zajęć dydaktycznych poinformować studentów o prowadzeniu konsultacji przez AFD,

· w terminie do dwóch tygodni po pierwszej godzinie zajęć dydaktycznych powiadomić dział nauczania o fakcie prowadzenia konsultacji przez AFD,

· nie rzadziej niż raz w tygodniu przeglądać AFD i odpowiadać na pytania studentów,
b) dział nauczania co najmniej trzy razy w semestrze sporządza zestawienie liczby wypowiedzi na AFD ze strony studentów i nauczyciela (zestawienie dla poszczególnych grup studentów) i przekazuje je prodziekanom odpowiedzialnym za poszczególne kierunki studiów,
c) na podstawie zestawienia sporządzonego przez dział nauczania prodziekani sprawują nadzór nad przebiegiem konsultacji przez AFD na poszczególnych kierunkach studiów.
3) W ramach konsultacji do projektu nauczyciel zobowiązany jest na bieżąco monitorować samodzielną pracę studentów nad projektem oraz odpowiadać na związane z tym pytania i wątpliwości ze strony studentów.

§ 4

Aby otrzymać zaliczenie projektu student zobowiązany jest co najmniej dwa razy w semestrze skorzystać z konsultacji, o których mowa w § 3.

§ 5

1. Nauczyciel prowadzący grupy projektowe rozlicza dla każdej grupy:

a) 3 godziny zajęć, o których mowa w § 2 ust. 1 lit. a),

b) pulę godzin konsultacji, o których mowa w § 2 ust. 1 lit. b), równą liczbie godzin przeznaczonych na projekt w planach studiów pomniejszoną o 3 godziny zajęć.

2. Grupy projektowe pod względem liczebności są równe grupom ćwiczeniowym. 

3. Nauczycielowi nie przysługuje wynagrodzenie, o którym mowa w ust. 1 lit. b), w przypadku:

a) nie złożenia w dziale nauczania harmonogramu konsultacji o którym mowa w § 3 ust. 1) lit. a), tiret drugie,
b) gdy na AFD liczba wypowiedzi jest niższa niż liczba studentów w danej grupie.
§ 6

Zasady organizowania, prowadzenia i rozliczania projektów określone w § od 2 do 5 niniejszego zarządzenia nie dotyczą projektów realizowanych w ramach ścieżki kształcenia Aviation Management. W tym przypadku, zasady każdorazowo określa Rektor.

§ 7

Do prowadzenia projektów niesamodzielnych przydzielany jest nauczyciel, który równocześnie prowadzi zajęcia ćwiczeniowe lub laboratoryjne z danego przedmiotu, a w przypadku ich braku - nauczyciel wskazany przez dziekana.

§ 8

1. Nauczyciel prowadzący projekt niesamodzielny jest zobowiązany do przeprowadzenia z każdą grupą:

a) konsultacji,

b) zaliczenia projektu.

2. Nauczyciel prowadzący projekt niesamodzielny zobowiązany jest w ramach pierwszych zajęć ćwiczeniowych lub laboratoryjnych omówić zakres merytoryczny projektu oraz przedstawić studentom informacje na temat:

a) metodyki pracy nad danym projektem,

b) zasad prowadzenia konsultacji,

c) zasad oceny projektu.

3. W przypadku, gdy dla danego przedmiotu nie są przewidziane zajęcia ćwiczeniowe ani laboratoryjne nauczyciel przeprowadza dodatkowo 1 godzinę zajęć wprowadzających, na których przedstawia zagadnienia określone w ust. 2. Zajęcia wprowadzające, o których mowa w zdaniu poprzednim są planowane w harmonogramie zajęć.

4. Nauczyciel przeprowadza zaliczenie projektu niesamodzielnego w ramach ćwiczeń lub laboratoriów i wystawia jedną wspólną ocenę z tych dwóch form zajęć, z zastrzeżeniem ust. 5.

5. W sytuacji, o której mowa w ust. 3 nauczyciel przeprowadza samodzielnie zaliczenie projektu bez wystawienia oceny (wpisując „zaliczono” lub „nie zaliczono”).

6. Nauczyciel może prowadzić konsultacje do projektu niesamodzielnego w formie konsultacji tradycyjnych lub poprzez Akademickie Forum Dyskusyjne.

§ 9

Zasady organizowania i prowadzenia konsultacji do projektu niesamodzielnego:

1) Konsultacje tradycyjne:

a) nauczyciel zobowiązany jest:

· na pierwszej godzinie zajęć dydaktycznych uzgodnić ze studentami miejsce i terminy konsultacji w wymiarze równym liczbie godzin przeznaczonych na projekt w planach studiów, z zastrzeżeniem lit. b),
· w terminie do dwóch tygodni po pierwszych zajęciach dydaktycznych złożyć w dziale nauczania semestralny harmonogram konsultacji dla poszczególnych grup, na formularzu stanowiącym załącznik nr 1 do Zarządzenia,
b) w przypadku, gdy dla danego przedmiotu nie są przewidziane zajęcia ćwiczeniowe ani laboratoryjne, nauczyciel zobowiązany jest na zajęciach wprowadzających uzgodnić ze studentami miejsce i terminy konsultacji w wymiarze równym liczbie godzin przeznaczonych na projekt w planach studiów pomniejszonej o 1 godzinę zajęć wprowadzających, 

c) terminy i miejsce konsultacji dla poszczególnych grup sekretarz katedry/zakładu umieszcza na tablicy ogłoszeń przed katedrą/zakładem oraz na stronie katedry/zakładu w portalu Uczelni,

d) nadzór nad przebiegiem konsultacji sprawuje odpowiedni kierownik katedry lub zakładu, albo w zastępstwie prodziekan odpowiedzialny za dany kierunek studiów.

2) Konsultacje przez Akademickie Forum Dyskusyjne (AFD):

a) nauczyciel zobowiązany jest:

· na pierwszej godzinie zajęć dydaktycznych poinformować studentów o prowadzeniu konsultacji przez AFD,

· w terminie do dwóch tygodni po pierwszej godzinie zajęć dydaktycznych powiadomić dział nauczania o fakcie prowadzenia konsultacji przez AFD,

· nie rzadziej niż raz w tygodniu przeglądać AFD i odpowiadać na pytania studentów,
b) dział nauczania co najmniej trzy razy w semestrze sporządza zestawienie liczby wypowiedzi na AFD ze strony studentów i nauczyciela (zestawienie dla poszczególnych grup studentów) i przekazuje je prodziekanom odpowiedzialnym za poszczególne kierunki studiów,
c) na podstawie zestawienia sporządzonego przez dział nauczania prodziekani sprawują nadzór nad przebiegiem konsultacji przez AFD na poszczególnych kierunkach studiów.
3) W ramach konsultacji do projektu nauczyciel zobowiązany jest na bieżąco monitorować samodzielną pracę studentów nad projektem oraz odpowiadać na związane z tym pytania i wątpliwości ze strony studentów.

§ 10

Aby otrzymać zaliczenie projektu niesamodzielnego student zobowiązany jest co najmniej dwa razy w semestrze skorzystać z konsultacji, o których mowa w § 9.

§ 11

1. Nauczyciel prowadzący projekt niesamodzielny rozlicza dla każdej grupy liczbę studentów realizujących projekt niesamodzielny według liczebności tej grupy na dzień 15 stycznia w semestrze zimowym oraz 15 czerwca w semestrze letnim.

2. Grupy w jakich realizowany jest projekt niesamodzielny pod względem liczebności są równe grupom ćwiczeniowym lub laboratoryjnym. 

3. Nauczycielowi nie przysługuje wynagrodzenie, o którym mowa w ust. 1, w przypadku:

a) nie złożenia w dziale nauczania harmonogramu konsultacji o którym mowa w § 9 ust. 1) lit. a), tiret drugie,
b) gdy na AFD liczba wypowiedzi jest niższa niż liczba studentów w danej grupie.
§ 12

Do prowadzenia e-learningu przydzielany jest nauczyciel, który równocześnie prowadzi zajęcia ćwiczeniowe lub laboratoryjne z danego przedmiotu, a w przypadku jego braku - nauczyciel wskazany przez dziekana 
§ 13

1. Nauczyciel prowadzący e-learning zobowiązany jest do przeprowadzenia z każdą grupą:

a) konsultacji,

b) zaliczenia.

2. Nauczyciel prowadzący e-learning zobowiązany jest, aby w ramach pierwszych zajęć ćwiczeniowych lub laboratoryjnych przekazać studentom informacje na temat:

a) metodyki pracy z danym e-learningiem, 

b) zasad prowadzenia konsultacji,

c) terminu i sposobu zaliczenia materiału e-learning.

3. W przypadku, gdy dla danego przedmiotu nie są przewidziane zajęcia ćwiczeniowe ani laboratoryjne nauczyciel przeprowadza dodatkowo 1 godzinę zajęć wprowadzających, na których przedstawia zagadnienia określone w ust. 2. Zajęcia wprowadzające, o których mowa w zdaniu poprzednim są planowane w harmonogramie zajęć.
4. Nauczyciel prowadzący e-learning zobowiązany jest w ramach zaliczenia ćwiczeń lub laboratorium) przeprowadzić również zaliczenie materiału e-learning i wystawić jedną wspólną ocenę z tych dwóch form zajęć, z zastrzeżeniem ust. 5.

5. W sytuacji, o której mowa w ust. 3 nauczyciel przeprowadza samodzielnie zaliczenie e-learning bez wystawienia oceny (wpisując „zaliczono” lub „nie zaliczono”).

§ 14

1. W przypadku e-learningu nauczyciel zobowiązany jest prowadzić konsultacje tradycyjne, konsultacje asynchroniczne (przez forum dyskusyjne) oraz konsultacje synchroniczne (przez czat). 

2. W zależności od typu platformy e-learning, z której w danym semestrze korzysta dana grupa studentów, konsultacje asynchroniczne i synchroniczne realizowane są:

a) w przypadku platformy WBT Server - Akademickie Forum Dyskusyjne (AFD) i zintegrowany z nim czat,

b) w przypadku platformy Blackboard - forum dyskusyjne i czat dostępne w ramach platformy.

§ 15

Zasady organizowania i prowadzenia konsultacji do e-learningu:

1) Konsultacje tradycyjne:

a) nauczyciel zobowiązany jest prowadzić konsultacje do e-learningu w ramach godzin konsultacji dla studentów, do których zobowiązany jest właściwym regulaminem pracy lub w ramach godzin tzw. dyżurów, do których zobowiązany jest postanowieniami zawartej umowy.

b) terminy i miejsce konsultacji dla poszczególnych grup sekretarz katedry/zakładu umieszcza na tablicy ogłoszeń przed katedrą/zakładem oraz na stronie katedry/zakładu w portalu Uczelni.

c) nadzór nad przebiegiem konsultacji sprawuje odpowiedni kierownik katedry lub zakładu, albo w zastępstwie prodziekan odpowiedzialny za dany kierunek studiów.

2) Konsultacje asynchroniczne (forum dyskusyjne):

a) nauczyciel zobowiązany jest nie rzadziej niż raz w tygodniu przeglądać forum i odpowiadać na pytania studentów.

b) dział nauczania co najmniej trzy razy w semestrze sporządza zestawienie liczby wypowiedzi na forum ze strony studentów i nauczyciela (zestawienie dla poszczególnych grup studentów) i przekazuje je prodziekanom odpowiedzialnym za poszczególne kierunki studiów,
c) na podstawie zestawienia sporządzonego przez dział nauczania prodziekani sprawują nadzór nad przebiegiem konsultacji przez forum na poszczególnych kierunkach studiów.
3) Konsultacje synchroniczne (czat):

a) nauczyciel zobowiązany jest 

· uzgodnić ze studentami terminy konsultacji przez czat w wymiarze w wymiarze 1 godziny w semestrze dla każdej grupy, 

· złożyć w dziale nauczania terminy konsultacji przez czat dla poszczególnych grup, na formularzu stanowiącym załącznik nr 2 do Zarządzenia,

b) terminy konsultacji przez czat dla poszczególnych grup sekretarz katedry/zakładu umieszcza na tablicy ogłoszeń przed katedrą/zakładem oraz na stronie katedry/zakładu w portalu Uczelni,

c) dział nauczania co najmniej trzy razy w semestrze sporządza zestawienie liczby wypowiedzi na czacie ze strony studentów i nauczyciela (zestawienie dla poszczególnych grup studentów) i przekazuje je prodziekanom odpowiedzialnym za poszczególne kierunki studiów,
d) na podstawie zestawienia sporządzonego przez dział nauczania prodziekani sprawują nadzór nad funkcjonowaniem czatu na poszczególnych kierunkach studiów.
4) W ramach konsultacji do e-learningu nauczyciel zobowiązany jest na bieżąco monitorować samodzielną pracę studentów nad e-learningiem oraz odpowiadać na związane z tym pytania i wątpliwości ze strony studentów.

§ 16
Aby otrzymać zaliczenie e-learningu student zobowiązany jest co najmniej dwa razy w semestrze skorzystać z konsultacji, o których mowa w § 15 ust. 2).

§ 17
1. Nauczyciel prowadzący grupy e-learning rozlicza dla każdej grupy liczbę studentów realizujących e-learning według liczebności tej grupy na dzień 15 stycznia w semestrze zimowym oraz 15 czerwca w semestrze letnim.

2. Grupy e-learning pod względem liczebności są równe grupom ćwiczeniowym, laboratoryjnym lub językowym. 

3. Nauczycielowi nie przysługuje wynagrodzenie, o którym mowa w ust. 1, w przypadku stwierdzenia, że:

a) w przypadku konsultacji asynchronicznych liczba wypowiedzi jest niższa niż liczba studentów w danej grupie e-learning,
b) nie odbyły się konsultacje synchroniczne. 
§ 18

1. Zarządzenie wchodzi w życie od semestru zimowego roku akademickiego 2012/2013.

2. W dniu wejścia w życie niniejszego zarządzenia traci moc Zarządzenie Rektora Wyższej Szkoły Informatyki i Zarządzania z siedzibą w Rzeszowie nr 10/2011 z dnia 10 lutego 2011r. z późn. zm.

Rektor 

Wyższej Szkoły Informatyki i Zarządzania 

Prof. nadzw. dr hab. inż. Tadeusz Pomianek

Załącznik nr 1 do Zarządzenia Rektora

Nr 29/2012 z dnia 29.06.2012

Harmonogram konsultacji tradycyjnych dla studentów do projektu
w semestrze ................... roku akademickiego ...........................

Nazwisko i Imię nauczyciela: .........................................................................................

	Kierunek / 

grupa
	Przedmiot
	Liczba godzin
	Miejsce, daty i godziny konsultacji

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	


Oświadczam że ww. terminy konsultacji zostały uzgodnione ze studentami poszczególnych grup i nie 

pokrywają się z zajęciami dydaktycznymi przewidzianymi w harmonogramie zajęć dla danej grupy.

	
	...............................................

	
	Podpis nauczyciela


Załącznik nr 2 do Zarządzenia Rektora

Nr 29/2012 z dnia 29.06.2012

Harmonogram konsultacji dla studentów do e-learningu 

realizowanych w ramach czatu
w semestrze ................... roku akademickiego ...........................

Nazwisko i Imię nauczyciela: .........................................................................................

	Kierunek / grupa
	Przedmiot
	Data i godzina konsultacji

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	


Oświadczam że ww. terminy konsultacji zostały uzgodnione ze studentami poszczególnych grup i nie 

pokrywają się z zajęciami dydaktycznymi przewidzianymi w harmonogramie zajęć dla danej grupy.

	
	...............................................

	
	Podpis nauczyciela


Annex 2

Sample data
	gender
	Frequency
	Percentage
	Valid percent

	female
	57
	41.3
	41.3

	male
	81
	58.7
	58.7

	Total
	138
	100.0
	100.0


	age
	Frequency
	Percentage
	Valid percent

	18 
	24
	17.4
	17.4

	19 
	33
	23.9
	23.9

	20 
	26
	18.8
	18.8

	21 
	28
	20.3
	20.3

	22 
	12
	8.7
	8.7

	23 and more
	15
	10.9
	10.9

	Total
	138
	100.0
	100.0


	nationality
	Frequency
	Percentage
	Valid percent

	Polish
	52
	37.7
	37.7

	Ukrainian
	86
	62.3
	62.3

	Total 
	138
	100.0
	100.0


	semester
	Frequency
	Percentage
	Valid percent

	2
	68
	49.3
	49.3

	4
	70
	50.7
	50.7

	Total
	138
	100.0
	100.0


	field of study
	Frequency
	Percentage
	Valid percent

	IT
	53
	38.4
	38.4

	Journalism
	46
	33.3
	33.3

	Tourism
	39
	28.3
	28.3

	Total
	138
	100.0
	100.0


	level
	Frequency
	Percentage
	Valid percent

	B1
	108
	78.3
	78.3

	B2
	30
	21.7
	21.7

	Total
	138
	100.0
	100.0


Annex 2A

General results

	Total 

	
	Frequency
	Percent
	Valid percent
	Cumulative percent 

	Valid
	.00
	14
	10.1
	10.1
	10.1

	
	.49
	1
	.7
	.7
	10.9

	
	.85
	1
	.7
	.7
	11.6

	
	3.96
	1
	.7
	.7
	12.3

	
	4.18
	1
	.7
	.7
	13.0

	
	12.05
	1
	.7
	.7
	13.8

	
	14.88
	1
	.7
	.7
	14.5

	
	18.44
	1
	.7
	.7
	15.2

	
	18.62
	1
	.7
	.7
	15.9

	
	27.14
	1
	.7
	.7
	16.7

	
	36.20
	1
	.7
	.7
	17.4

	
	41.20
	1
	.7
	.7
	18.1

	
	41.38
	1
	.7
	.7
	18.8

	
	42.07
	1
	.7
	.7
	19.6

	
	42.27
	1
	.7
	.7
	20.3

	
	42.28
	1
	.7
	.7
	21.0

	
	42.30
	1
	.7
	.7
	21.7

	
	42.35
	1
	.7
	.7
	22.5

	
	42.39
	1
	.7
	.7
	23.2

	
	42.40
	1
	.7
	.7
	23.9

	
	42.44
	1
	.7
	.7
	24.6

	
	42.45
	1
	.7
	.7
	25.4

	
	42.50
	1
	.7
	.7
	26.1

	
	42.57
	1
	.7
	.7
	26.8

	
	42.59
	1
	.7
	.7
	27.5

	
	42.70
	1
	.7
	.7
	28.3

	
	42.77
	1
	.7
	.7
	29.0

	
	42.86
	1
	.7
	.7
	29.7

	
	43.60
	1
	.7
	.7
	30.4

	
	43.95
	1
	.7
	.7
	31.2

	
	44.58
	1
	.7
	.7
	31.9

	
	44.86
	1
	.7
	.7
	32.6

	
	46.21
	1
	.7
	.7
	33.3

	
	47.11
	1
	.7
	.7
	34.1

	
	47.24
	1
	.7
	.7
	34.8

	
	47.27
	1
	.7
	.7
	35.5

	
	47.36
	1
	.7
	.7
	36.2

	
	47.69
	1
	.7
	.7
	37.0

	
	48.04
	1
	.7
	.7
	37.7

	
	48.39
	1
	.7
	.7
	38.4

	
	48.50
	1
	.7
	.7
	39.1

	
	48.62
	1
	.7
	.7
	39.9

	
	48.78
	1
	.7
	.7
	40.6

	
	49.24
	1
	.7
	.7
	41.3

	
	49.29
	1
	.7
	.7
	42.0

	
	49.54
	1
	.7
	.7
	42.8

	
	49.69
	1
	.7
	.7
	43.5

	
	49.94
	1
	.7
	.7
	44.2

	
	50.12
	1
	.7
	.7
	44.9

	
	50.22
	1
	.7
	.7
	45.7

	
	50.29
	1
	.7
	.7
	46.4

	
	50.39
	1
	.7
	.7
	47.1

	
	50.54
	1
	.7
	.7
	47.8

	
	50.55
	1
	.7
	.7
	48.6

	
	50.64
	1
	.7
	.7
	49.3

	
	50.79
	1
	.7
	.7
	50.0

	
	50.87
	1
	.7
	.7
	50.7

	
	50.99
	1
	.7
	.7
	51.4

	
	51.09
	1
	.7
	.7
	52.2

	
	51.12
	1
	.7
	.7
	52.9

	
	51.22
	1
	.7
	.7
	53.6

	
	51.43
	1
	.7
	.7
	54.3

	
	52.01
	1
	.7
	.7
	55.1

	
	52.15
	1
	.7
	.7
	55.8

	
	52.18
	1
	.7
	.7
	56.5

	
	52.68
	1
	.7
	.7
	57.2

	
	52.73
	1
	.7
	.7
	58.0

	
	52.91
	1
	.7
	.7
	58.7

	
	53.33
	1
	.7
	.7
	59.4

	
	53.41
	1
	.7
	.7
	60.1

	
	53.50
	1
	.7
	.7
	60.9

	
	54.90
	1
	.7
	.7
	61.6

	
	56.55
	1
	.7
	.7
	62.3

	
	56.69
	1
	.7
	.7
	63.0

	
	57.32
	1
	.7
	.7
	63.8

	
	58.72
	1
	.7
	.7
	64.5

	
	58.81
	1
	.7
	.7
	65.2

	
	60.05
	1
	.7
	.7
	65.9

	
	60.48
	1
	.7
	.7
	66.7

	
	60.60
	1
	.7
	.7
	67.4

	
	60.71
	1
	.7
	.7
	68.1

	
	60.77
	1
	.7
	.7
	68.8

	
	61.56
	1
	.7
	.7
	69.6

	
	61.67
	1
	.7
	.7
	70.3

	
	61.71
	1
	.7
	.7
	71.0

	
	61.79
	1
	.7
	.7
	71.7

	
	62.11
	2
	1.4
	1.4
	73.2

	
	63.02
	1
	.7
	.7
	73.9

	
	63.40
	1
	.7
	.7
	74.6

	
	63.42
	1
	.7
	.7
	75.4

	
	63.44
	1
	.7
	.7
	76.1

	
	63.55
	1
	.7
	.7
	76.8

	
	63.60
	1
	.7
	.7
	77.5

	
	63.62
	1
	.7
	.7
	78.3

	
	63.63
	1
	.7
	.7
	79.0

	
	63.72
	1
	.7
	.7
	79.7

	
	63.74
	1
	.7
	.7
	80.4

	
	63.80
	1
	.7
	.7
	81.2

	
	63.82
	1
	.7
	.7
	81.9

	
	63.87
	1
	.7
	.7
	82.6

	
	63.89
	1
	.7
	.7
	83.3

	
	63.92
	1
	.7
	.7
	84.1

	
	64.12
	1
	.7
	.7
	84.8

	
	64.13
	1
	.7
	.7
	85.5

	
	64.33
	1
	.7
	.7
	86.2

	
	64.38
	1
	.7
	.7
	87.0

	
	64.39
	1
	.7
	.7
	87.7

	
	64.91
	1
	.7
	.7
	88.4

	
	65.24
	1
	.7
	.7
	89.1

	
	65.30
	1
	.7
	.7
	89.9

	
	65.64
	1
	.7
	.7
	90.6

	
	67.10
	1
	.7
	.7
	91.3

	
	67.64
	1
	.7
	.7
	92.0

	
	67.67
	1
	.7
	.7
	92.8

	
	67.81
	1
	.7
	.7
	93.5

	
	68.03
	1
	.7
	.7
	94.2

	
	68.20
	1
	.7
	.7
	94.9

	
	68.52
	2
	1.4
	1.4
	96.4

	
	71.06
	1
	.7
	.7
	97.1

	
	72.13
	1
	.7
	.7
	97.8

	
	76.27
	1
	.7
	.7
	98.6

	
	81.54
	1
	.7
	.7
	99.3

	
	86.63
	1
	.7
	.7
	100.0

	
	Total
	138
	100.0
	100.0
	


General results of all students

	Total

	Statistics
	for all observations
	excluding students who achieved 0 points

	N
	Valid
	138
	124

	
	No data
	0
	0

	Mean
	46.9271
	52.2253

	Median
	50.8300
	52.0800

	Dominant
	.00
	62.11a

	Standard deviation
	21.34508
	15.11688

	Skewness
	-1.171
	-1.330

	Standard skewness error
	.206
	.217

	Kurtosis
	.512
	2.886

	Standard kurtosis error
	.410
	.431

	
	a. There are many modal values. The lowest value given.


	Statistics for groups – t-test

	
	N
	Mean
	Standard deviation
	Standard error of the mean

	nationality
	Polish
	47
	50.8728
	15.36586
	2.24134

	
	Ukrainian
	77
	53.0509
	15.00371
	1.70983

	gender
	female
	52
	48.8585
	16.36195
	2.26899

	
	male
	72
	54.6569
	13.75817
	1.62142

	semester (for B1 only)
	second
	63
	50.3052
	15.98481
	2.01390

	
	fourth
	32
	59.8078
	15.46428
	2.73372

	level
	B1
	95
	53.5061
	16.36407
	1.67892

	
	B2
	29
	48.0297
	9.00405
	1.67201


	Test for independent samples

	 
	Levene's test for homogeneity of variance
	T-test for equal means 

	
	F
	Significance
	t
	df
	Significance (bilateral)
	Difference of means 
	Standard error of the difference
	95% confidence interval for difference of means

	
	
	
	
	
	
	
	
	Lower bounds
	Upper bounds

	nationality
	Equal variance assumed
	.566
	.453
	-.777
	122
	.439
	-2.17814
	2.80271
	-7.72640
	3.37011

	
	Equal variance not assumed
	 
	 
	-.773
	95.535
	.442
	-2.17814
	2.81907
	-7.77429
	3.41800

	gender
	Equal variance assumed
	.205
	.651
	-2.138
	122
	.035
	-5.79848
	2.71200
	-11.16716
	-.42981

	
	Equal variance not assumed
	 
	 
	-2.079
	98.024
	.040
	-5.79848
	2.78879
	-11.33272
	-.26425

	semester (for B1 only)
	Equal variance assumed
	2.738
	.101
	-2.768
	93
	.007
	-9.50257
	3.43270
	-16.31924
	-2.68591

	
	Equal variance not assumed
	
	
	-2.799
	64.308
	.007
	-9.50257
	3.39544
	-16.28512
	-2.72002

	level
	Equal variance assumed
	13.702
	.000
	1.721
	122
	.088
	5.47645
	3.18182
	-.82227
	11.77517

	
	Equal variance not assumed
	 
	 
	2.311
	86.680
	.023
	5.47645
	2.36947
	.76663
	10.18627


	Descriptive statistics - ANOVA

	 
	N
	Mean
	Standard deviation
	Standard error 
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	field of study
	IT
	51
	55.3773
	9.45233
	1.32359
	52.7187
	58.0358
	42.28
	72.13

	
	Journalism
	42
	49.1900
	19.26983
	2.97340
	43.1851
	55.1949
	.85
	86.63

	
	Tourism
	31
	51.1523
	15.79761
	2.83733
	45.3576
	56.9469
	.49
	76.27

	
	Total
	124
	52.2253
	15.11688
	1.35754
	49.5382
	54.9125
	.49
	86.63

	age
	18 
	23
	50.3822
	16.11525
	3.36026
	43.4134
	57.3509
	.49
	72.13

	
	19 
	31
	52.5255
	14.53505
	2.61057
	47.1940
	57.8570
	4.18
	71.06

	
	20 
	23
	55.6974
	10.80928
	2.25389
	51.0231
	60.3717
	42.07
	86.63

	
	21 
	25
	50.4612
	15.98949
	3.19790
	43.8611
	57.0613
	.85
	81.54

	
	22 
	12
	52.2225
	17.09705
	4.93549
	41.3596
	63.0854
	3.96
	67.10

	
	23 and more
	10
	51.9620
	20.27033
	6.41004
	37.4615
	66.4625
	14.88
	76.27

	
	Total
	124
	52.2253
	15.11688
	1.35754
	49.5382
	54.9125
	.49
	86.63


	Test for homogeneity of variance – field of study

	Levene's test
	df1
	df2
	Significance

	2.374
	2
	121
	.097


	One-way ANOVA

	 
	Sum of the squares
	df
	Mean square
	F
	Significance

	Between groups
	929.318
	2
	464.659
	2.069
	.131

	Within groups
	27178.639
	121
	224.617
	 
	 

	Total
	28107.956
	123
	 
	 
	 


	Test for homogeneity of variance – age 

	Levene's test
	df1
	df2
	Significance

	.612
	5
	118
	.691


	One-way ANOVA

	 
	Sum of the squares
	df
	Mean square
	F
	Significance

	Between groups
	436.696
	5
	87.339
	.372
	.867

	Within groups
	27671.260
	118
	234.502
	 
	 

	Total
	28107.956
	123
	 
	 
	 


Annex 2B

Results in Language Skills and Webquests

	Statistics

	
	Webquests
	Language Skills 

	N
	Valid
	124
	124

	
	No data
	0
	0

	Mean
	43.2959
	55.1961

	Median
	49.9150
	58.5400

	Dominant
	.00
	61.08

	Standard deviation
	32.06811
	16.34712

	Skewness
	-.140
	-1.690

	Standard error of skewness
	.217
	.217

	Kurtosis
	-1.344
	3.350

	Standard error of kurtosis
	.431
	.431


	Results in Webquests

	
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Valid
	.00
	27
	21.8
	21.8
	21.8

	
	1.00
	2
	1.6
	1.6
	23.4

	
	1.15
	1
	.8
	.8
	24.2

	
	1.49
	1
	.8
	.8
	25.0

	
	5.41
	1
	.8
	.8
	25.8

	
	7.45
	1
	.8
	.8
	26.6

	
	8.11
	1
	.8
	.8
	27.4

	
	12.03
	1
	.8
	.8
	28.2

	
	13.67
	1
	.8
	.8
	29.0

	
	14.33
	1
	.8
	.8
	29.8

	
	14.87
	1
	.8
	.8
	30.6

	
	16.58
	1
	.8
	.8
	31.5

	
	18.62
	1
	.8
	.8
	32.3

	
	18.91
	1
	.8
	.8
	33.1

	
	20.27
	1
	.8
	.8
	33.9

	
	25.64
	1
	.8
	.8
	34.7

	
	27.90
	1
	.8
	.8
	35.5

	
	28.37
	1
	.8
	.8
	36.3

	
	32.59
	1
	.8
	.8
	37.1

	
	36.75
	1
	.8
	.8
	37.9

	
	37.50
	1
	.8
	.8
	38.7

	
	38.07
	1
	.8
	.8
	39.5

	
	40.69
	1
	.8
	.8
	40.3

	
	43.93
	1
	.8
	.8
	41.1

	
	44.70
	1
	.8
	.8
	41.9

	
	45.00
	1
	.8
	.8
	42.7

	
	45.17
	1
	.8
	.8
	43.5

	
	45.19
	1
	.8
	.8
	44.4

	
	46.42
	1
	.8
	.8
	45.2

	
	46.60
	1
	.8
	.8
	46.0

	
	46.88
	1
	.8
	.8
	46.8

	
	47.49
	1
	.8
	.8
	47.6

	
	48.89
	1
	.8
	.8
	48.4

	
	49.62
	1
	.8
	.8
	49.2

	
	49.70
	1
	.8
	.8
	50.0

	
	50.13
	1
	.8
	.8
	50.8

	
	50.52
	1
	.8
	.8
	51.6

	
	50.93
	1
	.8
	.8
	52.4

	
	52.30
	1
	.8
	.8
	53.2

	
	53.28
	1
	.8
	.8
	54.0

	
	53.49
	1
	.8
	.8
	54.8

	
	55.52
	1
	.8
	.8
	55.6

	
	56.27
	1
	.8
	.8
	56.5

	
	57.53
	1
	.8
	.8
	57.3

	
	57.70
	1
	.8
	.8
	58.1

	
	57.88
	1
	.8
	.8
	58.9

	
	58.09
	1
	.8
	.8
	59.7

	
	58.13
	1
	.8
	.8
	60.5

	
	59.03
	1
	.8
	.8
	61.3

	
	59.98
	1
	.8
	.8
	62.1

	
	60.14
	1
	.8
	.8
	62.9

	
	60.39
	1
	.8
	.8
	63.7

	
	61.51
	1
	.8
	.8
	64.5

	
	62.57
	2
	1.6
	1.6
	66.1

	
	62.70
	1
	.8
	.8
	66.9

	
	63.04
	1
	.8
	.8
	67.7

	
	63.11
	1
	.8
	.8
	68.5

	
	63.61
	1
	.8
	.8
	69.4

	
	64.47
	1
	.8
	.8
	70.2

	
	64.97
	1
	.8
	.8
	71.0

	
	65.04
	1
	.8
	.8
	71.8

	
	66.30
	1
	.8
	.8
	72.6

	
	67.62
	1
	.8
	.8
	73.4

	
	67.84
	1
	.8
	.8
	74.2

	
	67.91
	1
	.8
	.8
	75.0

	
	68.73
	1
	.8
	.8
	75.8

	
	68.93
	1
	.8
	.8
	76.6

	
	68.94
	1
	.8
	.8
	77.4

	
	69.48
	1
	.8
	.8
	78.2

	
	70.20
	1
	.8
	.8
	79.0

	
	72.21
	1
	.8
	.8
	79.8

	
	72.99
	1
	.8
	.8
	80.6

	
	73.32
	1
	.8
	.8
	81.5

	
	74.86
	1
	.8
	.8
	82.3

	
	75.14
	1
	.8
	.8
	83.1

	
	75.64
	1
	.8
	.8
	83.9

	
	76.67
	1
	.8
	.8
	84.7

	
	77.42
	1
	.8
	.8
	85.5

	
	77.99
	1
	.8
	.8
	86.3

	
	79.94
	1
	.8
	.8
	87.1

	
	80.52
	1
	.8
	.8
	87.9

	
	81.95
	1
	.8
	.8
	88.7

	
	82.24
	2
	1.6
	1.6
	90.3

	
	84.13
	1
	.8
	.8
	91.1

	
	84.42
	1
	.8
	.8
	91.9

	
	88.73
	1
	.8
	.8
	92.7

	
	89.19
	1
	.8
	.8
	93.5

	
	89.58
	1
	.8
	.8
	94.4

	
	91.38
	1
	.8
	.8
	95.2

	
	91.89
	1
	.8
	.8
	96.0

	
	93.44
	1
	.8
	.8
	96.8

	
	94.59
	1
	.8
	.8
	97.6

	
	97.68
	1
	.8
	.8
	98.4

	
	98.46
	1
	.8
	.8
	99.2

	
	99.23
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


	Results in Language Skills

	
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Valid
	.68
	1
	.8
	.8
	.8

	
	.69
	1
	.8
	.8
	1.6

	
	.76
	1
	.8
	.8
	2.4

	
	5.50
	1
	.8
	.8
	3.2

	
	5.80
	1
	.8
	.8
	4.0

	
	6.55
	1
	.8
	.8
	4.8

	
	15.94
	1
	.8
	.8
	5.6

	
	16.75
	1
	.8
	.8
	6.5

	
	18.82
	1
	.8
	.8
	7.3

	
	38.22
	1
	.8
	.8
	8.1

	
	39.22
	1
	.8
	.8
	8.9

	
	41.65
	1
	.8
	.8
	9.7

	
	41.84
	1
	.8
	.8
	10.5

	
	42.38
	1
	.8
	.8
	11.3

	
	42.69
	1
	.8
	.8
	12.1

	
	42.78
	1
	.8
	.8
	12.9

	
	42.83
	1
	.8
	.8
	13.7

	
	42.84
	1
	.8
	.8
	14.5

	
	43.09
	1
	.8
	.8
	15.3

	
	44.10
	1
	.8
	.8
	16.1

	
	44.23
	1
	.8
	.8
	16.9

	
	44.74
	1
	.8
	.8
	17.7

	
	44.75
	1
	.8
	.8
	18.5

	
	45.31
	1
	.8
	.8
	19.4

	
	45.96
	1
	.8
	.8
	20.2

	
	46.64
	1
	.8
	.8
	21.0

	
	46.96
	1
	.8
	.8
	21.8

	
	47.77
	1
	.8
	.8
	22.6

	
	48.65
	1
	.8
	.8
	23.4

	
	48.70
	1
	.8
	.8
	24.2

	
	49.55
	1
	.8
	.8
	25.0

	
	49.70
	1
	.8
	.8
	25.8

	
	50.11
	1
	.8
	.8
	26.6

	
	50.20
	1
	.8
	.8
	27.4

	
	50.53
	1
	.8
	.8
	28.2

	
	50.60
	1
	.8
	.8
	29.0

	
	50.71
	1
	.8
	.8
	29.8

	
	50.85
	1
	.8
	.8
	30.6

	
	51.98
	1
	.8
	.8
	31.5

	
	52.47
	1
	.8
	.8
	32.3

	
	52.55
	1
	.8
	.8
	33.1

	
	52.92
	1
	.8
	.8
	33.9

	
	53.53
	1
	.8
	.8
	34.7

	
	54.46
	1
	.8
	.8
	35.5

	
	54.64
	1
	.8
	.8
	36.3

	
	54.85
	1
	.8
	.8
	37.1

	
	54.95
	1
	.8
	.8
	37.9

	
	55.46
	1
	.8
	.8
	38.7

	
	55.51
	1
	.8
	.8
	39.5

	
	55.64
	1
	.8
	.8
	40.3

	
	55.79
	1
	.8
	.8
	41.1

	
	55.83
	1
	.8
	.8
	41.9

	
	55.90
	1
	.8
	.8
	42.7

	
	56.09
	1
	.8
	.8
	43.5

	
	56.19
	1
	.8
	.8
	44.4

	
	56.57
	1
	.8
	.8
	45.2

	
	57.82
	1
	.8
	.8
	46.0

	
	58.02
	1
	.8
	.8
	46.8

	
	58.05
	1
	.8
	.8
	47.6

	
	58.32
	1
	.8
	.8
	48.4

	
	58.34
	1
	.8
	.8
	49.2

	
	58.50
	1
	.8
	.8
	50.0

	
	58.58
	1
	.8
	.8
	50.8

	
	58.62
	1
	.8
	.8
	51.6

	
	60.12
	1
	.8
	.8
	52.4

	
	60.22
	1
	.8
	.8
	53.2

	
	60.39
	1
	.8
	.8
	54.0

	
	60.58
	1
	.8
	.8
	54.8

	
	61.08
	2
	1.6
	1.6
	56.5

	
	61.29
	1
	.8
	.8
	57.3

	
	61.41
	1
	.8
	.8
	58.1

	
	61.46
	1
	.8
	.8
	58.9

	
	61.56
	1
	.8
	.8
	59.7

	
	61.78
	1
	.8
	.8
	60.5

	
	62.08
	1
	.8
	.8
	61.3

	
	62.58
	1
	.8
	.8
	62.1

	
	62.62
	1
	.8
	.8
	62.9

	
	62.68
	1
	.8
	.8
	63.7

	
	62.91
	1
	.8
	.8
	64.5

	
	63.01
	1
	.8
	.8
	65.3

	
	63.25
	1
	.8
	.8
	66.1

	
	63.26
	1
	.8
	.8
	66.9

	
	63.27
	1
	.8
	.8
	67.7

	
	63.47
	1
	.8
	.8
	68.5

	
	63.53
	1
	.8
	.8
	69.4

	
	63.66
	1
	.8
	.8
	70.2

	
	63.92
	1
	.8
	.8
	71.0

	
	64.54
	1
	.8
	.8
	71.8

	
	64.79
	1
	.8
	.8
	72.6

	
	65.03
	1
	.8
	.8
	73.4

	
	65.04
	1
	.8
	.8
	74.2

	
	65.63
	1
	.8
	.8
	75.0

	
	65.70
	1
	.8
	.8
	75.8

	
	65.93
	1
	.8
	.8
	76.6

	
	66.63
	1
	.8
	.8
	77.4

	
	66.70
	1
	.8
	.8
	78.2

	
	67.05
	1
	.8
	.8
	79.0

	
	67.19
	1
	.8
	.8
	79.8

	
	67.23
	1
	.8
	.8
	80.6

	
	67.31
	1
	.8
	.8
	81.5

	
	67.32
	1
	.8
	.8
	82.3

	
	67.46
	1
	.8
	.8
	83.1

	
	67.63
	1
	.8
	.8
	83.9

	
	67.75
	1
	.8
	.8
	84.7

	
	67.93
	1
	.8
	.8
	85.5

	
	68.60
	1
	.8
	.8
	86.3

	
	68.71
	1
	.8
	.8
	87.1

	
	69.01
	1
	.8
	.8
	87.9

	
	69.77
	1
	.8
	.8
	88.7

	
	69.87
	1
	.8
	.8
	89.5

	
	69.96
	1
	.8
	.8
	90.3

	
	70.22
	1
	.8
	.8
	91.1

	
	70.55
	1
	.8
	.8
	91.9

	
	70.68
	1
	.8
	.8
	92.7

	
	71.00
	1
	.8
	.8
	93.5

	
	71.72
	1
	.8
	.8
	94.4

	
	72.28
	1
	.8
	.8
	95.2

	
	72.83
	1
	.8
	.8
	96.0

	
	72.86
	1
	.8
	.8
	96.8

	
	72.98
	1
	.8
	.8
	97.6

	
	77.11
	1
	.8
	.8
	98.4

	
	81.64
	1
	.8
	.8
	99.2

	
	85.79
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


Performance in Language Skills tasks

	Statistics for groups – t-test

	
	N
	Mean 
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	53.3777
	18.87844
	2.75370

	
	Ukrainian
	77
	56.3061
	14.61100
	1.66508

	Gender
	Female
	52
	52.5625
	16.95923
	2.35182

	
	Male
	72
	57.0982
	15.73528
	1.85442

	Semester (only for B1)
	Second
	63
	56.9165
	16.19381
	2.04023

	
	Fourth
	32
	58.8575
	19.22461
	3.39846

	Level 
	B1
	95
	57.5703
	17.19597
	1.76427

	
	B2
	29
	47.4186
	9.97037
	1.85145


	Test for independent samples

	 
	Levene's test for homogeneity of variance
	T-test for equal means 

	
	F
	Significance
	t
	df
	Significance (bilateral)
	Difference of means 
	Standard error of the difference
	95% confidence interval for difference of means

	
	
	
	
	
	
	
	
	Lower bounds
	Upper bounds

	nationality
	Equal variance assumed
	1.163
	.283
	-.968
	122
	.335
	-2.92844
	3.02671
	-8.92011
	3.06323

	
	Equal variance not assumed
	
	
	-.910
	79.365
	.366
	-2.92844
	3.21798
	-9.33321
	3.47632

	gender
	Equal variance assumed
	.903
	.344
	-1.533
	122
	.128
	-4.53569
	2.95879
	-10.39291
	1.32152

	
	Equal variance not assumed
	
	
	-1.514
	104.982
	.133
	-4.53569
	2.99499
	-10.47421
	1.40282

	semester (for B1 only)
	Equal variance assumed
	.018
	.892
	-.518
	93
	.606
	-1.94099
	3.74749
	-9.38276
	5.50078

	
	Equal variance not assumed
	
	
	-.490
	53.873
	.626
	-1.94099
	3.96385
	-9.88845
	6.00647

	level
	Equal variance assumed
	3.356
	.069
	3.022
	122
	.003
	10.15170
	3.35880
	3.50261
	16.80078

	
	Equal variance not assumed
	
	
	3.969
	81.838
	.000
	10.15170
	2.55744
	5.06397
	15.23942


	Descriptive statistics - ANOVA

	 
	N
	Mean
	Standard deviation
	Standard error 
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	field of study
	IT
	51
	60.3700
	8.05099
	1.12736
	58.1056
	62.6344
	41.84
	77.11

	
	Journalism
	42
	49.6850
	21.42622
	3.30614
	43.0081
	56.3619
	.69
	85.79

	
	Tourism
	31
	54.1510
	16.46310
	2.95686
	48.1123
	60.1897
	.68
	72.86

	
	Total
	124
	55.1961
	16.34712
	1.46801
	52.2903
	58.1020
	.68
	85.79

	age
	18 
	23
	56.0217
	15.81815
	3.29831
	49.1815
	62.8620
	.68
	72.28

	
	19 
	31
	55.2581
	13.93474
	2.50275
	50.1468
	60.3694
	5.80
	70.55

	
	20 
	23
	61.1513
	11.02189
	2.29822
	56.3851
	65.9175
	39.22
	85.79

	
	21 
	25
	53.6808
	16.76392
	3.35278
	46.7610
	60.6006
	.76
	81.64

	
	22 
	12
	53.5717
	17.86100
	5.15603
	42.2233
	64.9200
	6.55
	77.11

	
	23 and more
	10
	45.1460
	27.24780
	8.61651
	25.6541
	64.6379
	.69
	72.86

	
	Total
	124
	55.1961
	16.34712
	1.46801
	52.2903
	58.1020
	.68
	85.79


	Test for homogeneity of variance – field of study 

	Language Skills 

	Levene's test
	df1
	df2
	Significance 

	10.163
	2
	121
	.000


	One-way ANOVA

	Language Skills 

	
	Sum of the squares 
	df
	Mean square 
	F
	Significance 

	Between groups
	2674.726
	2
	1337.363
	5.359
	.006

	Within groups
	30194.340
	121
	249.540
	
	

	Total
	32869.066
	123
	
	
	


Post hoc tests

	Multiple comparisons

	Dependent variable:   Language Skills  

	Tukey's HSD test

	(I) field of study
	(J) field of study
	Difference of means (I-J)
	Standard error
	Significance
	95% confidence interval

	
	
	
	
	
	Lower bounds
	Upper bounds

	IT
	Journalism
	10.68500*
	3.29156
	.004
	2.8744
	18.4956

	
	Tourism
	6.21903
	3.59759
	.199
	-2.3177
	14.7558

	Journalism
	IT
	-10.68500*
	3.29156
	.004
	-18.4956
	-2.8744

	
	Tourism
	-4.46597
	3.74047
	.459
	-13.3417
	4.4098

	Tourism
	IT
	-6.21903
	3.59759
	.199
	-14.7558
	2.3177

	
	Journalism
	4.46597
	3.74047
	.459
	-4.4098
	13.3417

	*. The difference of means is significant at 0.05.


Homogenous groups

	Language Skills 

	Tukey's HSD testa,b  

	field of study
	N
	Subset for alpha = 0.05

	
	
	1
	2

	Journalism
	42
	49.6850
	

	Tourism
	31
	54.1510
	54.1510

	IT
	51
	
	60.3700

	Significance
	
	.421
	.190

	The means are shown for homogenous groups.

	a. Harmonic mean of group size = 39.643 was used.

	b. The group sizes are not equal. Harmonic mean of group size was used. Levels of errors of the first kind are not guaranteed.


Performance in Webquests tasks
	Statistics for groups – t-test

	
	N
	Mean 
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	36.0668
	32.29805
	4.71115

	
	Ukrainian
	77
	47.7084
	31.31919
	3.56915

	Gender
	Female
	52
	41.6671
	33.31712
	4.62025

	
	Male
	72
	44.4722
	31.31836
	3.69090

	Semester (only for B1)
	Second
	63
	35.4919
	29.02468
	3.65677

	
	Fourth
	32
	59.9119
	18.96049
	3.35177

	Level 
	B1
	95
	43.7176
	28.43996
	2.91788

	
	B2
	29
	41.9145
	42.42067
	7.87732


	Test for independent samples

	 
	Levene's test for homogeneity of variance
	T-test for equal means 

	
	F
	Significance
	t
	df
	Significance (bilateral)
	Difference of means 
	Standard error of the difference
	95% confidence interval for difference of means

	
	
	
	
	
	
	
	
	Lower bounds
	Upper bounds

	nationality
	Equal variance assumed
	.817
	.368
	-1.984
	122
	.049
	-11.64163
	5.86629
	-23.25454
	-.02872

	
	Equal variance not assumed
	
	
	-1.970
	95.013
	.052
	-11.64163
	5.91048
	-23.37541
	.09214

	gender
	Equal variance assumed
	2.493
	.117
	-.479
	122
	.633
	-2.80511
	5.85438
	-14.39443
	8.78422

	
	Equal variance not assumed
	
	
	-.474
	105.887
	.636
	-2.80511
	5.91350
	-14.52934
	8.91913

	semester (for B1 only)
	Equal variance assumed
	21.646
	.000
	-4.309
	93
	.000
	-24.41997
	5.66676
	-35.67304
	-13.16690

	
	Equal variance not assumed
	
	
	-4.923
	87.051
	.000
	-24.41997
	4.96048
	-34.27937
	-14.56057

	level
	Equal variance assumed
	24.779
	.000
	.264
	122
	.792
	1.80310
	6.82923
	-11.71606
	15.32225

	
	Equal variance not assumed
	
	
	.215
	36.009
	.831
	1.80310
	8.40037
	-15.23350
	18.83969


	Descriptive statistics - ANOVA

	 
	N
	Mean
	Standard deviation
	Standard error
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	field of study
	IT
	51
	42.2937
	30.77636
	4.30955
	33.6377
	50.9497
	.00
	99.23

	
	Journalism
	42
	40.5998
	30.92956
	4.77253
	30.9614
	50.2381
	.00
	91.38

	
	Tourism
	31
	48.5974
	35.90709
	6.44910
	35.4266
	61.7682
	.00
	97.68

	
	Total
	124
	43.2959
	32.06811
	2.87980
	37.5955
	48.9963
	.00
	99.23

	age
	18 
	23
	40.2422
	31.96333
	6.66482
	26.4202
	54.0642
	.00
	98.46

	
	19 
	31
	50.6642
	31.75490
	5.70335
	39.0164
	62.3120
	.00
	99.23

	
	20 
	23
	41.6170
	30.96965
	6.45762
	28.2247
	55.0092
	.00
	93.44

	
	21 
	25
	35.8492
	36.69437
	7.33887
	20.7025
	50.9959
	.00
	97.68

	
	22 
	12
	47.5025
	25.29756
	7.30278
	31.4292
	63.5758
	.00
	76.67

	
	23 and more
	10
	44.9080
	32.86066
	10.39145
	21.4009
	68.4151
	.00
	84.42

	
	Total
	124
	43.2959
	32.06811
	2.87980
	37.5955
	48.9963
	.00
	99.23


	Test for homogeneity of variance – field of study

	Webquests  

	Levene's test
	df1
	df2
	Significance

	1.247
	2
	121
	.291


	One-way ANOVA

	Webquests  

	
	Sum of the squares 
	df
	Mean square 
	F
	Significance 

	Between groups
	1227.816
	2
	613.908
	.593
	.554

	Within groups
	125260.918
	121
	1035.214
	
	

	Total
	126488.735
	123
	
	
	


	Test for homogeneity of variance – age 

	Webquests  

	Levene's test
	df1
	df2
	Significance

	1.862
	5
	118
	.106


	One-way ANOVA

	Webquests  

	
	Sum of the squares 
	df
	Mean square 
	F
	Significance 

	Between groups
	3587.026
	5
	717.405
	.689
	.633

	Within groups
	122901.708
	118
	1041.540
	
	

	Total
	126488.735
	123
	
	
	


Annex 2C 

Closed-ended, semi-open and open-ended questions
	Statistics

	
	Closed-ended
	Semi-open
	Open-ended

	N
	Valid
	124
	124
	124

	
	No data
	0
	0
	0

	Mean
	65.6784
	35.1487
	1.2431

	Median
	66.8450
	35.1650
	.0000

	Dominant
	70.32a
	.00
	.00

	Standard deviation
	19.40565
	18.12543
	6.85343

	Skewness
	-1.682
	.269
	7.441

	Standard error of skewness
	.217
	.217
	.217

	Kurtosis
	3.273
	.858
	56.983

	Standard error of kurtosis
	.431
	.431
	.431

	a. There are many modal values. The lowest value is given


	Results in closed-ended questions 

	
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Valid
	.65
	1
	.8
	.8
	.8

	
	.68
	1
	.8
	.8
	1.6

	
	1.63
	1
	.8
	.8
	2.4

	
	5.42
	1
	.8
	.8
	3.2

	
	6.67
	1
	.8
	.8
	4.0

	
	13.39
	1
	.8
	.8
	4.8

	
	15.38
	1
	.8
	.8
	5.6

	
	21.46
	1
	.8
	.8
	6.5

	
	23.12
	1
	.8
	.8
	7.3

	
	36.20
	1
	.8
	.8
	8.1

	
	43.99
	1
	.8
	.8
	8.9

	
	46.49
	1
	.8
	.8
	9.7

	
	50.62
	1
	.8
	.8
	10.5

	
	50.84
	1
	.8
	.8
	11.3

	
	51.62
	1
	.8
	.8
	12.1

	
	52.32
	1
	.8
	.8
	12.9

	
	52.91
	1
	.8
	.8
	13.7

	
	53.11
	1
	.8
	.8
	14.5

	
	54.92
	1
	.8
	.8
	15.3

	
	55.16
	1
	.8
	.8
	16.1

	
	55.36
	1
	.8
	.8
	16.9

	
	56.47
	1
	.8
	.8
	17.7

	
	56.57
	1
	.8
	.8
	18.5

	
	56.96
	1
	.8
	.8
	19.4

	
	57.44
	1
	.8
	.8
	20.2

	
	57.82
	1
	.8
	.8
	21.0

	
	58.17
	1
	.8
	.8
	21.8

	
	58.28
	1
	.8
	.8
	22.6

	
	58.36
	1
	.8
	.8
	23.4

	
	58.56
	1
	.8
	.8
	24.2

	
	58.71
	1
	.8
	.8
	25.0

	
	60.10
	1
	.8
	.8
	25.8

	
	60.11
	1
	.8
	.8
	26.6

	
	60.14
	1
	.8
	.8
	27.4

	
	60.30
	1
	.8
	.8
	28.2

	
	60.54
	1
	.8
	.8
	29.0

	
	60.70
	1
	.8
	.8
	29.8

	
	61.94
	1
	.8
	.8
	30.6

	
	62.12
	1
	.8
	.8
	31.5

	
	62.16
	1
	.8
	.8
	32.3

	
	62.58
	1
	.8
	.8
	33.1

	
	62.77
	1
	.8
	.8
	33.9

	
	62.86
	1
	.8
	.8
	34.7

	
	62.91
	1
	.8
	.8
	35.5

	
	63.11
	1
	.8
	.8
	36.3

	
	63.26
	1
	.8
	.8
	37.1

	
	63.32
	1
	.8
	.8
	37.9

	
	63.70
	1
	.8
	.8
	38.7

	
	63.96
	1
	.8
	.8
	39.5

	
	64.39
	1
	.8
	.8
	40.3

	
	64.68
	1
	.8
	.8
	41.1

	
	64.96
	1
	.8
	.8
	41.9

	
	65.49
	1
	.8
	.8
	42.7

	
	65.70
	1
	.8
	.8
	43.5

	
	66.15
	1
	.8
	.8
	44.4

	
	66.16
	1
	.8
	.8
	45.2

	
	66.19
	1
	.8
	.8
	46.0

	
	66.22
	1
	.8
	.8
	46.8

	
	66.46
	1
	.8
	.8
	47.6

	
	66.59
	1
	.8
	.8
	48.4

	
	66.73
	1
	.8
	.8
	49.2

	
	66.80
	1
	.8
	.8
	50.0

	
	66.89
	1
	.8
	.8
	50.8

	
	68.83
	1
	.8
	.8
	51.6

	
	68.85
	1
	.8
	.8
	52.4

	
	70.32
	2
	1.6
	1.6
	54.0

	
	70.43
	1
	.8
	.8
	54.8

	
	70.53
	1
	.8
	.8
	55.6

	
	71.01
	1
	.8
	.8
	56.5

	
	71.12
	1
	.8
	.8
	57.3

	
	71.66
	1
	.8
	.8
	58.1

	
	72.55
	1
	.8
	.8
	58.9

	
	72.59
	1
	.8
	.8
	59.7

	
	72.73
	1
	.8
	.8
	60.5

	
	73.28
	1
	.8
	.8
	61.3

	
	73.71
	1
	.8
	.8
	62.1

	
	74.05
	1
	.8
	.8
	62.9

	
	74.69
	1
	.8
	.8
	63.7

	
	74.97
	1
	.8
	.8
	64.5

	
	75.50
	1
	.8
	.8
	65.3

	
	76.00
	1
	.8
	.8
	66.1

	
	77.11
	1
	.8
	.8
	66.9

	
	77.30
	1
	.8
	.8
	67.7

	
	77.51
	1
	.8
	.8
	68.5

	
	77.57
	1
	.8
	.8
	69.4

	
	77.78
	1
	.8
	.8
	70.2

	
	78.13
	1
	.8
	.8
	71.0

	
	78.15
	1
	.8
	.8
	71.8

	
	78.58
	1
	.8
	.8
	72.6

	
	78.71
	1
	.8
	.8
	73.4

	
	79.09
	1
	.8
	.8
	74.2

	
	79.35
	1
	.8
	.8
	75.0

	
	79.38
	1
	.8
	.8
	75.8

	
	79.44
	1
	.8
	.8
	76.6

	
	79.82
	1
	.8
	.8
	77.4

	
	79.88
	1
	.8
	.8
	78.2

	
	80.15
	1
	.8
	.8
	79.0

	
	80.37
	1
	.8
	.8
	79.8

	
	80.52
	1
	.8
	.8
	80.6

	
	81.03
	2
	1.6
	1.6
	82.3

	
	81.67
	1
	.8
	.8
	83.1

	
	81.99
	1
	.8
	.8
	83.9

	
	82.20
	1
	.8
	.8
	84.7

	
	82.47
	1
	.8
	.8
	85.5

	
	82.81
	1
	.8
	.8
	86.3

	
	82.91
	1
	.8
	.8
	87.1

	
	82.93
	1
	.8
	.8
	87.9

	
	82.99
	1
	.8
	.8
	88.7

	
	83.44
	1
	.8
	.8
	89.5

	
	83.82
	1
	.8
	.8
	90.3

	
	83.84
	1
	.8
	.8
	91.1

	
	84.07
	1
	.8
	.8
	91.9

	
	84.24
	1
	.8
	.8
	92.7

	
	84.36
	1
	.8
	.8
	93.5

	
	84.37
	1
	.8
	.8
	94.4

	
	84.55
	1
	.8
	.8
	95.2

	
	86.60
	1
	.8
	.8
	96.0

	
	88.22
	1
	.8
	.8
	96.8

	
	89.64
	1
	.8
	.8
	97.6

	
	92.80
	1
	.8
	.8
	98.4

	
	94.76
	1
	.8
	.8
	99.2

	
	96.13
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


	Results in semi-open questions

	
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Valid
	.00
	4
	3.2
	3.2
	3.2

	
	.02
	1
	.8
	.8
	4.0

	
	.38
	1
	.8
	.8
	4.8

	
	.45
	1
	.8
	.8
	5.6

	
	2.50
	1
	.8
	.8
	6.5

	
	4.58
	1
	.8
	.8
	7.3

	
	4.81
	1
	.8
	.8
	8.1

	
	5.33
	1
	.8
	.8
	8.9

	
	8.22
	1
	.8
	.8
	9.7

	
	13.04
	1
	.8
	.8
	10.5

	
	14.37
	1
	.8
	.8
	11.3

	
	14.90
	1
	.8
	.8
	12.1

	
	15.16
	1
	.8
	.8
	12.9

	
	16.12
	1
	.8
	.8
	13.7

	
	16.77
	1
	.8
	.8
	14.5

	
	18.20
	1
	.8
	.8
	15.3

	
	18.79
	1
	.8
	.8
	16.1

	
	19.05
	1
	.8
	.8
	16.9

	
	19.10
	1
	.8
	.8
	17.7

	
	19.74
	1
	.8
	.8
	18.5

	
	19.96
	1
	.8
	.8
	19.4

	
	19.99
	1
	.8
	.8
	20.2

	
	20.50
	1
	.8
	.8
	21.0

	
	20.88
	1
	.8
	.8
	21.8

	
	21.77
	1
	.8
	.8
	22.6

	
	22.34
	1
	.8
	.8
	23.4

	
	22.74
	1
	.8
	.8
	24.2

	
	22.94
	1
	.8
	.8
	25.0

	
	23.33
	1
	.8
	.8
	25.8

	
	24.03
	1
	.8
	.8
	26.6

	
	24.77
	1
	.8
	.8
	27.4

	
	26.39
	1
	.8
	.8
	28.2

	
	26.46
	1
	.8
	.8
	29.0

	
	27.19
	1
	.8
	.8
	29.8

	
	27.25
	1
	.8
	.8
	30.6

	
	27.33
	1
	.8
	.8
	31.5

	
	28.07
	1
	.8
	.8
	32.3

	
	28.26
	1
	.8
	.8
	33.1

	
	28.56
	1
	.8
	.8
	33.9

	
	29.19
	2
	1.6
	1.6
	35.5

	
	30.19
	1
	.8
	.8
	36.3

	
	30.25
	1
	.8
	.8
	37.1

	
	30.50
	1
	.8
	.8
	37.9

	
	30.67
	1
	.8
	.8
	38.7

	
	31.17
	2
	1.6
	1.6
	40.3

	
	31.33
	1
	.8
	.8
	41.1

	
	31.43
	1
	.8
	.8
	41.9

	
	31.48
	1
	.8
	.8
	42.7

	
	32.45
	1
	.8
	.8
	43.5

	
	32.70
	1
	.8
	.8
	44.4

	
	32.76
	1
	.8
	.8
	45.2

	
	33.33
	1
	.8
	.8
	46.0

	
	33.47
	1
	.8
	.8
	46.8

	
	34.01
	1
	.8
	.8
	47.6

	
	34.28
	1
	.8
	.8
	48.4

	
	34.94
	1
	.8
	.8
	49.2

	
	35.02
	1
	.8
	.8
	50.0

	
	35.31
	1
	.8
	.8
	50.8

	
	35.86
	1
	.8
	.8
	51.6

	
	36.11
	1
	.8
	.8
	52.4

	
	36.19
	1
	.8
	.8
	53.2

	
	36.88
	1
	.8
	.8
	54.0

	
	37.24
	1
	.8
	.8
	54.8

	
	37.58
	2
	1.6
	1.6
	56.5

	
	38.11
	1
	.8
	.8
	57.3

	
	38.19
	1
	.8
	.8
	58.1

	
	38.76
	1
	.8
	.8
	58.9

	
	38.93
	1
	.8
	.8
	59.7

	
	39.27
	1
	.8
	.8
	60.5

	
	39.33
	1
	.8
	.8
	61.3

	
	39.40
	1
	.8
	.8
	62.1

	
	39.44
	1
	.8
	.8
	62.9

	
	39.50
	1
	.8
	.8
	63.7

	
	40.18
	1
	.8
	.8
	64.5

	
	40.83
	1
	.8
	.8
	65.3

	
	41.16
	1
	.8
	.8
	66.1

	
	42.54
	1
	.8
	.8
	66.9

	
	42.62
	1
	.8
	.8
	67.7

	
	42.93
	1
	.8
	.8
	68.5

	
	43.08
	1
	.8
	.8
	69.4

	
	44.17
	1
	.8
	.8
	70.2

	
	45.45
	1
	.8
	.8
	71.0

	
	46.03
	1
	.8
	.8
	71.8

	
	46.17
	1
	.8
	.8
	72.6

	
	46.50
	1
	.8
	.8
	73.4

	
	46.89
	1
	.8
	.8
	74.2

	
	47.31
	1
	.8
	.8
	75.0

	
	47.63
	1
	.8
	.8
	75.8

	
	48.01
	1
	.8
	.8
	76.6

	
	48.91
	1
	.8
	.8
	77.4

	
	49.37
	1
	.8
	.8
	78.2

	
	49.76
	1
	.8
	.8
	79.0

	
	49.77
	1
	.8
	.8
	79.8

	
	50.58
	1
	.8
	.8
	80.6

	
	51.04
	1
	.8
	.8
	81.5

	
	51.17
	1
	.8
	.8
	82.3

	
	51.67
	1
	.8
	.8
	83.1

	
	51.82
	1
	.8
	.8
	83.9

	
	51.83
	1
	.8
	.8
	84.7

	
	52.50
	2
	1.6
	1.6
	86.3

	
	53.23
	1
	.8
	.8
	87.1

	
	53.33
	1
	.8
	.8
	87.9

	
	53.44
	1
	.8
	.8
	88.7

	
	54.28
	1
	.8
	.8
	89.5

	
	56.15
	1
	.8
	.8
	90.3

	
	56.67
	1
	.8
	.8
	91.1

	
	57.67
	1
	.8
	.8
	91.9

	
	58.33
	1
	.8
	.8
	92.7

	
	59.22
	1
	.8
	.8
	93.5

	
	60.43
	1
	.8
	.8
	94.4

	
	61.26
	1
	.8
	.8
	95.2

	
	61.59
	1
	.8
	.8
	96.0

	
	63.33
	1
	.8
	.8
	96.8

	
	65.28
	1
	.8
	.8
	97.6

	
	77.67
	1
	.8
	.8
	98.4

	
	87.03
	1
	.8
	.8
	99.2

	
	99.61
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


	Results in open-ended questions

	
	Frequency
	Percent
	Valid percent 
	Cumulative percent

	Valid
	.00
	109
	87.9
	87.9
	87.9

	
	.05
	1
	.8
	.8
	88.7

	
	.25
	1
	.8
	.8
	89.5

	
	2.07
	3
	2.4
	2.4
	91.9

	
	2.76
	1
	.8
	.8
	92.7

	
	3.45
	3
	2.4
	2.4
	95.2

	
	5.86
	1
	.8
	.8
	96.0

	
	6.21
	1
	.8
	.8
	96.8

	
	7.59
	1
	.8
	.8
	97.6

	
	8.62
	1
	.8
	.8
	98.4

	
	47.50
	1
	.8
	.8
	99.2

	
	58.75
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


Performance in closed-ended questions
	Statistics for groups – t-test 

	
	N
	Mean 
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	64.1349
	18.90371
	2.75739

	
	Ukrainian
	77
	66.6205
	19.76868
	2.25285

	Gender
	Female
	52
	62.5012
	20.48802
	2.84118

	
	Male
	72
	67.9731
	18.38842
	2.16710

	Semester (only for B1)
	Second
	63
	62.4638
	20.76880
	2.61662

	
	Fourth
	32
	75.0959
	19.35387
	3.42131

	Level 
	B1
	95
	66.7188
	21.07264
	2.16201

	
	B2
	29
	62.2700
	12.15709
	2.25751


	Test for independent samples

	
	Levene's test for homogeneity of variance
	T-test for equal means 

	
	F
	Significance 
	t
	df
	Significance (bilateral)
	Difference of means 
	Standard error of the difference
	95% confidence interval for difference of means

	
	
	
	
	
	
	
	
	Lower bounds
	Upper bounds

	nationality
	Equal variance assumed
	.287
	.593
	-.691
	122
	.491
	-2.48563
	3.59973
	-9.61166
	4.64041

	
	Equal variance not assumed
	
	
	-.698
	100.740
	.487
	-2.48563
	3.56069
	-9.54930
	4.57805

	gender
	Equal variance assumed
	.240
	.625
	-1.558
	122
	.122
	-5.47190
	3.51127
	-12.42280
	1.47900

	
	Equal variance not assumed
	
	
	-1.531
	102.647
	.129
	-5.47190
	3.57332
	-12.55902
	1.61522

	semester (for B1 only)
	Equal variance assumed
	1.746
	.190
	-2.865
	93
	.005
	-12.63213
	4.40845
	-21.38644
	-3.87782

	
	Equal variance not assumed
	
	
	-2.933
	66.496
	.005
	-12.63213
	4.30721
	-21.23056
	-4.03369

	level
	Equal variance assumed
	9.092
	.003
	1.081
	122
	.282
	4.44884
	4.11415
	-3.69552
	12.59320

	
	Equal variance not assumed
	
	
	1.423
	82.295
	.158
	4.44884
	3.12580
	-1.76904
	10.66673


	Descriptive statistics - ANOVA

	 
	N
	Mean
	Standard deviation
	Standard error 
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	field of study
	IT
	51
	70.3398
	10.93584
	1.53132
	67.2640
	73.4156
	46.49
	89.64

	
	Journalism
	42
	60.1205
	25.49325
	3.93369
	52.1762
	68.0647
	.65
	96.13

	
	Tourism
	31
	65.5397
	19.39701
	3.48381
	58.4248
	72.6546
	.68
	92.80

	
	Total
	124
	65.6784
	19.40565
	1.74268
	62.2289
	69.1279
	.65
	96.13

	age
	18 
	23
	61.1900
	23.68382
	4.93842
	50.9483
	71.4317
	.65
	88.22

	
	19 
	31
	67.0929
	17.91462
	3.21756
	60.5218
	73.6640
	5.42
	89.64

	
	20 
	23
	70.6539
	11.39976
	2.37701
	65.7243
	75.5835
	51.62
	96.13

	
	21 
	25
	64.9736
	19.84893
	3.96979
	56.7804
	73.1668
	1.63
	94.76

	
	22 
	12
	64.0475
	20.79000
	6.00156
	50.8382
	77.2568
	6.67
	82.93

	
	23 and more
	10
	63.8920
	26.05751
	8.24011
	45.2516
	82.5324
	13.39
	92.80

	
	Total
	124
	65.6784
	19.40565
	1.74268
	62.2289
	69.1279
	.65
	96.13


	Test for homogeneity of variance – field of study

	Closed-ended questions  

	Levene's test 
	df1
	df2
	Significance 

	6.510
	2
	121
	.002


	One-way ANOVA

	Closed-ended questions 

	
	Sum of the squares 
	df
	Mean square 
	F
	Significance 

	Between groups
	2406.161
	2
	1203.081
	3.315
	.040

	Within groups
	43913.105
	121
	362.918
	
	

	Total
	46319.266
	123
	
	
	


Post hoc tests

Homogenous groups

	Closed-ended questions

	Tukey's B testa,b  

	field of study
	N
	Subset for alpha = 0.05

	
	
	1
	2

	Journalism
	42
	60.1205
	

	Tourism
	31
	65.5397
	65.5397

	IT
	51
	
	70.3398

	The means are shown for homogenous groups.

	a. Harmonic mean of group size = 39.643 was used.

	b. The group sizes are not equal. Harmonic mean of group size was used. Levels of errors of the first kind are not guaranteed.


	Test for homogeneity of variance – age

	Closed-ended questions  

	Levene's test
	df1
	df2
	Significance 

	1.002
	5
	118
	.420


	One-way ANOVA

	Closed-ended questions  

	
	Sum of the squares 
	df
	Mean square 
	F
	Significance 

	Between groups
	1171.008
	5
	234.202
	.612
	.691

	Within groups
	45148.258
	118
	382.612
	
	

	Total
	46319.266
	123
	
	
	


Performance in semi-open questions

	Statistics for groups – t-test

	
	N
	Mean 
	Standard deviation
	Standard error of the mean

	Nationality
	Polish
	47
	35.7570
	22.04207
	3.21517

	
	Ukrainian
	77
	34.7774
	15.40339
	1.75538

	Gender
	Female
	52
	31.8348
	15.42329
	2.13883

	
	Male
	72
	37.5421
	19.60672
	2.31067

	Semester (only for B1)
	Second
	63
	38.5203
	19.38546
	2.44234

	
	Fourth
	32
	39.3850
	16.76770
	2.96414

	Level 
	B1
	95
	38.8116
	18.45957
	1.89391

	
	B2
	29
	23.1497
	10.22668
	1.89905


	Test for independent samples

	
	Levene's test for homogeneity of variance
	T-test for equal means 

	
	F
	Significance
	t
	df
	Significance (bilateral)
	Difference of means 
	Standard error of the difference
	95% confidence interval for difference of means

	
	
	
	
	
	
	
	
	Lower bounds
	Upper bounds

	nationality
	Equal variance assumed
	5.075
	.026
	.291
	122
	.772
	.97962
	3.36765
	-5.68698
	7.64622

	
	Equal variance not assumed
	
	
	.267
	73.555
	.790
	.97962
	3.66315
	-6.32010
	8.27933

	gender
	Equal variance assumed
	2.397
	.124
	-1.745
	122
	.084
	-5.70728
	3.27155
	-12.18363
	.76908

	
	Equal variance not assumed
	
	
	-1.813
	121.063
	.072
	-5.70728
	3.14862
	-11.94076
	.52621

	semester (for B1 only)
	Equal variance assumed
	.566
	.454
	-.215
	93
	.830
	-.86468
	4.02766
	-8.86282
	7.13346

	
	Equal variance not assumed
	
	
	-.225
	71.015
	.823
	-.86468
	3.84072
	-8.52283
	6.79347

	level
	Equal variance assumed
	5.837
	.017
	4.361
	122
	.000
	15.66192
	3.59130
	8.55258
	22.77127

	
	Equal variance not assumed
	
	
	5.840
	86.042
	.000
	15.66192
	2.68203
	10.33026
	20.99358


	Descriptive statistics - ANOVA

	 
	N
	Mean
	Standard deviation
	Standard error 
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	field of study
	IT
	51
	38.5508
	13.20081
	1.84848
	34.8380
	42.2636
	.45
	65.28

	
	Journalism
	42
	32.3412
	22.64249
	3.49381
	25.2853
	39.3971
	.00
	99.61

	
	Tourism
	31
	33.3555
	17.93996
	3.22211
	26.7751
	39.9359
	.00
	61.26

	
	Total
	124
	35.1487
	18.12543
	1.62771
	31.9268
	38.3707
	.00
	99.61

	age
	18 
	23
	37.0039
	14.32872
	2.98775
	30.8077
	43.2001
	.00
	61.26

	
	19 
	31
	31.8358
	15.45009
	2.77492
	26.1687
	37.5029
	.00
	54.28

	
	20 
	23
	38.8830
	20.03684
	4.17797
	30.2185
	47.5476
	.38
	99.61

	
	21 
	25
	33.4700
	19.34747
	3.86949
	25.4838
	41.4562
	.00
	87.03

	
	22 
	12
	34.2367
	20.00206
	5.77410
	21.5280
	46.9454
	.02
	65.28

	
	23 and more
	10
	37.8540
	24.98977
	7.90246
	19.9774
	55.7306
	.00
	77.67

	
	Total
	124
	35.1487
	18.12543
	1.62771
	31.9268
	38.3707
	.00
	99.61


	Test for homogeneity of variance – field of study

	Semi-open questions  

	Levene's test 
	df1
	df2
	Significance 

	4.337
	2
	121
	.015


	One-way ANOVA

	Semi-open questions  

	
	Sum of the squares 
	df
	Mean square 
	F
	Significance 

	Between groups
	1021.016
	2
	510.508
	1.568
	.213

	Within groups
	39388.324
	121
	325.523
	
	

	Total
	40409.340
	123
	
	
	


	Test for homogeneity of variance 

	Semi-open questions  

	Levene's test 
	df1
	df2
	Significance 

	1.210
	5
	118
	.309


	One-way ANOVA

	Semi-open questions  

	
	Sum of the squares 
	df
	Mean square 
	F
	Significance 

	Between groups
	893.756
	5
	178.751
	.534
	.750

	Within groups
	39515.583
	118
	334.878
	
	

	Total
	40409.340
	123
	
	
	


Performance in open-ended questions

	
	Open-ended questions
	Total

	
	No points
	Points
	

	nationality
	Polish
	Sample size
	35
	12
	47

	
	
	% of nationality
	74.5%
	25.5%
	100.0%

	
	Ukrainian
	Sample size
	74
	3
	77

	
	
	% of nationality
	96.1%
	3.9%
	100.0%

	Total
	Sample size
	109
	15
	124

	
	% of nationality
	87.9%
	12.1%
	100.0%

	gender
	female
	Sample size
	48
	4
	52

	
	
	% of gender
	92.3%
	7.7%
	100.0%

	
	male
	Sample size
	61
	11
	72

	
	
	% of gender
	84.7%
	15.3%
	100.0%

	Total
	Sample size
	109
	15
	124

	
	% of gender
	87.9%
	12.1%
	100.0%

	semester
	second
	Sample size
	61
	2
	63

	
	
	% of semester
	96.8%
	3.2%
	100.0%

	
	fourth
	Sample size
	48
	13
	61

	
	
	% of semester
	78.7%
	21.3%
	100.0%

	Total
	Sample size
	109
	15
	124

	
	% of semester
	87.9%
	12.1%
	100.0%

	level
	B1
	Sample size
	92
	3
	95

	
	
	% of level
	96.8%
	3.2%
	100.0%

	
	B2
	Sample size
	17
	12
	29

	
	
	% of level
	58.6%
	41.4%
	100.0%

	Total
	Sample size
	109
	15
	124

	
	% of level
	87.9%
	12.1%
	100.0%

	field of study
	IT
	Sample size
	47
	4
	51

	
	
	% of field
	92.2%
	7.8%
	100.0%

	
	Journalism
	Sample size
	32
	10
	42

	
	
	% of field
	76.2%
	23.8%
	100.0%

	
	Tourism
	Sample size
	30
	1
	31

	
	
	% of field
	96.8%
	3.2%
	100.0%

	Total
	Sample size
	109
	15
	124

	
	% of field
	87.9%
	12.1%
	100.0%

	age
	18
	Sample size
	23
	0
	23

	
	
	% of age
	100.0%
	0.0%
	100.0%

	
	19
	Sample size
	29
	2
	31

	
	
	% of age
	93.5%
	6.5%
	100.0%

	
	20
	Sample size
	22
	1
	23

	
	
	% of age
	95.7%
	4.3%
	100.0%

	
	21
	Sample size
	17
	8
	25

	
	
	% of age
	68.0%
	32.0%
	100.0%

	
	22
	Sample size
	11
	1
	12

	
	
	% of age
	91.7%
	8.3%
	100.0%

	
	23 and more
	Sample size
	7
	3
	10

	
	
	% of age
	70.0%
	30.0%
	100.0%

	Total
	Sample size
	109
	15
	124

	
	% of age
	87.9%
	12.1%
	100.0%


Annex 2D 

Open-ended tasks

Frequency table

	Unsubmitted open-ended tasks

	
	Frequency
	Percent
	Valid percent
	Cumulative percent 

	Valid
	0
	29
	23.4
	23.4
	23.4

	
	1
	14
	11.3
	11.3
	34.7

	
	2
	16
	12.9
	12.9
	47.6

	
	3
	21
	16.9
	16.9
	64.5

	
	4
	13
	10.5
	10.5
	75.0

	
	5
	5
	4.0
	4.0
	79.0

	
	6
	6
	4.8
	4.8
	83.9

	
	7
	5
	4.0
	4.0
	87.9

	
	8
	3
	2.4
	2.4
	90.3

	
	9
	5
	4.0
	4.0
	94.4

	
	10
	1
	.8
	.8
	95.2

	
	12
	1
	.8
	.8
	96.0

	
	16
	1
	.8
	.8
	96.8

	
	17
	1
	.8
	.8
	97.6

	
	19
	2
	1.6
	1.6
	99.2

	
	21
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


	Ungraded open-ended tasks

	
	Frequency
	Percent
	Valid percent
	Cumulative percent 

	Valid
	0
	81
	65.3
	65.3
	65.3

	
	1
	24
	19.4
	19.4
	84.7

	
	2
	8
	6.5
	6.5
	91.1

	
	3
	7
	5.6
	5.6
	96.8

	
	4
	2
	1.6
	1.6
	98.4

	
	5
	1
	.8
	.8
	99.2

	
	8
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


	Graded open-ended tasks (with the exception of fails)

	
	Frequency
	Percent
	Valid percent
	Cumulative percent 

	Valid
	0
	103
	83.1
	83.1
	83.1

	
	1
	4
	3.2
	3.2
	86.3

	
	2
	7
	5.6
	5.6
	91.9

	
	3
	6
	4.8
	4.8
	96.8

	
	4
	3
	2.4
	2.4
	99.2

	
	5
	1
	.8
	.8
	100.0

	
	Total
	124
	100.0
	100.0
	


CROSSTABS

	Unsubmitted open-ended tasks * Level

	
	Level
	Total

	
	B1
	B2
	

	Unfinished tasks
	0
	Sample size
	29
	0
	29

	
	
	% of level
	30.5%
	0.0%
	23.4%

	
	1
	Sample size
	11
	3
	14

	
	
	% of level
	11.6%
	10.3%
	11.3%

	
	2
	Sample size
	14
	2
	16

	
	
	% of level
	14.7%
	6.9%
	12.9%

	
	3
	Sample size
	19
	2
	21

	
	
	% of level
	20.0%
	6.9%
	16.9%

	
	4
	Sample size
	10
	3
	13

	
	
	% of level
	10.5%
	10.3%
	10.5%

	
	5
	Sample size
	4
	1
	5

	
	
	% of level
	4.2%
	3.4%
	4.0%

	
	6
	Sample size
	4
	2
	6

	
	
	% of level
	4.2%
	6.9%
	4.8%

	
	7
	Sample size
	2
	3
	5

	
	
	% of level
	2.1%
	10.3%
	4.0%

	
	8
	Sample size
	2
	1
	3

	
	
	% of level
	2.1%
	3.4%
	2.4%

	
	9
	Sample size
	
	5
	5

	
	
	% of level
	
	17.2%
	4.0%

	
	10
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	12
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	16
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	17
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	
	19
	Sample size
	
	2
	2

	
	
	% of level
	
	6.9%
	1.6%

	
	21
	Sample size
	
	1
	1

	
	
	% of level
	
	3.4%
	0.8%

	Total
	Sample size
	95
	29
	124

	
	% of level
	100.0%
	100.0%
	100.0%


	Unsubmitted open-ended tasks * Semester (for B1)

	
	Semester 
	Total 

	
	second
	fourth
	

	Unfinished tasks
	0
	Sample size
	17
	12
	29

	
	
	% of semester
	27.0%
	37.5%
	30.5%

	
	1
	Sample size
	7
	4
	11

	
	
	% of semester
	11.1%
	12.5%
	11.6%

	
	2
	Sample size
	11
	3
	14

	
	
	% of semester
	17.5%
	9.4%
	14.7%

	
	3
	Sample size
	12
	7
	19

	
	
	% of semester
	19.0%
	21.9%
	20.0%

	
	4
	Sample size
	6
	4
	10

	
	
	% of semester
	9.5%
	12.5%
	10.5%

	
	5
	Sample size
	3
	1
	4

	
	
	% of semester
	4.8%
	3.1%
	4.2%

	
	6
	Sample size
	4
	0
	4

	
	
	% of semester
	6.3%
	0.0%
	4.2%

	
	7
	Sample size
	2
	0
	2

	
	
	% of semester
	3.2%
	0.0%
	2.1%

	
	8
	Sample size
	1
	1
	2

	
	
	% of semester
	1.6%
	3.1%
	2.1%

	Total
	Sample size
	63
	32
	95

	
	% of semester
	100.0%
	100.0%
	100.0%


Annex 2E 

Learning strategies and language quality

Descriptive statistics for average type-to-token ratio vs. results in Language Skills

	
	N
	Mean
	Standard deviation
	Standard error 
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	30.00-49.99
	5
	68.2960
	6.29769
	2.81641
	60.4764
	76.1156
	62.38
	78.08

	50.00-74.99
	27
	66.1170
	10.50823
	2.02231
	61.9601
	70.2740
	42.18
	86.96

	75.00-100.00
	3
	71.3300
	8.45941
	4.88405
	50.3156
	92.3444
	62.60
	79.49

	Total
	35
	66.8751
	9.78882
	1.65461
	63.5126
	70.2377
	42.18
	86.96


	One-way ANOVA

	
	Sum of the squares
	df
	Mean square
	F
	Significance

	Between groups
	85.149
	2
	42.574
	.429
	.655

	Within groups
	3172.764
	32
	99.149
	
	

	Total
	3257.913
	34
	
	
	


Descriptive statistics for average type-to-token ratio vs. results in Webquests

	
	N
	Mean
	Standard deviation
	Standard error 
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	0
	7
	64.9157
	5.26912
	1.99154
	60.0426
	69.7888
	57.27
	72.79

	0.01-29.99
	8
	58.6900
	9.85596
	3.48461
	50.4502
	66.9298
	42.18
	69.75

	30.00-49.99
	3
	78.5600
	8.90151
	5.13929
	56.4474
	100.6726
	69.23
	86.96

	50.00-74.99
	12
	69.0592
	9.57916
	2.76527
	62.9729
	75.1455
	51.16
	84.85

	75.00-100.00
	5
	70.4620
	6.11331
	2.73395
	62.8713
	78.0527
	62.60
	78.08

	Total
	35
	66.8751
	9.78882
	1.65461
	63.5126
	70.2377
	42.18
	86.96


	One-way ANOVA

	
	Sum of the squares
	df
	Mean square
	F
	Significance

	Between groups
	1094.023
	4
	273.506
	3.792
	.013

	Within groups
	2163.890
	30
	72.130
	
	

	Total
	3257.913
	34
	
	
	


Descriptive statistics for average type-to-token ratio vs. learning strategies

	
	N
	Mean
	Standard deviation
	Standard error 
	95% confidence interval for the mean
	Minimum
	Maximum

	
	
	
	
	
	Lower bounds
	Upper bounds
	
	

	WQ over LS
	5
	68.2960
	6.29769
	2.81641
	60.4764
	76.1156
	62.38
	78.08

	LS over WQ
	18
	64.4228
	10.48595
	2.47156
	59.2082
	69.6373
	42.18
	86.96

	Generally High 
	12
	69.9617
	9.52205
	2.74878
	63.9116
	76.0117
	51.16
	84.85

	Total
	35
	66.8751
	9.78882
	1.65461
	63.5126
	70.2377
	42.18
	86.96


	One-way ANOVA

	
	Sum of the squares
	df
	Mean square
	F
	Significance

	Between groups
	232.667
	2
	116.334
	1.231
	.306

	Within groups
	3025.246
	32
	94.539
	
	

	Total
	3257.913
	34
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Summary
The current needs of the labour market are changing, as well as the general environment in which future employees live. One of the increasingly important demands is linguistic competence of job candidates, as noted by the European Union in the objectives and benchmarks it sets for the coming years. In many cases, those demands are yet to be fulfilled, and it is in that area that universities and colleges should come into play and provide an educational offer to facilitate language learning. It is a challenging task for financial and organisational reasons, but one of the ways to enrich the offer is to use e-learning tools in a blended learning form. To contribute to a better picture of the phenomenon, this thesis focuses on how students work with e-learning modules which are an integral part of their language courses at the University of Information Technology and Management in Rzeszów. 

The first chapter of this paper defines the terms of e-learning and distance learning, presents its development in a historical perspective and its current diversity in the geographical dimension. Beside countries with major contribution to e-learning development, Poland and Ukraine are singled out because the examined sample of students includes Poles and Ukrainians in comparable numbers. Further, social changes such as the emergence of the digital generation are discussed in relation to the e-learning concept. A comparison was also performed between e-learning and traditional face-to-face teaching in several aspects, leading to a brief presentation of the blended learning model.
The second chapter presents several major theories of learning and language acquisition, considering their application in e-learning context. That theoretical background includes a discussion on learning styles and strategies. The chapter also discusses the two main forms of e-learning, which are electronic textbooks and Webquests, with their advantages and limitations.

The third chapter presents the model of an e-learning programme which the research is based on, and the University is has been implemented at as an integral part of the study course. The programme is an original one, created especially for students of the University and integrated with its other electronic systems. The author of the thesis is co-author of the programme’s content. Discussed in the chapter are course organisation, technological teaching tools, as well as the multinational academic community at the University. Further presented is the e-learning model itself, with its organisation, functionalities and materials. Also considered are possible challenges within the model.  
The fourth chapter discusses a case study of the e-learning programme presented in the previous chapter as an example of good practice. The conducted research concerns the manner in which students work with the programme, their preferred strategies and effectiveness of the course. The analysis took into account not only results but also demographic data, such as gender, nationality or age, as well as the field of study.

The theoretical discussion and the findings of the analysis led to the following conclusions and assumptions. While many students are reluctant to embrace change, the e-learning tool seems to be effective. Higher activity in the course and more experience with that learning form seem to lead to higher performance and better linguistic production. Moreover, some results allow to harbour hope that work with less mechanical tasks, such as are contained in Webquests, might contribute to a broader vocabulary range of students. Therefore, students should be encouraged to broaden their scope of learning strategies in order to learn quicker and more effectively, in particular when the programme provides varied exercises to fit different learning preferences. In that aspect, the role of the teacher is very important.

In a more general view, it can be stated that e-learning will undoubtedly become more common, and better overall e-learning and language learning policy is needed to facilitate its development, both on local and governmental level. Financial support is also extremely important. Considering the fact that e-learning helps develop self-organisation skills and life-long learning habits, that it can fit to various users with its broad range of possible learning activities, and that it very likely contributes to better language skills with learners, it can be definitely stated that it needs to be developed and blended with the educational system as its integral part.
Streszczenie
Obecnie zmieniają się wymogi rynku pracy, jak i środowisko, w którym funkcjonują przyszli pracownicy. Coraz większej wagi nabiera m.in. kompetencja językowa kandydatów, co zresztą wyrażono w celach Unii Europejskiej wyznaczonych na nadchodzące lata. W wielu przypadkach, wspomniane wymogi nie zostały jeszcze spełnione, stąd wielka rola uczelni, które powinny móc przedstawić taką ofertę dydaktyczną, która skutecznie wspomagałaby naukę języka. Zadanie to nie jest łatwe ze względów tak finansowych, jak i organizacyjnych. Jednak jednym ze sposobów na wzbogacenie wspomnianej oferty jest zastosowanie narzędzi e-learningów w formie hybrydowej łączącej zajęcia tradycyjne z ćwiczeniami w systemie elektronicznym. By przyczynić się do pełniejszego obrazu całego zjawiska, praca niniejsza bada, jak studenci pracują z modułami e-learningowymi będącymi integralną częścią lektoratów w Wyższej Szkole Informatyki i Zarządzania w Rzeszowie. 

W pierwszym rozdziale pracy zdefiniowano terminy e-learning i nauczanie na odległość, a także przedstawiono rozwój tych zjawisk w perspektywie historycznej oraz obecną różnorodność pod względem geograficznym. Obok krajów, których działania w dużej mierze przyczyniają się do rozwoju e-learningu, skupiono się również na Polsce i Ukrainie, ponieważ próba populacji badana w pracy objęła tak Polaków, jak i Ukraińców w porównywalnych proporcjach. Ponadto w kontekście zjawiska e-learningu omówiono zmiany zachodzące w społeczeństwie, głównie pojawienie się tzw. pokolenia cyfrowego. Rozdział porównuje również różne aspekty nauki w formie e-learningu z tradycyjną formą wymagającą obecności wszystkich uczestników, prowadząc do przedstawienia modelu hybrydowego (blended learning).

W rozdziale drugim omówiono kilka głównych teorii uczenia się i przyswajania języka, z uwzględnieniem ich zastosowania w kontekście e-learningowym. Tak zarysowane tło teoretyczne uzupełnia dyskusja o stylach i strategiach uczenia się. Rozdział zawiera również omówienie dwu głównych form e- learningu, tzn. podręczników w formie elektronicznej i  tematycznie jednolitych scenariuszy wymagających wkładu własnej pracy, jakimi są Webquesty. W dyskusji wzięto pod uwagę zarówno zalety, jak i ograniczenia obu form.

Rozdział trzeci przedstawia model programu e-learningowego, na którym opiera się badanie, a także Uczelnię, w której został on zastosowany jako integralna część nauki. Jest to autorski program stworzony z myślą o studentach tejże Uczelni i zintegrowany z innymi jej systemami elektronicznymi. Treści zawarte w programie współtworzyła Autorka niniejszej pracy. Rozdział omawia organizację lektoratów, technologiczne narzędzia dydaktyczne oraz międzynarodową społeczność akademicką Uczelni. W drugiej części rozdziału zaprezentowano sam model e-learningu, jego organizację, funkcjonalności i treści, jak również rozważono potencjalne wyzwania.  

Rozdział czwarty stanowi studium przypadku, którym jest program e-learningowy przedstawiony w rozdziale poprzednim, stanowiący przykład dobrej praktyki. Badanie skupiło się na zagadnieniach, w jaki sposób studenci pracują z materiałem, jakie strategie stosują i czy kurs daje efekty. W analizie wzięto pod uwagę nie tylko same wyniki, ale również dane demograficzne, jak płeć, narodowość czy wiek, a także studiowany kierunek.

Przedstawiona w pracy dyskusja w kwestiach bardziej teoretycznych, jak i wyniki analizy pozwoliły na sformułowanie pewnych wniosków i założeń. Wielu studentów niechętnie przyjmuje zmiany, jednak narzędzie e-learningu wydaje się przynosić dobre efekty. Wyższa aktywność w ramach kursu i większe doświadczenie w pracy z tą formą nauki mogą prowadzić do lepszych wyników i lepszej ogólnej produkcji językowej. Ponadto niektóre z otrzymanych wyników pozwalają żywić pewną nadzieję, że praca z mniej mechanicznymi zadaniami, jaką można znaleźć w ramach Webquestów, może przyczyniać się w pewnym stopniu do większego bogactwa słownikowego u studentów. Stąd studentów należy skłaniać do poszerzania wachlarza swoich strategii uczenia się, by uczyć się szybciej i z lepszymi efektami, zwłaszcza gdy oferowany program zawiera ćwiczenia na tyle zróżnicowane, by dopasować się do różnych preferencji poznawczych i strategicznych. W tym otwieraniu się na nowe strategie szczególną rolę pełni prowadzący zajęcia.

W bardziej ogólnym oglądzie można stwierdzić, iż e-learning niewątpliwie będzie zyskiwał na popularności, ale do rozwoju potrzebuje też lepszej polityki dotyczącej tak samego e-learningu, jak i kształcenia językowego, i to na różnych poziomach, od lokalnego do rządowego. Niezwykle ważne jest również odpowiednie wsparcie finansowe. E-learning pomaga rozwijać umiejętności samoorganizacji oraz nawyki uczenia się przez całe życie; dysponując szerokim wachlarzem możliwych zadań i ćwiczeń, może dostosować się do różnych użytkowników; z dużą dozą prawdopodobieństwa przyczynia się do rozwinięcia umiejętności językowych u uczących się. Płynie stąd wniosek, że należy to narzędzie rozwijać i wprowadzać w system nauczania jako jego integralny element.
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� For 75% of students in 2010/11 it was English (Rasiński 2014).


� The Ordinance of the Minister of Science and Higher Education of 9th May 2008 changing the resolution on conditions to be fulfilled in order for didactic classes at higher education studies to be conducted using distance learning methods and techniques (Dz.U. 2008 No. 90 item 551).


� The above mentioned abilities and competences necessary in today’ world have been termed 21st century skills, discussed further in the chapter.


� Zając (2009) quotes the IAB (Interactive Advertising Bureau) strategic report of December 2008 on the number of Web surfers in particular age groups in Poland. In general, considering people under 44, over 60% of them use the Web. Among them, 88% of people aged 20-24 are Web surfers, and in the group aged 15-19, there are individual cases of not being a Web user.


� Worth mentioning here are two pioneer ventures in Poland with regard to e-textbooks and platforms. FunEnglish.pl is the first online textbook in Poland approved by the Ministry of Education. It is intended for school pupils and enriched with various multimedia to make possibly full use of the medium (Wojewodzic 2011). The Langloo.com platform, on the other hand, offers a range of multimedia- and graphics-rich courses in such topics as foreign languages, hobbies, or professional issues (elearningtrends.pl 2013).


� In a 1996 study by Horn (Choy 2002:2-3), a non-traditional student was defined as satisfying at least one of the following characteristics: 1) later enrolment, i.e. not in the same calendar year that they finished high school, 2) part-time studies for at least part of the academic year, 3) full-time work, i.e. 35 hours or more per week while studying, 4) financially independence, meaning they are not eligible for financial aid), 5) dependents, such as children or sick/elderly family members, 6) single parenting, 7) no high school diploma, so a person who completed high school with a GED or other high school completion certificate or did not finish high school.


� Similar complains and accusation were actually voiced when the Common European Framework of Reference for Languages (CEFR) was introduced, and the responding arguments were quite the same as given here. CEFR was introduced by the Council of Europe between 1989 and 1996, to provide a system of learning, teaching and assessing in which descriptors can apply to any of the languages spoken in Europe. The reference levels are becoming widely accepted as the European standard for assessing an individual's language proficiency. There are currently translations in many languages, with different number of hours calculated by particular language teaching institutions for achieving a given level in a particular language. 


�  “Efekty kształcenia zdefiniowane dla przedmiotu nie określają tego, co wykładowca ma do przekazania studentom, lecz definiują, jaką wiedzę, umiejętności i kompetencje społeczne studenci będą w stanie zademonstrować po ukończeniu kursu.” (Próchnicka, Saryusz-Wolski, Kraśniewski 2010:104) – “Learning outcomes defined for a course do not specify what [content] the instructor is to convey to students, but define what knowledge, skills and social competences the students will be able to demonstrate after completing the course.” 


� E.g. developing teamwork skills in Sweden or Cyprus), self-education, or self-management of learning in Germany, Austria, the Czech Republic, Ireland, Iceland, or Poland, integrating skills and knowledge from various social and cultural aspects of life in Austria, Norway, or Greece (Fituch 2007).


� According to conversations with Ukrainian teachers at the University of IT and Management in Rzeszów. EFA Global Monitoring Reports show the difference quite clearly in numbers, as concerns both economy and education.


� As part of the Thomson Corporation, a provider of integrated information solutions to business and professional markets, NETg provides a comprehensive portfolio of integrated learning products and services, delivered via a blend of all learning methods - from e-Learning to instructor-led training. In 2002, NETg merged with Wave and Course Technology to form a single Thomson Learning company.


� System Integration (SI) – an IBM Business Partner since 1994, it provides services to the overseas offices of a number of foreign companies operating in Ukraine, e.g. First Ukrainian International Bank, Savings Bank of Ukraine, Alfa Bank-Ukraine, or the Ukraine branches of Raiffeisen Bank, ING, Coca-Cola, Gillette, Proctor&Gamble, Tambrands, General Motors, British Petroleum, Arthur Andersen, or PriceWaterhouseCoopers. System Integration is currently working with the Interregional Academy of Personnel Management (IAPM), the largest non-state educational institution in Ukraine, to provide them with a blended learning solution using NETg's IT and professional development courses. IAPM is one of the first Ukrainian organisations to provide certified distance-learning classes in management, marketing, finance, or HR, and a leader in blended learning solutions in the academic market.


� E.g. “It [e-learning] tends to replace a close relationship with tutors which I've always found to be one of the most valuable things about university teaching.” (postgraduate, Arts and Humanities). (Voce 2007, p. 9); “If you ask undergraduate students, they see e-learning as a useful tool but they don’t want it to replace face-to-face contact with the professor. They like the social aspect. That’s why they come to the university.” (Bates 2004)


� Cf. students’ comments concerning communication online: “[It] Can be difficult to explain a problem or difficulty; even with a reply to a question you may still be stuck... Delay in getting a response to a question and lack of reassurance you get from speaking to a person.” (undergraduate student of Built Environment); “If you don’t understand something, it’s harder to achieve comprehension on a computer than if a lecturer, for example, was there to explain. Sometimes responses from fellow students or lecturers can be slow in coming. Questions can be ignored by accident, whereas in real life, this would not often occur.” (undergraduate student of Life Sciences). (Voce 2007:9)


� Cf. students’ comments: “Inevitable system crashes cause chaos.” (postgraduate, Arts and Humanities; emphasis mine); “The drawbacks may include risk of system failure leading to loss of data […]” (undergraduate, Arts and Humanities); “E-learning is good until the system breaks down.” (undergraduate, Life Sciences). (Voce 2007:10)


� Concerns of that nature were voiced by several students partaking in the UCL survey, e.g. “Students might use [technical failure] as an excuse for not completing work (e.g. 'Oh, I've been disconnected from the internet so I couldn't send you the work', or even 'Oh I sent it to you... I don't know why you didn't get it.')” (undergraduate, Arts and Humanities) (Voce 2007:9, 22)


� Actual offers, both private and corporate, in the States and in Poland, of writing and selling ready assignments have been quoted among others by Gromkowska-Melosik (2007) and Wilczyński (2010).


� In particular, Dietinger (2003: 76ff) indicates the applicability of the discussed theories according to Baumgartner’s division into five levels of knowledge, from a complete novice to an expert (Baumgartner 2001).


� See also Skinner’s Copy Theory (Donohue and Kitchener 1998:171ff) for his take on certain cognitivist ideas.


� Chomsky (1965) opposed behaviourist ideas of the mind as an empty space to be filled. In his theories of the Language Acquisition Device and Universal Grammar, he claimed humans to have an inborn ability to grasp language when exposed to it, and an inborn framework of potential linguistic principles.


� Moedritscher (2007), Tracey (2011) and Alzaghoul (2012) additionally indicate highlighting important information as a pedagogical tool.


� The construction of skills check-lists is often done in division of things which the learner “can do on their own”, “can do with help”, which is precisely ZPD, and “cannot (yet) do”. Similar can-do statements are found in the Common European Framework of Reference for Languages, as well as in the advocated form of grading learning objectives and outcomes within the National Qualification Framework (Próchnicka, Saryusz-Wolski, Kraśniewski 2010). 


� It has also been noted by various researchers that younger students have typically poorer learning results than older ones in comparable conditions (Kiewra 1985; Siragusa et al. 2007; Bradshaw 2005; Hutchinson & Torres 1993), often because of not having attained a higher level of thinking yet (Bloom et al. 1956).


� Jung’s typology is also used in the Paragon Learning Style Inventory, Murphy Meisgeir Type Indicator, or Keirsey-Bates Temperament Sorter (Gajewski 2005).


� For training students’ styles and strategies, see below in 2.1.8.2 and in section 2.1.7 on learning styles.


� English Language Teaching – ELT.


� Morrison (2012a) lists 7 examples of large educational materials collections: the Open College Textbook project; the Community College Consortium for � HYPERLINK "http://en.wikipedia.org/wiki/Open_educational_resources" \t "_blank" �Open Educational Resources� (OER); Open Educational Resources; Kahn Academy, with over 2800 instructional videos; the Open University on iTunes U; Academic Earth; the Library of Congress. Though vast in themselves, the examples are still a drop in the ocean of possibilities.


� “This prompting learners to perform beyond their current cognitive skill set is known as scaffolding or procedural facilitation (…) Scaffolds are “temporary frameworks to support student performance beyond their capacities…” (Cho & Jonassen, 2002). Examples of scaffolding are “activities that help students develop the right mindset, engage students with the problem, divide activities into manageable tasks, and direct students’ attention to essential aspects of the learning goals” (Ngeow & Kong, 2001). (…) Such scaffolding is at the heart of the WebQuest model as defined above.” (March 2004)


� Both sets of data are for 2003.


� See March’s division into “real” and “stereotypical” webquests (March 2004).


� Ordinance of the Minister of Science and Higher Education of 9th May 2008 changing the resolution on conditions to be fulfilled in order for didactic classes at higher education studies to be conducted using distance learning methods and techniques (as published in Dz.U. 2008 No. 90 item 551), as mentioned in section 1.4.4.


� In a broad definition, a “learner who needs or chooses to start over with his language studies” (Arnold 2007:115); in ESL terms, someone with “previous knowledge of basic English ((…) both written and oral) but [who] cannot use the words and structures actively and/or correctly and/or fluently” (Lavi 2003:14).


� n+1 is a term used loosely by some teachers to refer to the concept of adding just one layer of new material to what is already known in order to be able to tie it in better to the familiar material. It closely corresponds to Vygotsky’s theory of the Zone of Proximal Development, as discussed in Chapter II. 


� A Polish national educational monthly for young people. Together with the Rzeczpospolita daily, it prepares several university and college rankings.


� A Polish national daily, offering daily news and legal and financial reports. It frequently publishes rankings on companies, institutions, and government authorities.


� Currently (2013/2014) UITM also hosts over 1300 international students from 20 countries: Belarus, Bangladesh, China, Finland, France, India, Iran, Kazakhstan, Malaysia, Moldavia, Nepal, Nigeria, Germany, Portugal, Pakistan, Russia, Romania, Turkey, Ukraine or the USA.


� No open source platforms were available in the late 90s. The first version of Moodle, one of the best known open source e-learning platforms, was introduced in 2002 (Wójcik 2012).


� In the figure this area is blurred, since it is a view of an actual thread and personal data of students could be revealed unnecessarily.


� The plural is used here because several system have been in use since starting distance learning at UITM.


� Interestingly, there appeared some comments about Ukrainian students having more problems with the technology than Polish ones. However, that phenomenon might result from various factors, among them: 1. the age of the students, as due to a different schooling system, first-year full-time students from Ukraine can be as young as 16, as opposed to 18- and 19-year-olds from Poland, 2. their technical background, as for various reasons, digitalisation is not as widespread in Ukraine as in EU countries yet, 3. coping in a new, different environment, including new languages: Polish and English, which they have to function in.


� General test accounts allow to view all available courses and tools on the platform, and can be used as guidebooks for new users or to review and correct any course as needed.


� In a study of 2005, Bennett indicated that about 20% of tutors ignored even obvious plagiarism to avoid the trouble of dealing with it.


� All the correlations (t-test, ANOVA) are calculated based on ungrouped data, presented in annexes 2A-2D. The tables in this chapter, however, for easier reference and for the sake of clarity, present the correlations as divided into the adopted categories. 


� As indicated in section 4.5.1, WQ over LS means gaining over half of the possible points in Webquests, and to 50% of points in Language Skills. LS over WQ strategy includes students with over 50% of points in Language Skills, but below that threshold in Webquests. Generally High performance equalls good or very good results in both Language Skills and Webquests.
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