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Abstract
It is known that fashion designers make a great deal of use of art, especially the colors and stripes of painters
and sculptors. Art movements popular in certain periods and popular artists of these movements have always
been the leading factor for fashion. Fashion, like art, combines the trio of artwork, creative and audience.
Therefore, fashion is counted as a branch of art and this is discussed as a current subject.
All the factors that have affected art and the artist for centuries also affect the fashion world and fashion
designers. The movements influenced by artists from time to time became a source for fashion designers and
played a major role in the formation of the style of the designer. At the same time, this influence was reflected
in the works of fashion designers and was clearly seen in fashion collections, fashion shows and shows. In this
influence, many subjects, people, events, popular artists of movements can form a source for fashion designers.
At this point, Andy Warhol and Frida Kahlo, who inspired many fields, became the ones that are frequently
used in fashion designers and inspire many collections. In this context, in the study, an evaluation was made
on the effect of Andy Warhol and Frida Kahlo on fashion design, and the design dimension was discussed
especially by giving examples from the use of clothes, shoes and accessories. When the designs are analyzed
with this study, it has been revealed that fashion designers show themselves in the form of directing the existing
visual cues to clothes, accessories, rather than making a creation about the influenced art movement or popular
artists of the movements or interpreting the affected artwork with its own artistic expression language.
Keywords: Art movements, Andy Warhol, Fashion, Fashion design, Frida Kahlo.

1. Introduction
One of the strangest distinctive features of the modern world is the attitude of turning the
design into something that is largely ordinary and insignificant. On the other hand, it is possible
to say that the design will be a very important power source for the human environment when
it is taken seriously and used responsibly and everything will be formed better and more
beautifully when it is applied with all its details in mind
As stated in Heskett (2013: 11), design is one of the basic, distinctive qualities that make people
human. It is one of the essential elements that determines the quality of human life. Design has
great power over society and facts as a narrative, a discourse (Dillon and Howe, 2003). The
design that affects everyone is present in everything people do throughout the day, in every
detail, in every field and it is possible to see it. The most effective and remarkable of these
areas is clothing design, that is, fashion design.
In the historical process of apparel design, the searches for reaching the new and different
began to emerge with the importance of the artistic expression language as of the 20th century
and a modern design understanding that started out of the usual expression forms began to
dominate. While changes about mold techniques and style were accepted as innovation before
the 20th century, searches for artistic expression, concepts, materials and clothing creation
methods started to come to the fore as of the 20th century.
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In addition to technological advances, the relationship with art has been influential in the
innovative pursuit of clothing design and the designers have been influenced by the art
movements of their time. In the first examples of clothing where this interaction was observed,
a design concept based on creating clothes associated with the branches of art was seen, rather
than creating clothes with the language of artistic expression. Rather than making a creation
about the influenced art movement or interpreting the influenced work in its own language of
artistic expression, it manifests itself in the form of one-to-one transfer of existing visual cues
to the clothing.
It is difficult to give clear information about the emergence of fashion in the history of clothing.
However, with the socio - economic-political changes in the world, with the movement for the
reform of clothing in the late XIX century and the emergence of the concept of fashionable
clothing, fashion has found its true meaning. Thus, the aesthetic concerns in clothing increased
and the impact of art in fashion began to be felt in the early 1900s. Whether or not fashion is
an art today is debated, fashion and art fed each other thanks to the increasing symbolic
meaning of fashion in popular imagination starting from the first quarter of the 20th century
and the combination of beauty, youth and money in the 1980s (Kim 1998; Miller 2007; Forster
2009; Choi et al. 2017). In this process, for the fashion designer who is fed by art, famous
artists and their works of many movements are inspired and constitute a starting point for the
prepared collections.
The fashion designer first of all is fed from many points in this process of creation as the person
whose creative abilities have been revealed and who has made this quality his / her life
dominant. The big picture that inspires the designer provokes idealistic hunches, leading them
to go beyond models of thought and produce tangible results. The achievement and success of
the design made at this point depends on the use of the right materials, the right proportions,
the right place at the right time, and the aesthetic values it carries. As stated in Özgen (2005:
6), the design is put forward at the end of a process. The beginning of this process takes action
starting from the formation and maturation of an idea, a thought. The muse of ideas and
thoughts can be many things that push the designer to this process.
In this context, Andy Warhol and Frida Kahlo, who have inspired many fields, are often used
within fashion designers and have been sought to be explored in this work as inspirations to
many collections. With this study, an evaluation on the effect of the artists and their works on
fashion design was made and the design dimension was discussed by giving examples from the
use of clothing in particular. The visual and aesthetic effects of the elements in the works of
Andy Warhol and Frida Kahlo on today's fashion are examined and the relation of fashion with
art is evaluated.
2. On the Effect of Andy Warhol and Frida Kahlo on Fashion Design
It is a fact that modern art movements support the phenomenon of change represented by
fashion. The innovative style and approach that each new art movement brings with it re-lives
in the works of artists as subject, form, color, texture or line. It is observed that this continuous
movement also affects fashion designers in different ways.
Design is a visual practice, and designers are professionals who think visually. Feeding from
visual sources as an inspiration in design is a widely used method among designers (Eckert and
Stacey, 2000: 524; Westerman and Kaur, 2007: 75). Designers can use printed or screen-based,
still or moving images from a variety of sources to enrich their search for ideas, concepts, forms
and textures, and nurture their own creative processes. These images feed the designers as a
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source of information and inspiration at various stages of the product design and development
process (Mougenot, et al., 2008: 333).
Classification of art disciplines the basic art idea that emerged with the establishment of the
Academy in the XIV. Louis Period (1643-1715) brought the distinction between primary and
secondary arts. With this in mind, art disciplines have been classified and formed the basis of
the discrimination that has been discussed even today. Periods and movements in art
throughout history have also directly influenced the clothing fashion of the period.
At the beginning of the 20th century, artists began new searches as a result of technological,
scientific and social developments. After the mid-century, many artists were interested in the
ideological aspects of clothing, with the emergence of new art movements or movements such
as Art Nouveau, Cubism, Futurism Surrealism and Constructivism (Muller, 2000: 525).
The modern art that emerged after the classical periods and the innovative experiments and
searches of the artists in this period have also reflected on the fashion of clothing and have
shown their effect on the design of the fashion designers. Pop-art, postmodernism, conceptual
art and many more innovative trends have also contributed to fashion, bringing innovation and
momentum.
A new trend emerged in England and America in the 1960s. In parallel with the emergence of
youth culture, the emergence of pop art has taken the line between art and trade to a different
dimension. Coca cola bottles, movie stars or comic books and serial productions have been
exhibited as works of art (Walker, 1975). The works of pop art icons Andy Warhol and Roy
Lichtenstein have these features. Andy Warhol's subjects include comic books, cheap ads, soup
cans and newspaper headlines and so on. In this period, fashion designers mostly interacted
with silkscreen printing methods (Fineberg, 2000).
The art movement that marked the 1960s is Pop Art. In fact, there has not been any other art
movement that has brought art and non-expert masses so close together in the whole of the
20th century.
In the 1950s and 60s, fashion entered into the search for new concepts. The Pop Art movement
emerged during this period and neon colors, plastic and futuristic designs began to be seen.
The most characteristic feature of the Pop Art movement was the vivid colors used abundantly.
Fashion, which was influenced by Pop Art, also adopted vivid colors and free cuts fairly. Just
as fashion designers of the period were influenced by Pop Art, Pop Art artists were also
influenced by fashion. Andy Warhol made fashion drawings in his early illustrations and sold
them because he could not get along at a young age.
Pop art, which appeared in the 1960s with the art star template created by Andy Warhol, has
made an impact on comics and graffiti, helping it enter mainstream trends such as cover art and
the developing youth market. The graffiti boom in the youth world is significantly tied to the
culture of hip hop and skateboarding. Hip hop includes rap music, Djing, break dancing and
graffiti and exploded in the 1980s. Youth brands, which include street wear, also play a
dominant role in the collaboration of contemporary fashion artists. Street art is a sub-genre of
writing graffiti. Pop art is one of its historical references. Cartoon figures, collaged graphics,
and stencils of black-and-white photocopies have become a global trend for street art
(Lewisohn, 2008: 18).
Warhol's presentation of the re-produced works as art also invited the use of the re-produced
works for consumption. In particular, the works of Andy Warhol caused art to be interpreted
as a consumable commodity. According to Warhol, art does not need to be original and give a
message (Turani, 2015: 192-193). Reproduced art, which Benjamin criticized and claimed
6
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damaged the aura of art, has thus become an instrument of consumption (Benjamin, 2019: 54).
This trend continued until the 1980s.
Frida Kahlo's effect on fashion design is also very important, like Andy Warhol. Frida, who
used the local aesthetics of Mexico in her paintings and frequently used the clothes and
appearance of women living in the Tehuana region of Mexico, turned her into a Tehuana
woman in her “Self-Portrait as Tehuana (Diego in My Thoughts”) study. Frida, who is at peace
with her body despite her suffering and does not compromise on her appearance, has created a
unique style with her colorful, patterned local clothes, flowers and huge jewelry. She is one of
the first female artists to paint with such an expressionistic attitude, and to convey her inner
world to her canvas with great sincerity, and to use her life and body as the main material of
her art. Frida's style continues to live today, just like his paintings. Considered a fashion icon
by the gurus of the fashion and design world, Frida Kahlo is often one of the most inspired
artists.
When today's fashion collections are examined, it will be seen that many of the designs are
inspired by Frida Kahlo's work. Frida Kahlo is a painter who, in addition to being an inspiration
to many fields from literature to theatre, is often used within fashion designers and is a serious
inspiration to many designers. The painter, who has become a twentieth century popular culture
icon, will continue to be an inspiration for her paintings, as well as her bumpy private life and
works known as surrealist (Kaya, 2019: 311).
Frida Kahlo's bold and original style has always been an important inspiration for fashion
designers. The most recent examples of this are two separate creations inspired by Kahlo. New
York fashion designer Misha Nonoo created her spring 2013 collection as part of a fictitious
trip to Cuba by Frida. Spanish fashion designer Maya Hansen was also inspired by Frida in the
Mexican-themed 2013 spring collection. Especially Frida Kahlo's floral hair accessories,
patterned shawls and long skirts are the inspiration for many designers today. The famous artist,
who continues to inspire designers such as Roland Mouret and Cushnie et Ochs, is also seen as
a modern icon of feminism. Frida Kahlo, who is an example with her self-confidence and
determination, is one of the rare female artists who are instantly known for her works, maybe
even the only artist. Kahlo, which has become one of the most popular names of the 20th
century without a singer, actress or dancer, has created stunning works with Mexican and
European breezes. These works have become the inspiration for his collections, which have
influenced many designers, especially in the field of fashion design today.
In addition, many artists and fashionistas such as Henri Matisse and Paul Poiret, Roy
Lichtenstein and Gianni Versace, Tony Grag and Karl Lagerfeld were influenced by each other
and worked in different tastes. Gustav Klimt collaborated with his clothing designer wife
Emilie Flöge Klimt. Fashion designers have been close to art for a long time, especially as they
are nourished by the art of sculpture and painting, and many artists have been involved in
fashion at sometimes (Laver, 2002: 13).
The tradition, which is based on separating painters according to their color, line or shape,
determined as their style, is also valid for fashion designers. Some, such as Dior, designed the
format according to the pattern, while others, such as Balenciaga, departed from the volume.
When various creation processes of fashion are examined, methods similar to those in many
plastic arts are encountered. The ideology or concept that emanates from a garment can
sometimes be brought to us by echoing the emotions we experience while watching a painting
or sculpture (Givry, 1999: 28).
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Today, fashion designers who have become famous in the world are accepted as artists and
fabrics have become their canvas. At this point, Yves Saint Laurent, a famous fashion designer,
expressed his relationship with art and fashion as follows:
“Art has an important place in my life and work. I was inspired by many painters and always
believed that art is a part of life, not just culture. ” (Yves Saint Laurent)
He was inspired by artists such as Picasso, Matisse, Andy Warhol and Mondrian. The fashion
of Saint Laurent has the same perceptions as art. In 1983, Saint Laurent held his 25-year
retrospective exhibition at the Metropolitan Museum of Art. Before this exhibition, museums
were used to exhibit artwork or historical costumes (Mackrell, 2005).

Photo 1. Examples of Designs Prepared by Brands such as Moschino, Michael Kors, Mary
Katrantzou, Roksanda, Christian Louboutin, Versace influenced by Andy Warhol and Frida
Kahlo, Source: http://www.cosmopolitanturkiye.com/galeri/moda/
In the fashion industry, fashion designers prepare collections to suit
changing living conditions and specific periods. In a design process, the
fashion designer is required to define the product type to be designed, the
target audience to address, and to conduct concept, market and material
research for the collection to be produced.
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For many fashion designers, this process is a source for the collections
they will prepare for their work as a starting point. As can be seen in photos
1 and 2, the designs prepared by inspired by artists such as Andy Warhol and
Frida Kahlo have gone beyond imagination.

Photo 2. Dior Fall-Winter and Versace Spring-Summer Andy Warhol Designs, Source:
https://vogue.com.tr/trend/andy-warhol

The works of artists, especially those who are members of the pop art and surrealist movement,
have been adorning clothes and accessories of world-famous fashion designers for decades.
Some artists, such as Andy Warhol and Salvador Dali, have even collaborated with fashion
designers as well as designed clothes inspired by their own work. This is not surprising
considering that fashion is also described as wearable art. It benefits both sides, not just
independent designers, but big fashion houses to take inspiration from artists or work directly
with artists. Art in fashion today is not a new concept, thanks to art and fashion industry
collaborations that began in the 20th century. Almost every year, on the catwalks, walks of art,
so to speak, are witnessed. It is seen that sometimes the lines and patterns of artists are used
boldly in collections, and sometimes visual objects are reflected in collections and this affects
millions of people all over the world. In these collections, designs are prepared based on some
iconic works of artists and these works constitute the inspiration of the designs. When
photographs 1 and 2 are examined, it is possible to come across Andy Warhol and Frida Kahlo
breezes especially with patterns, colors and lines.
Examples of the reflections of Andy Warhol and Frida Kahlo inspections on fashion design
can be reproduced. It is also predictable that Andy Warhol and Frida Kahlo will influence the
fashion world in the future. Because the elements offered by Andy Warhol and Frida Kahlo
produce rich compositions.
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The ever-changing fashion industry is reshaping many definitions today. It is entirely up to
perspective and preference to make a difference in this environment with plenty of alternatives
offered to the user by the sector.
3. Conclusion
There are lots of connections between fashion and art. It is a known fact that many
developments in the late XIX century were an important turning point for fashion and art
interaction. Whether the interaction of fashion with art by some art critics is considered as a
small copy of art or as a source of inspiration, over the centuries fashion design has become an
important part of the aesthetic field, as have other artistic performances through this interaction.
When we examine the last 10 years of fashion history, we can see that fashion is inspired by
many modern art movements. It is even possible to say that their paths often intersect with
many modern art movements.
In the relationship between fashion and art / artist, art and fashion are always intertwined, and
many fashion designers from the past to the present work with many principles and logic
defining the art can be seen as concrete when the written and visual sources are investigated.
The effects of Andy Warhol and Frida Kahlo are still seen in many aesthetic areas today, due
to the universal nature of the forms, colors and elements used by the artists.
Today, the effects of Andy Warhol and Frida Kahlo in many aesthetic fields are due to the
universal nature of the form, color and elements used by the artists. Because these universal
elements and forms are forms, colors and textures that are not characteristic of an era or a
current. For this reason, it is inevitable that fashion paths cross with Andy Warhol and Frida
Kahlo in the future fashion seasons. The effects of line, color, texture, form and other forms in
the artists ' works on the individual are quite significant. The emotions he creates in the
individual are related to the unique styles of the artists as well as their differentness, their
innovative and rebellious structures. In this regard, it is possible to say that Andy Warhol and
Frida Kahlo will always inspire and influence fashion.
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EARNINGS MANAGEMENT ANALYSIS USING BENEISH M-MODEL AND
ALTMAN Z-SCORE MODEL
Marija Milojičić
PhD student, Faculty of organizational sciences, University of Belgrade, Serbia
Abstract
This paper presents the result of original empirical research. The research was conducted in the form of a case
study of a domestic business entity (Republic of Serbia), whose main activity is trade in products in the field
of sports and fashion. The financial analysis was performed using the Beneish M-model and Altman Z-score
model, which were derived on the basis of official financial statements of the company, collected from publicly
available databases (Balance Sheet and Income Statement 2016-2018) as a basic information foundation to
predict the likelihood of manipulating one's own earning capacity.
The aspiration of the owners, and then the managers to show the performance of the companies better than they
really are is certainly not new. The reason that special attention has been paid in the world to this issue since
the beginning of the 2000s, until today, both by the scientific and professional public, and by the regulatory
bodies in charge of financial reporting, are the great political and economic scandals caused by the presentation
of inaccurate financial reports.
Keywords: Analysis, company, forensic accounting, Beneish M-model, Altman Z-score model, earnings
management

1. Introduction
The financial statements, as the end product of the accounting information system, represent a
structural presentation of the financial condition and financial success of the business entity
during a certain time horizon.
Earnings or net profit indicates a significant position in the financial statements and is
considered a measure of a company's performance. Earnings management derives from the
accounting skills that managers and business owners use in making business decisions.
The generally accepted accounting principles set out in International Accounting Standards
(hereinafter IAS) and International Financial Reporting Standards (hereinafter IFRS) and their
interpretation, generally give the owner or manager (hereinafter manager) the option to choose
between several accounting methods within different stages of accounting process. One of
those methods is creative accounting, which is often correlated with the manipulation of
financial statements. Creativity in accounting knows how to be legal and to survive within the
allowed legal framework, but it often happens that, with creativity, one goes beyond the limits
of these frameworks. The way managers exercise that discretion right is very important to the
quality and objectivity of financial reporting.
In the first part of the paper, a theoretical overview of the issue of earnings management, i.e.
profit management as a basic product of manipulative accounting practices is given. The
second part deals with the case study of a domestic business entity operating at the territory of
the Republic of Serbia, whose main activity is trade in sports and fashion products, and data
12
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from financial reports published on the website of the Business Registers Agency, were used
for the research. The analysis of profit realization using the Beneish M-model and the analysis
of creditworthiness using the Altman Z-score model were presented, with the purpose of
detecting the degree of possible manipulation of one's own earning capacity. Thereafter, a
discussion, concluding remarks, and used literature were given.
2. Theoretical background
Theoretically, the task of creative accounting was initially conceived as an instrument that
should provide a realistic and objective presentation of the actual financial position and results
of the company by using financial statements in accordance with legal provisions. The term
creative accounting should certainly be considered on its two sides, depending on whether the
creativity used goes beyond the regulatory framework of financial reporting or not. It turned
out, in practice, that creative accounting was used more so that it went beyond the mentioned
limits and it serves to "iron out" the tax, "tune" the profit, "make up" the balance, etc. According
to Feng and Tsung, the term creative is used to indicate the opposite of the term conservative
in accounting principles (Ling-Feng, H. Yao-Tsung T., 2005, p. 69). The creative is commonly
used as a kind of "fulfilled wish" of a manager to secretly embellish the financial report.
According to Bergestresser and Phillippon, calculations are the most important instrument of
creative accounting, and therefore a key factor in earnings management that managers use to
increase and/or reduce earnings, because calculations are components of earnings that are not
reflected in current cash flows (Bergstresser, D., Phillippon T., 2003, p. 528).
According to Fields et al., the detection of manipulative actions in accounting is a topic of great
interest and importance for a wide range of interest groups such as investors, auditors, and
above all regulatory bodies (Fields, D., et al, 2001, p. 259). Jones was the first to identify that,
despite extensive academic research covering the possible causes and consequences of profit
management, the actual measurement of this accounting practice focuses on the expected
calculation model (Jones, J., 1991) and model innovations are adapted to modified for easier
access. In early research on methods for detecting manipulative practices (including the Jones
model), Dechow et al. concluded that until then, the proposed methods were fairly well listed
among random samples, but that they lacked the power to recognize earnings management
(Dechow, P ., et al., 1995). Dechow also explains (Dechow, P., et al., 2000) that accruals are
used to reduce inconsistencies. These inconsistencies have emerged as a result of the difference
in recognition time. On the other hand, Beneish instructs us that delimitation techniques are
less visible; moreover, it is very difficult to detect and compare them with the change of real
transactions or accounting policies (Beneish, M., 1999).
In his study (Yaping, N., 2005), and according to Dechow and Skinner, Yaping stated that
earnings management required management's assessment to change accounting
estimates and accounting policies. The ability of managers to use their accounting
estimates and define their accounting policies allows them to choose any permitted
accounting method and any estimate within it (Dechow, P., Skinner, J., 2000).
Scott defines earnings management as the act of selecting accounting policies from a set
of accepted accounting rules to obtain favourable results (Scott 2003, p. 368), while
according to Orsag, earnings management is an euphemism that speaks of the use of
permitted methods and procedures within the standards of financial reporting, but
certainly not in the spirit of those standards, but with the aim of achieving a more
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favourable (or unfavourable) image of the entity presenting financial statements, than it
really is ”(Orsag, 2011, p. 85).
Scandals from the beginning of the 2000s until today (Enron, WorldCom, Parmalat, Agrokog,
etc.) creative accounting flexibility, in order to adjust earnings, i.e. adjust profits to the desired
outcome of the managers. The mentioned scandals have changed the opportunistic view
towards the management of earnings, i.e. profit, and as far as the conclusions from numerous
researches are concerned, managers manage earnings for their personal benefit, instead of
doing it for the common good. (Watts, Zimmerman,1986, Subramanyam, 1996; Holthausen,
1990; Healy, Palepu, 1993; Guay et al, 1996; Demski, 1998; Arya et al, 2003; Hao, 2010,
Jiraporn et al, 2008).
Since this is the case, there is a constant need to know the current laws and regulations,
as well as to have the skills of good analysis and interpretation of financial statements, in
order to avoid potential manipulations. Stolovi and Lebas point out (Stolowy, H., Lebas, M.,
2002, p. 113) that with financial reporting we can often associate terms such as "creative
accounting", "manipulative accounting", "cosmetic reporting", "rigging financial
statements" and other similar synonyms.
According to Rezaee, creative accounting, i.e. manipulative accounting practice, is a
deliberate attempt by company managers to deceive or mislead the users of published
financial statements, by preparing and disseminating materially erroneous information
contained therein. (Rezaee, Z., 2005, p. 279).
According to Eining et al., (Eining, M., et al, 1997) accounting fraud includes items such as
employee fraud, payroll fraud, various commissions and insider trading in the case of a joint
stock company, as well as intentional falsification of financial reporting. He explained that the
most common type of fraud is committed by premature and actual recognition of income. In
his research, Marinakis concluded that accounting fraud implies a common component which
is the manipulation of financial information to achieve certain results (Marinakis, P., 2011).
According to Healy and Wahlen, earnings management occurs in situations where managers
use their own assessment and personal preferences when creating financial reports, thereby not
complying fully accounting rules, in order to construct the financial information therein
displayed, and which would bring to misleading the use of this data on the economic
performance and financial position of the company. (Healy, M., Wahlen, M., 1999).
On the other hand, Rahman and Ali believe that unlike fraud, earnings management involves
the choice of accounting and estimates that are in line with generally accepted accounting
principles (GAAP). This indicates that in companies where earnings management is not
uncommon, they can manage their revenues within accepted accounting procedures (Rahman,
R., Ali, F., 2006).
It is considered that manipulative accounting practices are applied in the preparation of
financial statements when the application of accounting principles is performed with the
intention of achieving the desired goal, such as, for example, the presentation of higher profits
regardless of whether the selected procedures are in accordance with internationally and locally
prescribed rules.
If management actively manipulates earnings so that the reported amount of profit is
approximately equal to that determined in advance, such management activity is referred to as
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earnings or profit management. Unlike profit management, where accounting manipulation
aims to show the target profit, although the realized profit is not such, profit balancing is profit
manipulation whose goal is to show a uniform profit in a series of successive time periods, in
such a way that during the profitable years part of the profit is not shown but it is disposed of
in the form of latent reserves that decompose in years when a satisfactory profit has not been
achieved. (Škarić, K., 2007, p. 3).
It should be noted that the application of manipulative accounting practices in terms of creative
accounting has contributed to the development of the skill and then the profession of forensic
accounting.
2.1.Motives of manipulating financial statements
The prevalence of manipulation of financial statements depends on the situation in the
environment, the quality of the normative basis of financial reporting, the quality of
management and the ability of accountants to comply with professional and ethical standards.
The environment means the general economic situation, the existence or absence of appropriate
legislation, including its implementation, as well as the relationship to tax liabilities.
In the literature (Amat, O., et al. 1999, Arnold, J., 1994, etc.), and according to the research of
Professor Škarić, there is a whole list of motives, and at all times important goals, because of
which managers reach for creative accounting. If their fulfilment is called into question, there
is a latent danger that they will resort to the use of manipulative accounting practices. Of all
the motives that lead to manipulative accounting practices, it is possible to reduce the four most
important:
1) maintaining investors’ trust,
2) use of bonuses, or in the case of a joint stock company, use of stock options,
3) preparation for acquisition or, on the other hand, defence against ill-intentioned
takeovers,
4) deferral of income tax for future periods.
Research and practice have shown that by applying manipulative practices and presenting
untrue financial statements, managers aim to show higher profit than realized, through a
strategy of increasing income and profits and/or reducing expenses and losses for the current
period, as well as to show lower profit in relation to the realized, by showing lower income and
profits and/or higher expenses and losses of the current period.
The goal of applying the first strategy of presenting more profit than realized is to persuade
investors and creditors to keep the existing and/or make additional investments, as well as to
cover possible losses, i.e. business failures.
The second strategy, at first, may seem a little confusing, because it is not logical for someone
to show business worse than it is. However, by using this strategy, it is possible to avoid paying
income tax or postponing profit to future accounting periods. Certainly, the expression of lower
profit in relation to the achieved always leads to both goals; the only question is which one will
be used.
2.2.Protection against manipulation and prevention of misrepresentation of financial
reporting
Manipulative accounting practices and the presentation of false financial statements, as a final
result, achieve their goal only if those who should be deceived by these statements remain
convinced that the measures of manipulative accounting practices were not applied in the
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preparation of financial statements. Because the financial harm users of financial statements
may incur if they base their decisions on untrue financial statements of companies, it is essential
that they are able to determine whether the management of a particular entity has affected the
reported profit, net assets and net cash by the decisions ( Škarić, K., 2007, p. 13).
In order to detect possible accounting manipulations, it is necessary to analyze the company's
accounting policies, the quality of corporate governance, as well as to check whether there are
deviations in the reports that would indicate the use of creative accounting in order to manage
earnings.
3. Beneish M-model and Altman Z-score and research results
The Beneish M-model became especially popular as the application revealed a manipulation
of the financial results of the American company Enron, which went bankrupt in 2001.
The Beneish model is a mathematical model that uses financial indicators and eight variables
to determine whether a company has manipulated its earnings. These eight variables include:
1) DSRI (Days ’Sales in Receivables Index) indicates the number of days required to
collect receivables. This indicator shows an increase in revenue based on days, which
is necessary for the collection of receivables in the event that the indicator in the current
year (t-1) shows an increase compared to the previous year.
2) GMI (Gross Margin Index) means the gross margin index obtained by comparing the
gross margin in two consecutive years. The company that shows poorer performance
in terms of this index can be included among those that manipulate their financial
results.
3) AQI (Asset Quality Index) is an asset quality index and it is calculated as the ratio of
fixed assets (not including NPOs) and total assets in two consecutive years.
4) SGI (Sales Growth Index) means the sales growth index. It is an indicator of changes
in sales in successive periods. The limitation of this index is that sales growth is not in
itself applicable as an indicator of manipulation, but it can be proven that companies
with faster growth have more pressure to manipulate in order to maintain market
positions.
5) DEPI (Depreciation Index) means the depreciation index that measures the change in
the depreciation rate in two consecutive years. A lower depreciation rate (less than 1)
means that the company revises the assumptions of the life cycle of the use of assets.
6) LVGI (Leverage Index) means the leverage index shows the ratio of total debt and total
assets in two consecutive years. This indicator seeks to include initiatives on consensual
borrowing to manipulate results.
7) TATA (Total Accruals to Total Assets) represents the ratio of total accruals and total
assets. Using this indicator the extent to which managers use their discretion right to
account for profit substitution is assessed. Total active accruals are calculated as a
change in current assets accounts excluding cash and cash equivalents less depreciation.
8) SGAI (Sales, General and Administrative expenses Index) shows the changes in the
costs of sales, management and administration in the current year compared to the
previous year. This indicator implies that from the point of view of analysts, a
disproportionate increase in sales will be treated as a negative signal about the future
results of the company (Mirković, V., p. 135).
The mathematical formula for calculating the Beneish M score with eight variables can be
represented as follows:

16

IAI Academic Conference Proceedings
Virtual Conference, 3 July 2020
___________________________________________________________________________
M = -4.84+0.92×DSRI+0.528×GMI+0.404×AQI+0.892×SGI+0.115×DEPI(4) 0.172×SGAI+4.679×TATA-0.327×LVGI
The threshold value of M-score of - 2.22 is defined as a parameter for assessing the
manipulation of results, where it is considered that a higher level than this value showed a high
degree of probability that the business entity shows manipulative behaviour when expressing
its earning power.
Below are the results obtained by Beneish M-model analysis on the example of a selected
company from the BRA site.
Beneish M-Score
in RSD 000
RELATED PARAMETERS

Year
2018

Net sales

2017

1,184,819

1,129,197

Cost of goods sold
Receivables

706,340
43,668

677,232
51,379

Fixed assets

912,172

911,973

Property, plants and equipment
Depreciation

901,484
40,227

901,763
36,875

1,548,722

1,732,496

Sales costs and earnings
Net profit

384,789
54,659

324,595
91,127

Cash flow from operating activities
Short-term liabilities
Long-term liabilities

94,886
233,545
208,943

128,002
359,618
241,372

Total assets

Source: Author's calculation using Microsoft Excel software package (table adapted to Word format)

Derived Variables
Other L/T Assets [TA-(CA+PPE)]
DSRI
GMI
AQI
SGI
DEPI
SGAI
TATA
LVGI

-264934
0.8100
0.9911
3.6481
1.0493
0.9197
1.1298
(0.0260)
0.8236
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M-score
5 variable
model
8 variable
model

-1.49

if M > -2.22, company is likely to be
a manipulator

-1.64

Source: Author's calculation using Microsoft Excel software package (table adapted to Word format)

The threshold value of the M-score of (- 2.22) is defined as a parameter for assessing the
manipulation of the financial result, so we can conclude that in the analyzed business entity the
M-score is (-1.64), and it can be concluded that in this economic subject, in the last three years
there has been no manipulative accounting practice aimed at profit manipulation.
In addition, the credit worthiness using Altman’s "Z" model was assessed. Altman's "Z" model
was developed in the second half of the twentieth century in the United States, based on
research into whether companies will go bankrupt in the future or not. The research included
samples of a number of companies that did not go bankrupt and the same number that went
bankrupt, with all companies belonging to the same activity and balance sheets used for the
same years - for both segments of the observed companies. Initially, thirty financial ratios
(indicators) were correlated, while later only five were selected:
X1 – the ratio of working capital and total assets;
X2 – the ratio of accumulated retained earnings (net profit) and total assets (assets);
X - the ratio of earnings before interest and taxes of total assets;
X4 – the ratio of capital market value and total liabilities;
X5 - the ratio of sales revenue to total assets (Van Horne 1997, p. 167).
Since the observed characteristic ratios do not have the same specific weight in predicting the
collapse of the company, Altman assessed each ratio with an appropriate weight, as shown in
the table
The relation of ratio indicators and weights
Ratio

WEIGHT

X1=Working capital / total assets

W1=0,012

X2=Accumulated profit / total assets

W2=0,014

X3=Operating profit / total assets
X4=Market value of equity

W3=0,033
W4=0,006

/book value of long - term debts
W5=0,999
X5=Sales revenue / total assets

The aforementioned values were included into the following equation by (Altman, 1968, p.
592):
Z=X1W1+X2W2+X3W3+X4W4+X5W5
The following is an analysis of creditworthiness using the Altman’s model.
Rating credit worthiness using Altman’s "Z" model
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No.

Position

2018

2017

2016

1

Total assets

1,548,722.00

1,732,496.00

1,098,932.00

2

Fixed and long-term capital

1,315,177.00

1,372,878.00

1,064,928.00

3

Fixed assets

912,172.00

911,973.00

509,888.00

4

Working capital (2-3)

403,005.00

460,905.00

555,040.00

5

X1 (4/1)

0.26

0.27

0.51

6

Retained (undistributed) earnings

1,086,234.00

1,111,506.00

1,044,928.00

7

X2 (6/1)

0.70

0.64

0.95

8

Earnings before interest and income taxes deductions

44,977.00

75,241.00

103,947.00

9

X3 (8/1)

0.03

0.04

0.09

10

Equity

1,106,234.00

1,131,506.00

1,064,928.00

11

Liabilities

442,488.00

600,990.00

614,267.00

12

X4 (10/11)

2.50

1.88

1.73

13

Sales revenue

1,245,611.00

1,181,867.00

1,191,724.00

14

X5 (13/1)

0.80

0.68

1.08

Z-Score

3.69

3.17

4,37

By analyzing the creditworthiness assessment of the analyzed entity, it can be concluded that
the analyzed business entity has good credit performance. If we know that a value of ≥ 2.99 is
required for a company to be at an enviable level of business, and that the value of the Z-score
of the company from our example exceeds that value, our conclusion is completely justified.
Conclusion
After the analysis of theoretical assumptions and following empirical research and analysis of
the results obtained by the Beneish M-score model and Altman Z-score model, it can be
concluded that in the selected business entity, in the last three business years, no manipulative
accounting practice was used with the ultimate goal of manipulative earnings management, i.e.
manipulation of the company's profits.
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Abstract
Smart specialisation is a unique strategic concept of the European Union for the purpose of facilitating
innovation and competitiveness, with foundations that are unlike other innovation strategies. Smart
specialisation has no universal recipe, but it is rather highly adaptable and volatile, which enables it to highly
adapt to the specific needs of every nation and region. It also promotes territorial prioritisation and
development, which is in the focus of the European Union for the future programming period 2021-2027. The
purpose of this paper is to provide a comprehensive overview into the European Union framework for fostering
innovation performance, as well as insights and deeper understanding of the foundations, methodology,
characteristics and purpose of smart specialisation. This paper also aims to compare selected European Union
Member states in order to show practical examples of the implementation of smart specialisation strategies.
Austria, Croatia, Netherlands and Slovenia. The effectiveness of smart specialisation is shown in the fact that
countries outside European Union have been embracing and implementing the smart specialisation concept.
Keywords: smart specialisation, territorial strategies, innovation, competitiveness, EU

1. Introduction
With globalisation came open markets, new market trends and new market players,
resulting in a high level of competition and personalized market demands in all areas of
business. This ultimately made it difficult and challenging to successfully adapt to new market
trends, needs and niches. At the same time, in today’s almost severe global economic
conditions, there are only two possible outcomes for any organization – adapt and grow, or
otherwise fall behind. The key to market survival, towards a sustainable, inclusive and resilient
growth and competitiveness, is innovation.
There are many definitions of innovation in literature, but all of them agree on what
innovation represents in its core – in the broadest sense, innovation implies the creation of
something new. But more specifically, innovation is the implementation of a new or improved
product, process, marketing method or organizational method in a business process or
organization (OECD and European Communities 2005). Going further, Onodera and Kim
Hann (2008) state that innovation entails successful exploitation of new ideas and inventions,
development and commercialization of new technologies, services, business models and
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operating methods, while Torun and Cicekci (2007) argue that innovations are discoveries and
inventions marketed for the purpose of expanding their application.
In order to harness the benefits of innovation, structural changes in focus and conduct
is of essence. Companies are key players in the process of structural changes, since there is an
evident connection between entrepreneurship, innovation and economic growth (Bilas and
Franc 2018). As Bilas and Franc (2018) state, the rationale behind this is that companies that
focus on innovation start structural changes of transition from the overall focus on producing
traditional and less productive goods and services to producing modern and highly productive
goods and services of high added value. But in order to be able to engage in a process of
structural change and join global value chains through innovation, investment in research and
development (R&D) is essential. However, although more and more countries and
organizations try to shift their focus to innovation and high value-added production, there are
substantial obstacles to the innovation process. Such, for example, is the insufficient share of
highly technologically advanced sectors of R&D with geographically dispersed and limited
R&D activities, which ultimately results in inadequate “critical mass”, duplication of
investment, unsatisfactorily allocated resources, and more (Camagni and Capello 2013).
Hence, the question of what is the ultimate recipe for market survival, competitiveness and
growth is not a matter of “what” anymore, but rather a question of “how”. European Union
recognises the significance of innovation as an answer for achieving its goals of sustainable
development and competitiveness (European Commission 2012), which is why it has focused
its strategic efforts into fostering innovation and creating a leading economy in innovation,
competitiveness, inclusiveness and sustainability.
The aim of this paper is to investigate the concept of smart specialisation, its strategic
background, origin and intervention logic, in order to identify whether it can have an effect in
improving innovation performance and competitiveness. For this purpose, a research of smart
specialisation strategies implemented in benchmark countries Austria, Croatia, Netherlands
and Slovenia, was conducted.
The paper consists of five sections. After the introduction, the second section explores
the strategic framework for fostering innovation performance of the European Union. The third
section investigates the background of smart specialisation, it’s role, goals, purpose and
methodology, and the fourth section provides a comparative analysis of smart specialisation
strategies implemented in selected benchmark countries. The fifth and last section lays out the
conclusions of this research.
2. Strategic framework for fostering innovation performance of the European Union
– origin of the Smart Specialisation Strategy
Research, science and innovation have been a long-term central priority of the European
Union with the aim of stimulating economic growth and employment. By putting efforts in
strengthening this area, the aim is to make it easier to find solutions to the greatest societal
challenges such as climate change, energy security and public health, as well as to make Europe
a better place to live and work in. For this reason, the European Union adopted a new strategy
in 2010 called Europe 2020, as a successor to the Lisbon Strategy that was adopted in 2000,
with the aim of making the EU a dynamic and most competitive knowledge-based economy in
the world capable of sustainable economic growth with more jobs, better jobs and with greater
social cohesion (Lisbon European Council - Consilium 2000).
The main priorities for the implementation of the Europe 2020 include achieving growth
that is smart, sustainable and inclusive (European Commission 2010). European Union
Member States have all set their own national strategic goals following the goals of the Europe
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2020 strategy, in the form of national target values of the Europe 2020 goals that they plan to
achieve at their national levels.
Europe 2020 also identifies the most important areas of activity that are considered as
possible new drivers of growth and job creation. These priority areas are represented through
seven "flagship initiatives" of the Europe 2020 strategy, one of which is the "Innovation
Union". The Innovation Union initiative aims to improve the conditions and access to funding
for research and innovation, so that innovative ideas can ultimately be turned into products and
services, thus stimulating growth and job creation (European Commission 2010). Innovation
Union also aims to create better links between research, innovation and job creation, which is
crucial for Europe's growth and prosperity.
The financial instrument for the implementation of the Innovation Union, with a budget
of almost 80 billion EUR, is the European Union's Framework Programme for Research and
Innovation "Horizon 2020" for the period 2014-2020. The aim of Horizon 2020 is to transform
EU into a leading knowledge-based economy that produces world-class science and
innovation, in order to ensure its global competitiveness (European Commission 2014).
The EU Strategy for Cohesion and Regional Development of the European Union, the
Cohesion policy, is the EU’s main investment policy which provides the necessary framework
for investment that has the purpose to facilitate meeting the objectives of the Europe 2020
Strategy (European Commission 2014). It is as an instrument for strengthening cohesion in the
European Union, that distributes funds through three main funds: European Regional
Development Fund; Cohesion Fund: and European Social Fund. The Cohesion policy
encompasses the concept of smart specialisation as a unique strategic approach to improving
innovation and competitiveness of the European Union
European Union introduced a new strategic framework for the following period 20212027, which includes the successors of the Regional policy and Horizon 2020: The new
Cohesion policy for the period 2021-2027 and Horizon Europe for the period 2021-2027. The
new Cohesion policy will be simplified and modernized, aiming at a smarter Europe, greener,
carbon free Europe, more connected Europe, more social Europe, and Europe closer to citizens
(European Commission 2019). Europe closer to citizens encompasses a territorial aspect and
the need to focus more on territorial development, for which strategies in the future period will
have to encompass territorial aspect, as well as new territorial strategies will have to be
developed. This concept has not yet been set, it is yet to be defined in detail.
Horizon Europe will act as the new European Union's Framework Programme for
Research and Innovation for the period 2021-2027, with an ambitious budget of 100 billion
EUR (European Commission 2019). Its preliminary structure is slightly different than the
structure of Horizon 2020, with the aim of a simplified and a more effective approach in the
new financial perspective.
After more than a decade of putting strategic efforts into fostering innovation and
collecting practical experiences and new findings, European Union came to the conclusion that
the key for strengthening innovation performance and thus economic development and
competitiveness, is not a universal recipe, but rather a very unique one – smart specialisation.
3. Smart specialisation – the logic behind the innovative strategic concept
Smart specialisation is a strategic concept for fostering innovation for the purpose of
strengthening regional innovation, growth and prosperity, introduced by the European Union
through the Regional Policy for the period 2014-2020. The purpose of smart specialization is
to identify and develop comparative advantages of countries, and in order to be able to do that,
smart specialization lies on the basis of partnership between the business sector, public sector,
academic sector and civil society (Hasche, Hoglund and Linton 2019). This partnership is
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called the Quadruple Helix, for it combines the four most important segments of every country
and economy.
Smart specialization was first defined by the European Commission (2013) as a strategy
with the purpose of achieving comparative advantages by developing and strengthening
advantages through research and development. These strategies are called Regional Innovation
Strategies (RIS3) that encompass three key characteristics - “smart”, “specialised” and
“strategic” - which is why the RIS3 are also known under the name of Smart Specialisation
Strategy (European Commission 2014). The term “smart” stands for identification of the
region’s strengths and assets in order to prioritise R&D investment in identified areas
(“specialised”), and ultimately define a shared vision for innovation (“strategic”).
The concept of smart specialisation lies on the foundations that make smart
specialisation strategy’s approach unique. According to OECD (2013), the first step should be
analysing the factual context and potential of a particular territory, region or country, which
will enable to identify the right priorities for incentives with a wider acknowledgement of
innovation. Going forth, entrepreneurial discovery is the process of identification that avoids
centralized prioritisation and enables a realistic setup in which entrepreneurs are believed to be
best equipped to determine which areas should be taken into account, and are therefore the ones
who identify the priorities, implementing the “bottom-up approach”. The volatile aspect of S3
allows synergy and for priorities to be changed over time in order to always fit the strategic
needs and identified priorities. S3 is formed in a way that it conditions continuous monitoring
and evaluation, which ensures a continuous emphasis on activities, sectors and priorities of
strategic importance, that builds a background for future strategies (OECD 2013).
The S3 objectives from the policy side is to make innovation a priority for all regions,
focusing investment, creating synergies, improving innovation process, improving governance
and involving all stakeholders in the process (European Commission 2014). Furthermore, the
goal from the economic perspective is to start an economic transformation, respond to
economic and societal challenges, attract foreign investments and new connections. These
goals are in line with the purpose of S3, which is to facilitate and fast track setting the national
objectives for meeting the goals of Europe 2020 through national priorities identified by
entrepreneurship discovery and set in the national smart specialisation strategies that will
ensure the achievement of national strategic and economic objectives and meeting the goals of
Europe 2020.
S3 is envisioned and formed in a way that it avoids overlaps or replication that is present
in various other strategies, as well as accumulates a critical mass of resources and promotes
knowledge spillover and technological diversification (European Commission 2014). The
fundamental role of S3 is to focus, develop and implement policies into the direction of
strategically identified priorities, and implement the approach of smart specialisation within
those strategically identified priorities, which will ultimately lead to improving the innovation
performance of the countries that implemented the S3. This way, the countries that have
implemented S3 can improve their adaptation to globalisation and to market trends and
challenges, which will ultimately enable economic growth, development and competitiveness.
The methodology for developing S3 encompasses the analysis of context and
entrepreneurial discovery; establishing a governance system; identifying and setting a strategic
territorial vision; identifying priority areas; setting a policy mix and supporting programmes
for implementation; establishing a monitoring and evaluating system (Gnamus and Kleibrink
2013). The first step is key in preventing duplication like in other innovation strategies, since
analysing the national and/or regional context in combination with entrepreneurial discovery
allows for identifying the specific needs that are therefore specific to that exact territory.
Governance threads through all other aspects of establishing S3, and is crucial in steering the
efforts into identifying and setting a strategic territorial vision, identifying priority areas, as
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well as setting a policy mix, and supporting programmes for implementation, monitoring and
evaluation.
Practical effects of smart specialisation strategies are first of all shown in the fact that
they are a precondition for funding from the European Regional Development Fund (European
Commission 2014). S3 is different than other strategies for innovation, for it does not imply a
“top-down” hierarchical and centralized determining what should be incentivised, but it rather
includes a “bottom-up” approach of engaging entrepreneurs into entrepreneurial discovery and
a collaborative partnership between the business sector, public sector, academic sector and civil
society through Quadruple Helix. Through that, S3 ensures identifying potential for
specialisation, as well as innovation barriers and obstacles, for which policy makers develop a
strategy and plan for funding from European Union investment funds for research,
development and innovation. S3 supports both scientific excellence and diffusion of
knowledge, but also acknowledgement of broad innovation that are practical and not
necessarily technological. Finally, S3 is self-assessed and peer-reviewed, after which the
Commission assesses the fulfilment of the conditionalities from the Partnership Agreement and
Operational Programmes (European Commission 2014).
S3 is unique also because it includes both horizontal and vertical approach and
priorities, meaning that both human resources and science are as important as technologies,
sectors, networks and actors (Gianelle et al. 2019). S3 can be a combination of four dimensions:
(1) the sectors or value chains of primary interest for the intervention; (2) the transformative
processes (technology applications); (3) the societal challenges to be addressed; (4) the natural
and/or cultural resources to be used (Gianelle et al. 2019). The intersection of those dimensions
determines the activities to be targeted by the policy intervention.
However, Gianelle et al. (2019) argue that S3 can result in priority areas being to widely
set, while the policies can be not synchronised enough with the priorities and even the needs
of the innovation process. Gianelle et al. (2019) state that these risks can be caused by various
actions, such as lobbying, expecting better policy results from wider priority areas, tendency
to avoid risks, and even insufficient institutional and administrative capacities. However,
although smart specialisation has downsides like any other strategy, it does not promote a
“universal recipe” for innovation and success. It provides a unique strategic concept that
promotes a high level of customisation and a very inclusive approach, adopting to specific
needs of each region and territory. The advanced and unique nature of S3 is also shown in the
fact that it promotes and enables focus on territorial development through smart specialisation,
which will be in focus of the EU in the future period. The unique and highly adaptive volatile
nature of smart specialisation is the reason why it starting to slowly, but widely, spread
globally, inspiring the world and being implemented even by countries outside European Union
– “Made in the EU” (European Commission 2018).
4. Smart Specialisation Strategy – comparative analysis of S3 implementation in
selected European Union Member States
As already stated, smart specialization is an integral part of research, development and
innovation policies in all EU Member States, and innovation is recognized as one of the main
sources of economic growth and development, that is, a source of competitive advantage that
the EU seeks to maintain over its competitors. The smart specialization strategies in the EU
have been adopted at the national and regional level, with certain countries deciding at both
(regional and national) levels. The benchmark analysis was conducted on a sample of four
countries with a successful practice in fostering research, development and innovation and
similar geographical, demographic, cultural and structural factors, for a purpose of better
understanding on how the concept of smart specialisation has been implemented in different
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countries. These four benchmark countries are the following: Austria, Croatia, Netherlands,
and Slovenia.
Austria implemented a national strategy and a regional strategy, Slovenia and Croatia
have both implemented only national strategies, while Netherlands decided to implement only
regional strategies (for four regions).
As previously stated, Austria has implemented a national S3 and a regional S3. The
Austrian national Federal Government's strategy sets out thematic priorities for the period up
to 2020, which form an important framework for defining areas that are strongly oriented
towards social and economic challenges or for which industrial cluster strategies are being
developed and implemented. In addition to promoting excellence in research institutions,
investment in infrastructure and innovation support initiatives, the following thematic priorities
have been defined, in terms of smart specialization, for the period up to 2020: information and
communication technologies; life sciences; materials sciences and intelligent manufacturing;
bio-economy and sustainability; climate change, energy use and dealing with scarce resources;
intellectual, social and cultural sciences (including social innovation); securing quality of life
in view of demographic change (including urbanization, mobility and migration)
(Österreichische Raumordnungskonferenz, Austrian Conference on Spatial Planning 2016).
Furthermore, Austrian regional S3 “Innovative Vienna 2020” doesn’t set specific thematic
priorities, but rather horizontal and thematic innovation objectives: (1) City of opportunity; (2)
Innovative City Administration; (3) Vienna as a place where different people meet (City of
Vienna 2015).
Croatia also implemented a national S3. The main objective of S3 in the Republic of
Croatia is to focus capacities in the field of knowledge and innovation in the areas of greatest
potential in order to initiate development and transformation of the economy based on R&D
and innovation activities. After a thorough analysis, 5 main thematic areas and 13 sub-thematic
priority areas were identified: (I) Health and quality of life: (1) pharmaceutics,
biopharmaceutics, medical equipment and devices; (2) health services and new methods of
preventive medicine and diagnostics; (3) nutrition; (II) Energy and sustainable environment:
(1) energy technologies, systems and equipment; (2) environmentally friendly technologies,
equipment advance materials; (III) Transport and mobility: (1) production of road and rail
components and high value added systems; (2) environmentally friendly transport solutions;
(3) intelligent transportation systems and logistics; (IV) Security: (1) cyber security; (2)
defence technology and dual-use products; (3) anti-mine action program; (V) Food and bioeconomy: (1) sustainable production and processing of food; (2) sustainable production and
processing of wood (Ministry of Science and Education 2016).
Furthermore, Slovenia also decided to implement S3 on a national level. Slovenian
Smart Specialization Strategy represents the implementation document of the strategic
documents already adopted, and has the following national priorities: (1) Smart cities and
communities, (2) Smart buildings and houses with timber chain, (3) Factories of the future, (4)
Health - medicine, (5) Networks for the transition to a circular economy, (6) Sustainable
production food, (7) Sustainable tourism and creative cultural and heritage services, (8)
Development of materials as a product, and (9) Smart mobility (Služba Vlade RS za razvoj in
Europsko kohezijsko politiko 2015). Within these priority areas, there are also 50 defined focus
sub-areas. Once three pillars and nine priority areas have been identified with appropriate focus
areas and technologies, a wide range of stakeholders have been involved in a series of in-depth
consultations during 2014 and 2015 to identify relevant priorities.
On the other hand, Netherlands has decided to implement regional strategies for four
regions. More specifically, in Netherlands, four regional smart specialization strategies are
geographically divided into four regions (North, South, East and West Netherlands): (1)
Research and Innovation Strategy for Smart Specialisation (RIS3) Northern Netherlands; (2)
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S3 Oost Nederland; (3) Research and Innovation Strategy for Smart Specialisation for the
South Netherlands; (4) RIS3 Strategy for Smart Specialisation Western Netherlands (Online
S3 2017). In addition to that four regional specializations, nine national "major sectors" have
been identified. Specifically, motivated by concerns about its international competitiveness and
new social challenges, the Dutch government announced in February 2011 a "sectoral"
approach to economic development. This new form of industrial policy focuses public
resources on specific sectors and promotes the coordination of activities in these areas by
businesses, government and research institutions. The nine selected sectors represent strong
economic sectors that accounted for over 80% of the business sector R&D in 2011 and just
under 30% in total value added and employment: (1) horticulture and propagation materials;
(2) agrifood; (3) water; (4) life sciences and health; (5) chemicals; (6) high-tech; (7) energy;
(8) logistics; (9) creative industries (Government of the Netherlands 2020).
It is important to note that the analysis and comparison of the thematic priority areas of
the selected countries cannot be made in more detail, since data on the thematic priority areas
of S3 are not available for both the Republic of Croatia and the EU countries and regions. The
implementation of the first smart specialization strategies is ongoing and it takes some time to
establish and collect more detailed data on thematic priority areas of S3. However, the
comparative analysis of the benchmark countries did show their priority areas with overlays
and similarities of areas (Table 1). It is noticeable that most areas in the selected countries fit
into the general picture and the conclusion about the most frequently selected priority areas,
with all four countries highlighting agro and food, health, energy, and in some form KET and
ICT, with some specificities.
Table 1. Comparative analysis of thematic priority areas of the Smart Specialization
Strategy in selected countries
Netherlands

Austria

Slovenia

Croatia

Smart Cities and
communities

Health and
quality of life

Smart buildings and
houses with a chain
of wood products

Energy and
sustainable
environment

Factories of the
future

Transport and
mobility

Health - medicine

Security

Networks for the
transition to a
circular economy

Food and bioeconomy

Information and
Agrifood

communication
technologies

Chemicals
Creative industries
Energy

Life sciences
Materials sciences and
intelligent manufacturing
Bio-economy and
sustainability
Climate change, energy

High-tech

use and dealing with
scarce resources

Life sciences and

Intellectual, social and

health

cultural sciences
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(including social
innovation)
Securing the quality of life
in view of demographic
Logistics

change (including
urbanisation, mobility and

Sustainable tourism
and creative cultural
and heritage services

migration)
Horticulture and
Development of
materials as products

propagation
materials
Water

Smart mobility

Source: authors’ demonstration, according to Government of the Netherlands (2020), Österreichische
Raumordnungskonferenz, Austrian Conference on Spatial Planning (2016), Služba Vlade RS za razvoj in
Europsko kohezijsko politiko (2015), Ministry of Science and Education (2016).

The effectiveness of innovation varies greatly among the EU Member States, as does
the speed of implementation of the smart specialization concept in relevant policies.
Consequently, the speed of implementation of smart specialization strategies also varies. Due
to scarce data, it is still not possible to compare the results of policies undertaken and
implemented of the EU Member States. However, it can be concluded so far that most EU
regions/countries have identified similar thematic priority areas to focus on (agro and food; key
development technologies; health; energy; ICT and others). One of the key factors that will
definitely determine the achievement of the desired results of the implementation of smart
specialization strategies is the ability of key stakeholders to cooperate at all stages of smart
specialization, from identifying thematic priority areas to implementing policy measures. It is
important to continue with the efforts of implementing smart specialisation, since it has great
potential of improving innovation and competitiveness. With the EU’s new strategic plans and
efforts for the new programming period, even more opportunities are at hand to better focus
efforts and resources of countries for the purpose of strengthening innovation and
competitiveness performance through smart specialisation.
5. Conclusion
Smart specialisation is a strategic concept for fostering innovation for the purpose of
strengthening regional innovation, growth and prosperity. It is special because it does not
promote a “universal recipe” for innovation and success, but it rather provides a unique
strategic concept that promotes a high level of customisation and a very inclusive approach,
adopting to specific needs of each region and territory. The advanced and unique nature of S3
is also shown in the fact that it promotes and enables focus on territorial development through
smart specialisation, which will be in focus of the EU in the future period. The unique and
highly adaptive volatile nature of smart specialisation is the reason why it starting to slowly
spread globally, inspiring the world and being implemented even by countries outside
European Union.
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European Union promotes innovation as the key to global leadership in innovation
performance and competitiveness, which is shown in the EU’s strategic framework for
strengthening innovation performance of European Union Member States. In the following
financial period 2021-2027, the European Union developed even more advance successors to
its strategic framework, bringing into light the new Cohesion policy and the Framework
Programme for Research and innovation “Horizon Europe”. EU’s strategic efforts for the future
period are simplified, modernized and more effective strategic initiatives. From the EU
strategic framework comes smart specialisation, a unique strategic concept for fostering
innovation and competitiveness of the European union and its Member States.
A comparative analysis of implemented S3 has been made on the sample of four
benchmark countries: Austria, Croatia, Netherlands and Slovenia. A limitation of the
comparison of thematic priority areas lies in the fact that it does not contain concrete data and
analysis, due to the fact that it is too early to carry out any evaluation of current policies.
However, the research showed that Austria implemented both national and regional strategies,
Slovenia and Croatia have implemented national strategies, and Netherlands implemented
regional strategies for four regions. Furthermore, it can be concluded so far that most EU
regions/countries have identified similar thematic priority areas to focus on (agro and food; key
development technologies; health; energy; ICT and others). One of the key factors that will
definitely determine the achievement of the desired results of the implementation of smart
specialization strategies is the ability of key stakeholders to cooperate at all stages of smart
specialization, from identifying thematic priority areas to implementing policy measures.
The new programming period 2021-2027 brings new opportunities for the European
Union Member States. The new EU’s strategic measures and incentives will be simplified and
modernized, aiming at a smarter Europe, greener, carbon free Europe, more connected Europe,
more social Europe, and Europe closer to citizens, with an ambitious budget and with an
uprising emphasis on the concept that focuses more on territorial development, which has yet
to be defined in detail.
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Abstract
The present paper aims to investigate the convergence of primary energy consumption per capita among
European countries which are Austria, Belgium, Bulgaria, Cyprus, Czech Republic, Denmark, Finland, France,
Germany, Greece, Hungary, Iceland, Ireland, Italy, Luxembourg, the Netherlands, Norway, Poland, Portugal,
Romania, Slovakia, Spain, Sweden, Switzerland, Turkey, and the United Kingdom, employing Fourier unit
root tests of Becker et al. (2006) and Enders and Lee (2012). The data set involves annual per capita primary
energy consumption of European countries for the period from 1965 to 2018. The differential series per capita
primary energy consumption of each country is calculated to test the convergence hypothesis of per capita
primary energy consumption among European countries. The empirical results suggest that per capita primary
energy use in Belgium, Bulgaria, Cyprus, Czech Republic, Denmark, France, Germany, Greece, Hungary,
Iceland, Ireland, Italy, Luxembourg, the Netherlands, Poland, Portugal, Romania, Slovakia, Spain, Sweden,
Turkey, and the United Kingdom has a divergent pattern. The results indicate that per capita primary energy
consumption has diverged from the Europe average, implying that shocks to series are permanent. On the other
hand, only four European countries, i.e. Austria, Finland, Norway, and Switzerland are found to be converging.
It is suggested that the European countries that are diverging need to pursue policies to make their primary
energy supply more stable. Thus, these countries may also move from being diverging to converging.
Keywords: Convergence, Divergence, Primary Energy Consumption Per Capita, Fourier Unit Root Test,
European Countries

1. Introduction
It is well known that energy sources have a key role in the economic development of countries
and energy is essential but not free input in the production of goods and services. The
convergence of energy sources emerges if countries with low energy consumption are catching
up with countries with higher energy consumption. If the per capita energy consumption is
converging deviations therefrom are transitory and will diminish eventually. On the contrary,
if the movements of per capita energy consumption have characteristics of hysteresis,
deviations therefrom caused by exogenous shock/innovation in the energy markets will have a
permanent effect thereon. (Borozan, 2017: 145) The knowledge of whether the movements in
per capita energy consumption have a transitory or a permanent effect is of great importance
to policymakers to determine the effective energy policies.
The present paper aims to investigate the convergence of primary energy consumption per
capita among European countries, employing Fourier unit root tests of Becker et al. (2006) and
Enders and Lee (2012). In the existing literature, many papers examine whether the primary
energy consumption per capita is convergent or divergent. Meng et al. (2013), the first study
among others, investigated the convergence of primary energy consumption per capita among
OECD countries and reported the OECD countries have a convergent pattern in terms of
primary energy consumption per capita. Anoruo and DiPietro (2014) examined the validity of
convergence of primary energy consumption per capita for 22 African countries they found out
those African countries are converging. Mishra and Smyth (2014) documented the same
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situation for ASEAN countries. Fallahi and Voia (2015) also investigated the convergence of
primary energy consumption per capita among OECD countries and they reported that 13 out
of OECD countries are converging.
The rest of the paper is as follows: we present the econometric methodology in the second
section. The data and empirical results are discussed in the third section. The fourth section
concludes the paper.
2. Methodology
In this paper, we employ the Fourier unit root tests of Becker et al. (2006) and Enders and
Lee (2012). The main advantage of the Fourier unit root test is that they consider the gradual
shifts rather than sudden changes by means of Fourier functions. Therefore, it is not
important the numbers and forms of breaks in Fourier unit root tests.
Becker et al. (2006) consider the following auxiliary regression models to test the null of
stationarity against the alternative of unit root:
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è T ø
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yt = a + b t + g 1 sin ç
÷ + g 2 cos ç
÷ + et
è T ø
è T ø
(1)
where t is the time trend, k is the number of frequencies, sin and cos are the trigonometric
terms. In unit root test of Becker et al., we estimate the auxiliary regression by OLS and obtain
the residuals. Then, the KPSS test is employed the OLS residuals. The estimation procedure is
based on the choice of optimal k and we focus on the regression results which minimize the
sum of squared residuals for the optimal k . The test statistic is calculated for the model with
intercept and with intercept and trend, respectively as follows:
T
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where t µ ( k ) is the test statistic for the model with intercept and tt ( k ) is the test statistic for

the model with intercept and trend. If the t µ ( k ) and tt ( k ) test statistics are smaller than the
critical values obtained by Becker et al. (2006), the null hypothesis of stationarity cannot be
rejected. On the other hand, if the test statistics are greater than the critical values, the null of
stationarity is rejected.
Becker et al. (2006) stated that if the null hypothesis of stationarity cannot be rejected, the
significance of the trigonometric terms should be checked. If the trigonometric terms are not
statistically significant, it is implied that we do not need to employ the unit root test of Becker
et al. (2006). In this case, it is appropriate to employ the KPSS test. We use a F statistic to test
the null hypothesis (g 1 = g 2 = 0) against the alternative hypothesis (g 1 ¹ g 2 ¹ 0) . The F test
statistic is obtained as follows:
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æ SSR0 - SSR1 ( k ) / 2 ö
F ( k ) = çç
÷÷ ,
è SSR1 ( k ) / (T - k ) ø
(3)
where SSR0 and SSR1 are the sum of squared residuals obtained from the specification with
and without imposing g 1 = g 2 = 0 in (1), respectively.
Enders and Lee (2012) proposed the other new strategy to test the null of unit root against the
stationary considering the following auxiliary regression models which are similar to models
in ADF unit root test:

æ 2p kt ö
æ 2p kt ö
Dyt = a + g 1 sin ç
÷ + g 2 cos ç
÷ + d yt -1 + e t
è T ø
è T ø
,
æ 2p kt ö
æ 2p kt ö
Dyt = a + b t + g 1 sin ç
÷ + g 2 cos ç
÷ + d yt -1 + e t
è T ø
è T ø
(4)
where t is the time trend, k is the number of frequencies, sin and cos are the trigonometric
terms. Enders and Lee (2012) suggest that estimating the models in (4) by OLS and testing
the null hypothesis of unit root (d = 0 ) against the alternative hypothesis of stationarity

(d < 0 ) .
Enders and Lee (2012) also mentioned the necessity of checking the significance of the
trigonometric terms after the rejection of unit root hypothesis. If the trigonometric terms are
not statistically significant, it is implied that we do not need to employ the unit root test of
Enders and Lee (2012). In this case, it is appropriate to employ the ADF unit root test.
3. Data and Empirical Results
The data set involves annual primary energy consumption per capita (kg of oil equivalent) of
26 European countries which are for the period from 1965 to 2018 and consists of Austria,
Belgium, Bulgaria, Cyprus, Czech Republic, Denmark, Finland, France, Germany, Greece,
Hungary, Iceland, Ireland, Italy, Luxembourg, the Netherlands, Norway, Poland, Portugal,
Romania, Slovakia, Spain, Sweden, Switzerland, Turkey, and the United Kingdom. Then we
calculate the natural logarithm of the ratio of energy consumption per capita to relative to the
average of 26 European countries in the sample as follows:

æ energy consumption per capitai ,t
xi ,t = ln ç
ç energy consumption per capita
AVERAGE ,t
è
(5)

ö
÷÷ ,
ø

where ln denotes the natural logarithm. If the xi ,t follows a unit root process, it means that i.
country is not convergent. We employ the unit root tests of Becker et al. (2006) and Lee and
Enders (2012) on xi ,t for 26 European countries and present the results in Table 1.
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According to the results of Fourier unit root test of Becker et al. (2006) presented in Table 1,
the null hypothesis of stationarity is rejected for Austria, Belgium, Bulgaria, Cyprus, Czech
Republic, Finland, France, Germany, Greece, Hungary, Iceland, Ireland, Italy, Luxembourg,
the Netherlands, Norway, Poland, Portugal, Romania, Slovakia, Spain, Sweden, Switzerland,
Turkey, and the United Kingdom and the null hypothesis of stationary cannot be rejected for
Denmark at the 5% level. The results support that the validity convergence of primary energy
consumption per capita only for Denmark among European countries.
On the other hand when we interpret the results of Fourier unit root test of Enders and Lee
(2012), we determine that the null hypothesis of unit root is rejected for Belgium, Bulgaria,
Cyprus, Czech Republic, Denmark, France, Germany, Greece, Hungary, Iceland, Ireland, Italy,
Luxembourg, the Netherlands, Poland, Portugal, Romania, Slovakia, Spain, Sweden, Turkey,
and the United Kingdom and cannot be rejected for Austria, Finland, Norway, and Switzerland
at the 5% level. We find out empirical evidence of the validity of convergence of primary
energy consumption per capita Austria, Finland, Norway, and Switzerland among European
countries.
Table: The Results of Fourier Unit Root Tests
F - KPSS k *
F - stat
Countries
F - ADF
Austria
0.09058* 1
-4.86554** (0)
Belgium
0.28759* 2
-3.57817 (0)
Bulgaria
0.09466* 1
-3.13267 (0)
Cyprus
0.09936* 1
-3.48629 (0)
Czech Republic 0.31876* 2
-1.57944 (0)
Denmark
0.09419 2 24.16217***
-3.88914 (0)
Finland
0.14584* 1
-5.54146** (0)
France
0.15739* 1
-2.85701 (0)
Germany
0.16837* 1
-4.07754 (0)
Greece
0.20976* 1
-1.63670 (0)
Hungary
0.13387* 1
-3.40514 (0)
Iceland
0.06705* 1
-3.18523 (0)
Ireland
0.09415* 1
-2.87973 (0)
Italy
0.90493* 2
-4.14130 (0)
Luxembourg
0.09207* 1
-2.21213 (0)
Netherlands
0.36168* 3
-3.40342 (0)
Norway
0.05957* 1
-5.61519** (0)
Poland
0.13274* 1
-3.11470 (0)
Portugal
0.16434* 1
-3.16408 (0)
Romania
0.13438* 1
-2.41015 (0)
Slovakia
0.15567* 1
-3.01400 (0)
Spain
0.26735* 1
-1.40082 (0)
Sweden
0.11424* 1
-3.58365 (0)
Switzerland
0.05172* 1
-5.12534** (0)
Turkey
0.30908* 3
-3.62626 (0)
United Kingdom 0.20881* 1
-2.34698 (0)
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F - stat
k*
1
4.99436
2
1
1
2
2
1 11.73985***
1
1
4
1
1
1
1
3
3
1 9.67847***
1
1
1
1
2
1
1
8.79106
3
1
-
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Notes: F - KPSS and F - ADF represent the test statistics of Becker et al. (2006) and Enders and Lee
(2012), respectively. * denotes that the null of stationary is rejected at the 5% significance level. ** denotes that
the null of unit root is rejected at the 5% significance level. *** denotes the significance of trigonometric terms.
The optimal lag lengths are determined through Akaike Info Criterion (AIC) and are given in parentheses.
the optimal frequency.

k * is

4. Conclusions
The present paper aims to investigate the convergence of primary energy consumption per
capita among European countries employing Fourier unit root tests of Becker et al. (2006) and
Enders and Lee (2012). The data set involves annual primary energy consumption per capita
(kg of oil equivalent) of 26 European countries which are for the period from 1965 to 2018 and
consists of Austria, Belgium, Bulgaria, Cyprus, Czech Republic, Denmark, Finland, France,
Germany, Greece, Hungary, Iceland, Ireland, Italy, Luxembourg, the Netherlands, Norway,
Poland, Portugal, Romania, Slovakia, Spain, Sweden, Switzerland, Turkey, and the United
Kingdom. The empirical results suggest that primary energy use per capita in Belgium,
Bulgaria, Cyprus, Czech Republic, France, Germany, Greece, Hungary, Iceland, Ireland, Italy,
Luxembourg, the Netherlands, Poland, Portugal, Romania, Slovakia, Spain, Sweden, Turkey,
and the United Kingdom has a divergent pattern. The results indicate that primary energy
consumption per capita has diverged from the Europe average, implying that shocks to series
are permanent. On the other hand, only five European countries, i.e. Austria, Denmark, Finland,
Norway, and Switzerland are found to be converging. It is suggested that the European
countries that are diverging need to pursue policies to make their primary energy supply more
stable. Thus, these countries may also move from being diverging to converging.
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Abstract
In the advent of technological proliferation, the educational process of English Language Teaching (ELT) has
been submitted to a series of profound changes. As a result, these advancements have led to an in-depth revision
of the teaching methods, approaches and practices in the class. Along with novel technological tools,
differentiated instruction has provided the necessary pedagogical background so that the potential of
technology can fully be unraveled in a well-justified and systematized manner. This paper aspires to identify
the influence of videos on fluency, as well as on vocabulary enrichment, and to determine the impact of the
aforementioned on speaking and lexical diversity. The current scientific database abounds with research
findings that corroborate the benefits of integrating videos in ELT. Apparently, the scientific community
converges on the fact that videos may help improve fluency and enrich vocabulary. Videos are a readily
accessible online tool which, effortlessly, offers ample exposure to the target language. Additionally, learners
tend to be more motivated and positively predisposed towards video viewing. Apart from the aforementioned,
videos and their various genres may cater for different learning styles and preferences. All these foster language
learning, thus, rendering the use of videos mandatory. In the paper at hand, 11 original video-based lessons
were designed in accordance with the tenets of differentiated instruction. The participants were two young
female students, who were at the age of 11 and who attended the 5th Grade of a Greek state primary school in
Athens. In each lesson, pre- and post-tests were administered in order to spot changes in their lexis and speaking
skills. Semi-structured interviews were also administered to the students and their mothers so that data from
various sources could be collected. All the data which was gathered was submitted to qualitative analysis, while
a part of the data was also quantified so as to estimate and measure changes in lexical diversity. The objective
of this case study and action research was to provide more insight into the way young Greek learners conceive,
experience and internalize differentiated instruction and videos with a view to boost fluency and lexis.
Keywords: Videos, differentiated instruction, vocabulary learning, case study, TEYL

Introduction
Technological advancements have triggered a number of changes in the pedagogical
framework and educational process of English Language Teaching (ELT). Amongst the wide
range of the technological tools employed in ELT, this paper will investigate the use and effect
of videos on fluency and vocabulary expansion. Videos, in particular, have been considered to
promote second language teaching and learning, mainly due to their inherent advantage in
depicting realistic instances of language use (Harmer, 2001) and also due to their appeal
amongst learners (Kurniawan, 2015). These two render the integration of videos in ELT
essential. However, it is equally significant to assess and measure their impact on language
learning; for the purposes of this research speaking and vocabulary will be on focus. Towards
this direction, the paper at hand aspires to address the following research questions:
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1)
2)
3)
4)

To what extent do videos endorse speaking amelioration?
To what extent do videos endorse vocabulary enrichment?
How do the accompanying video activities promote English language learning?
How did the two students experience differentiated instruction?

1. The theoretical underpinnings and the educational context of the case study
The main aim of this section is to present the theoretical pedagogical framework which
permeates ELT in Greece. Firstly, it presents the reason why an umbrella-document is
necessary so as to relate language teaching to language learning; in other words it regulates
what the implications are concerning the use of videos, in connection with the speaking skill
and vocabulary learning at an A1 and an A2 reference level. It goes on to show the transition
from this umbrella-document to a narrowly-located one, by presenting the National Greek
Curriculum for Foreign Languages, by justifying its compliance to the CEFR and by tracing
connecting elements between videos, speaking and vocabulary, and finally, by determining the
position differentiated instruction takes in the whole process. Finally, it aspires to present the
Student’s Book, the Activity Book and the Teacher’s Book of the 5th Grade of Primary School.
It also aspires to discuss their usefulness and contribution to the teaching/learning process. The
objective is to trace links amongst the aforementioned, in connection with videos, vocabulary
and differentiated instruction. This section concludes with a concise presentation of the KPG
(Kratiko Pistopietiko Glossomathias) examination which is administered by the Greek Ministry
of Education.
1.1. The Common European Framework of Reference for Languages (CEFR);
Definition, presentation and general implications
“The CEFR is a key element […] to framing language policy” (Jones & Saville, 2009, p.53).
It is an official and highly influential document based on which national curricula and syllabi
have been synthesized. European curricula abide to the tenets of the CEFR and they also
conform to the norms which it establishes.
The original purpose of authoring this text was to define and systematize what it means to
speak or know a language (Figueras, 2012). This is how the six levels A1, A2, B1, B2, C1 and
C2 of language proficiency have been formed. These levels correspond to specific language
knowledge and behavior along with can-do statements that adhere to the four receptive and
productive skills; listening, speaking, reading, writing. Inevitably, it also has an immense
impact on assessment as well (Coste, 2007; Fulcher, 2008; Little, 2007). The format and
content of the vast majority of tests, especially high-stake ones or widely recognized ones, are
organized and justified based on the tenets of the CEFR.
Furthermore, it facilitates the work of teachers and learners in order to set pre-defined and clear
goals; objectives become more concrete and strategically achieved. In addition to that, the fact
that the level descriptors are accurately expressed renders the design of all courses, syllabi,
curricula and textbooks smoother (Figueras, 2012). The establishment of a common
terminology in the field has also rendered communication between professionals easier and
more precise; teaching thus becomes less random and arbitrary. It is often referred to as
“common currency” (Figueras, 2012, p.479), since it unites individuals involved in language
learning and teaching; it has also led to growth in the field and its practitioners (Figueras, 2007).
Its success is also attributed to the fact that even though it systematizes a language policy, it is
not tight or rigid and does not exclude creativity and flexibility (Figueras, 2012). It encourages
and embraces differentiation. It integrates current pedagogical approaches in language
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teaching, justifying its recommendations and prescriptions (Jones & Saville, 2009), and,
finally, it is also scientifically justified and updated.
1.1.1. Videos, speaking and vocabulary for young learners of A1-A2 reference levels
“In audio-visual reception, for which one scale (watching TV and film) is provided, the user
watches TV, a video, or a film and uses multi-media, with or without subtitles and voiceovers”
(Council of Europe, 2017, p.54). In the recently updated version of the CEFR audio-visual
reception has gained its own part in the sense that a specific subsection is devoted to multimedia
tools. It is also accompanied by descriptors and can-do statements for all levels. However, for
the purpose of the research at hand, which will be thoroughly presented below, only levels A1
and A2 will focused upon. It can be inferred that at these levels learners rely highly on visual
cues and aids to access meaning. Additionally, learners may depend heavily upon schemata
triggered by familiar concepts, in order to forge associations, and to draw conclusions
successfully.
On the other hand, the speaking skill has been traditionally presented and included in the CEFR.
It is enriched by mentioning a range of instances where the spoken interaction becomes evident
such as in the case of understanding an interlocutor, in a conversation, in an informal discussion
(with friends), in a formal discussion ( at a meeting), in a goal-oriented co-operation, when
obtaining goods and services, in information exchange, when interviewing and being
interviewed, when using telecommunications, etc. Spoken production is manifested in a
sustained monologue, such as in describing an experience in giving information, in putting a
case forward (e.g. in a debate), in public announcements, in addressing audiences, etc.
Strategies are also presented such as in taking the floor (turn taking), in cooperating, in asking
for clarifications. The difference between spoken production on the one hand, and spoken
interaction on the other, seems to be relevant to transactional, interpersonal and interactional
communication for the first case, and non-transactional types of oral production, for the second
case. Yule and Brown (1983) suggest that the transactional type of spoken language is restricted
to transmitting information, whereas the interactional type has a “primarily social function
[namely] the establishment and maintenance of personal relationships” (Council of Europe,
2017, p.84). Therefore, the presence of an actively engaged interlocutor necessitates a different
set of subskills and management illustrated by the scales which are organized by the reference
levels. Spoken fluency is also described according to the levels.
Finally, vocabulary range and vocabulary control are also presented. Students of an A1 and A2
level seem to possess a limited amount of lexis which is narrowly connected to the immediate
surroundings and basic needs of the learner. However, it seems that appropriateness,
sociolinguistics and in general the field of pragmatics are highlighted as vital factors that
determine the successful use of the language in delivering and decoding a message and in
encoding and deducing meaning.
1.2. The Greek Cross-thematic Curriculum Framework for Modern Foreign
Languages
The following subsections wish to provide a succinct overview of the Cross-thematic
Curriculum Framework for Modern Foreign Languages and its compliance with the CEFR in
terms of speaking, vocabulary, videos and differentiated instruction.
1.2.1. Brief presentation
The Greek Cross-thematic Curriculum Framework for Modern Foreign Languages appears to
be in accordance with the axioms of the pedagogical theory of Progressivism. Even its title
denotes the inherence of Progressivism. According to the latter, various scientific fields
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combine and cooperate to provide the content to be taught. Interdisciplinary methods are
endorsed throughout the activities recommended by the National Greek Curriculum. Moreover,
this progressivist orientation fosters learner-centeredness (McGree, 1995); students explore
their own cognitive limits by honing their skills, navigating through the information,
developing coping strategies that will lead to the desirable performance (Clark, 1987). The
procedure and benefits gained along the way is at the core of this educational theory. The
students are welcome to make their own judgments and decisions, reach their own conclusions,
generate new ideas and reflect on the process (White, 1989). The teacher, on the other hand,
recedes, becomes a guide and a facilitator. Additionally, there seems to be an inclination
towards goal setting; there is an eloquent description of the behavior students should adopt,
which is something that constitutes an integral part of the pedagogical approach of
Reconstructionism (Clark, 1987). Finally, prominence is also given to multiculturalism which
is promoted in order to meet the communicative needs of interlocutors of various cultures
which speak English. The latter agrees with the objective of Reconstructionism which is to
equip students with the necessary knowledge and skills to commence and maintain a
conversation (Clark, 1987).
1.2.2. How speaking, vocabulary, videos and differentiated instruction adhere to the
CEFR
The goal-oriented nature of the Greek curriculum coincides with the can-do statements of the
CEFR. Both documents strive to narrow down the abilities and skills that the learners are
expected to demonstrate. Both include the four skills, phonemic production and awareness,
vocabulary and strategies. Therefore, speaking and vocabulary are both explored. However,
the Greek curriculum has been synthesized premised upon the CEFR of 2001 (Council of
Europe, 2001). The audio-visual reception which is a section devoted to videos in the CEFR of
2017 (Council of Europe, 2017) is not transferred into the Greek Curriculum. Moreover,
differentiated instruction is not mentioned. Nevertheless, both seem quite flexible, embracing
a variety of activities that still adhere to their prescriptions. Finally, the Greek curriculum
includes a section which deals with L1 use and its usefulness in the ELT classroom, while at
the same time it places importance upon multiculturalism. The CEFR (Council of Europe,
2017) devotes a whole section elaborating and advocating cross-linguistic mediation, which is
apparently a demanding procedure since it requires, not only linguistic competence but also,
sociolinguistic and cultural awareness.
1.3. Course components of the 5th Grade of Primary School and the KPG exams
The subsections that follow provide an overview of the course components, i.e. the Student’s
Book, the Activity Book and the Teacher’s book. They also pinpoint to those sections which
are related to speaking, vocabulary, videos and differentiated instruction. Finally, it also
comments on the KPG exams.
1.3.1. The Student’s Book
The Student’s Book of the 5th Grade of Primary School (Kraniotou & Kolovou, 2011) is based
on the Cross-thematic Curriculum Framework for Modern Foreign Languages which was
presented in the previous section. However, it should be noted that the Greek Ministry of
Education has published another curriculum, the Integrated Foreign Languages Curriculum
(2011), which is idle since there is no instructional material based on it. This particular book’s
unnoticed weakness is its inability to confront and develop the speaking skill which seems to
be either neglected or used occasionally. It is rarely a skill, at core, and it is often utilized to
trigger schemata and prepare for an activity not focusing on speaking. In terms of video
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practice, it offers ample audio exposure but the audio-visual material is scarce. Finally,
vocabulary is drawn from specific thematic banks and it is often recycled.
1.3.2. The Activity Book
The Activity Book helps consolidate the vocabulary and grammatical phenomena of each unit.
Videos are completely absent. However, it seems to adhere to differentiated instruction by
providing a variety of exercises addressing the same objective, including similar lexis but
diversifying the tasks. The latter do not include multimodal activities, which could exploit the
benefits of videos. It includes, mostly, grammar drills and it often practices the reading and
writing skill. However, it still provides alternative exercises to assess the same grammatical
and/or vocabulary points which may accommodate the needs of different students.
1.3.3. The Teacher’s Book
The Teacher’s Book, apart from the answers that it provides also, aspires to impart and transmit
the teaching method or approach, the philosophical and educational underpinnings, as well as
the techniques which need to be followed, step by step, during each lesson (Sheldon, 1988;
Cunningsworth & Kuse, 1991; Hemsley, 1997). This Teacher’s Book does not deviate from
the above either. It is encouraging that it includes tips which wish to guide the teacher who
wants to implement differentiated instruction, by explaining what differentiated instruction is
and how they could use it to benefit their students. Additionally, it includes information on
how to implement alternative assessment. It is not only theoretical but practical, in the sense
that it provides tangible, available, and ready to use material in class. Therefore, it seems that
the Student’s Book has a more rigid structure and organization, but the Activity Book, along
with the Teacher’s Book, both seem to offer a sense of freedom to implement different activities
to cater for different learning styles and το respond to a mixed ability class.
1.3.4. The KPG Exam
The KPG exams are a high-stake test that evaluates and assesses learners’ knowledge
classifying them according reference levels of the CEFR (Council of Europe, 2017). It is the
National Foreign Language Exam system that all students of the Greek public school are
expected to sit for. It was first launched in 2003 and is in line with the educational philosophy
of the Integrated Foreign Language Curriculum (2011). It includes tasks and activities that
assess all four skills, namely listening, speaking, reading and writing. The successful
completion of the exam leads to a certificate. It is considered valid and affordable, providing
examinations in six languages including English. More specifically, the speaking part for A1A2 reference levels, involves, mainly, the use of pictures as stimuli to trigger schemata and to
initiate a discussion. It is used as a source of argumentation and also includes a number of
personal questions which lead to a controlled dialogue in which students may take turns to
answer, in a rather limited amount of time, to a short and / or brief monologue.
2. Differentiated instruction
Differentiated instruction was considered a breakthrough that radicalized teaching and
redefined teacher and student role. It was soon embraced since it brought changes that
ameliorated the teaching and learning process. It is inclusive and entertains the idea that
education should be addressed to everyone thus respecting individuality and diversity.
Therefore, the section at hand seeks to briefly explain differentiated instruction, the methods
of implementing it in class and how it is correlated with video, speaking and vocabulary.
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2.1. Origins, inception, definition and ways of implementation
“Differentiated instruction is student-aware teaching” (Tomlinson, 2008, p.27). It is premised
on the belief that students are not identical but equal. This entails that each student already
possesses his or her own identity, has acquired a specific amount of knowledge and has
obtained a particular number of cognitive skills, which will allow him or her to reach his or her
own potential. Even amongst students of the same age, differences in learning styles and range
of capacities may mandate a different approach to teaching so that learning becomes conducive
and fruitful for all parties. Nonetheless, a widespread fallacy should be refuted; “differentiated
instruction is not the “Individualized Instruction” of the 70s” (Tomlinson, 2001, p.2). This
statement intends to distantiate the practices of differentiated instruction with the ones of
individualized instruction. Although the latter radicalized teaching by redefining the position
of each student and his or her abilities, as well as on how teachers should respond to
accommodate all, it inevitably resulted in teacher’s breakdown and exhaustion. Apart from
that, it inherently contradicted the very nature of the class, its sense of community and
collectiveness. In addition, the target was to hone those skills that seem successful to each
student, which entailed that the lesson was detached of concept and meaning. It was fragmented
and alienating. Differentiated instruction, on the other hand, regards meaning as a way to
approach students, as a way to motivate and encourage participation and learning (Tomlinson,
2000). Furthermore, prior lesson planning seems to be of paramount importance as well.
Teachers should be “proactive” (Tomlinson, 2001, p.3). Meticulous planning, based on wellinformed choices, determines whether the lesson will manage to cater for various learning
styles and needs. Another misinterpretation here is that instructors frequently perceive
‘different’, as assigning more exercises to achievers, and less, to weaker students. This practice
does not focus on accommodation, but discrimination and an unreasonable increase on the
number of tasks. Assigning the same task and expecting the same product from all, only
differing in number, suggests that all students are treated equally at the expense of the ones that
may not perform well in the task at hand. Quantity does not remedy, it segregates and leaves
students with no guidelines and support (Tomlinson, 2001). Therefore, students are fore fronted
and teachers recede; in other words they abandon their position of authority and approach
students embracing a learner-centered perspective (Tomlinson, 1999). Finally, assessment is
also revised, as the objective is not to assess what has been conquered, but on how it has been
conquered and what remains to be conquered based on the students’ needs. As a consequence,
its goal is not only restricted to now, it rather explores and extends to the future. Not only does
it provide feedback on performance, but also on how students can manifest what they have
assimilated (Tomlinson, 2001).
2.2. Ways of implementation: From theory to practice - an example of TEYL
Since this variety in individual preferences exists and exerts such considerable influence on the
teaching and learning process, implications may incur in the curriculum as well; for instance
by varying the topics or permitting the application of various methods and techniques
depending on the needs of the group (Tomlinson, 2000; Watts‐Taffe, Laster, Broach, Marinak,
McDonald Connor & Walker‐Dalhouse, 2012).
These changes include pace, level, methodology, exercises or type of assessment, topic
variation or even the whole curriculum (Tomlinson, 2000; Heacox, 2002). However,
Tomlinson (2001) classified these changes into three categories; content, process or product.
The content refers to the input, the material provided by the teacher; the process includes the
tasks that students will be involved in and, finally, the product is what students will be expected
to do or demonstrate after completing the process, which also includes assessment and
evaluation (Tomlinson, 2014). The content should preferably be based on a concept; for
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example, a mere memorization of a vocabulary list is in vane since it will be forgotten shortly.
This memory loss could be avoided if this group of words, which are to be stored, shared a
common pattern that students could identify with and relate to their life and needs. Another
way, which pertains to the research at hand, is multimodal resources, including videos;
enriching and varying the material may help present a point in a more vivid and accessible
fashion. Process contains all those activities which exploit students’ readiness and needs and
which are developed through scaffolding their skills. Exercises directly concentrate on
students’ styles and aspire to further build them. Activities do not expose weaker students;
rather they help them improve gradually by giving them more details or instructions or by
asking them to externalize the same knowledge in a way which is in accordance with their
current cognitive level. Ultimately, the result stage requires that all students make use of
knowledge and skills that they can relate to by blending and synthesizing them with preexisting
ones; students reveal their accomplishments and assessment takes place (Hall, 2002).
Towards this direction, Beacher, Artigliere, Patterson, and Spatzer (2012) expand upon input,
process and result by suggesting ten principles which will reassure the smooth function of
differentiated instruction. In these ten principles, they include the concept of manageability and
successful pairing. More specifically, teachers should avoid design tasks that are hard to cope
with or pair students in a way that one may overshadow the other in terms of cognitive skills
and performance. The aforementioned seems to be in accordance with Vygotsky’s (1978) Zone
of Proximal Development, which promotes the notion that learning takes place when a student
interacts with a more knowledgeable individual, or peer, who skillfully places manageable and
achievable challenges towards growth and progress (Borja, Soto & Sanchez, 2015). Therefore,
differentiated instruction illustrates scaffolding; carefully designing tasks to promote learning
gradually, catering to the individual needs of students and setting attainable goals with a view
to maximizing each student’s growth (Tomlinson, 1999).
A concrete example is that of Chien (2012) who administered a riddle exercise to a group of
young students of English. He chose six riddles and asked learners to find the answer. In order
not to demotivate his students, because of unfamiliar lexis, he introduced some words by
demonstrating pictures and explaining pronunciation. He even asked them to color the words
the same color that the items have in the pictures so that learners can forge associations. Finally,
the answer to the riddle could be given in various equally acceptable ways, such as in the
mother tongue, English and/or paralinguistic elements. Therefore, the use of the mother tongue
is not incriminated for impeding language learning and body language is considered legit to
convey a message. In this fashion, students were included in the procedure and delivered an
answer based on their current readiness.
2.3. Differentiated instruction, videos, vocabulary and speaking
Praveena and Varalakshmi (2015) postulate that technology, including videos, is a resourceful
tool which provide variation and flexibility that differentiated instruction mandates;
multimodal material as well as asynchronous teaching defy time and space. In terms of the
curriculum and its concept, Rivers (1968) and Baker and Westrup (2003) have reported that
students, more often than not, feel demotivated or reluctant to take part in any conversation,
since the topic seems irrelevant or not riveting enough and students may lack the necessary
lexis to form and convey meaning in order to express themselves. This is the crucial point
where the teacher may deploy differentiated instruction to compensate and remedy
undermining affective factors, by selecting more interesting topics and enriching their
educational tools (Beacher, Artigliere, Patterson & Spatzer, 2012). On the other hand videos,
as previously mentioned, motivate students, aid vocabulary acquisition and constitute a
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differentiated instruction tool especially when conventional teaching aids do not make use of
them (Danzi, Reul & Smith, 2008). According to Alavinia and Farhady (2012), students learn
differently, so by varying the material and techniques a teacher applies, he or she can introduce
and link new vocabulary to the preexisting knowledge of both lexis and concepts, hence
increasing the chance of his or her students attaining new vocabulary items. This caters for
different learning styles and cognitive capacities in a mixed ability class (Mayora, 2006;
Tomlinson, 1999). Research has also indicated that students enrich their vocabulary easily and
tend to become more autonomous learners, familiarizing themselves with their own techniques
and strategies that eventually result in learning (Alavinia & Farhady, 2012). This means that
the use of videos may prompt different strategies deployed by students, thus helping them to
explore ways to learn and perform equally.
3. Videos, speaking and vocabulary
The overall goal of this section is to present videos as a tool which improves the speaking skill
and the learning of vocabulary. It will discuss the benefits and contribution of incorporating
videos in the ELT class. Additionally, it seeks to enumerate some of these advantages and
reveal the implications on language learning based on preexisting relevant literature. It moves
on to highlight the admittedly paramount importance and well-regarded position of speaking
in ELT. It also includes a succinct description of the skill, per se, as well as the video’s
contribution in its optimization. Finally, it presents and discusses vocabulary in ELT and more
particularly its usefulness in the language class, as well as in interaction, the explanation of
what it is to know a word, the reason and motive behind learning it, the most common
learning/teaching procedures and finally the educational implications when integrating videos.
3.1. Videos; Definition and genres; some aspects to consider
Richards and Renedya (2002) define videos as “an extremely dense medium, one which
incorporates a wide variety of visual elements and a great range of audio experience in addition
to spoken language” (p.364). This “moving-talking image” (Cepon, 2013, p. 84) seems to
increase motivation as well as activate memory and retention which have made the integration
of the video in education, mandatory (Abbas, 2018). In an ELT class the most dominant types
of videos include off-air programs, which include parts of films or news extracted or recorded
on TV, real-world videos, which are essentially short documentaries or parts of them and
finally language learning videos, which are especially designed for the purposes of teaching.
However, the latter type tends to be avoided since it lacks authenticity which is a major issue
discussed below and they do not bear strong resemblance to reality (Hermer, 2001). In the
realm of the classroom and its limitations, the length usually ranges from 3 to 5 minutes so that
interest is sustained without becoming tiring (Stempleski, 2002). Finally, in the ELT context,
the language (speech rate, pronunciation, density, etc.) which is used in videos, should be
challenging in order to captivate students’ attention but it should not intimidate them (CanningWilson, 2000). Nowadays, YouTube seems to be the most accessible and abundant source of
videos (Muna, 2011).
3.1.1. Why integrate videos in the ELT class; benefits and implications on
language learning
According to Gilmore (2007), despite the contention between Chomsky (1965) and Hymes
(1972), the fact that communicative competence does not merely depend on linguistic
knowledge, has reemerged prompting changes and revisions on how English should be taught.
Today the pursuit of a ‘flawless’ method of teaching has almost been abandoned and teaching
materials have been modified to correspond to the actual needs of the learners in a real
communicative situation which is not monitored or narrowly directed by the teacher. Even
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though definitions of authentic material vary, they all seem to converge on the element of
meaningfulness. Nunan (1989) goes beyond that and defines authentic material as a resource
that is not intended for classroom use, which creates a paradox. However, research has
indicated that students engage and learn more easily when they experience something real,
purposeful and meaningful to which they can relate. Technology and videos seem to serve as
a wide and incessant resource of authentic materials (Stempleski, 1987). Berardo (2006) also
suggested that the Internet offers an abundance of authentic material that provides audio-visual
stimuli, i.e. videos.
It is generally accepted by the EFL teacher community, as well as by educational researchers,
that the videos’ multisensory nature provides numerous, profound benefits (Roberts & Cook,
2009; Sherman, 2003). However, the EFL class, in particular, seems to necessitate the
integration of this multimodal tool as a teaching practice due to the increased exposure it offers.
It is inextricably connected to the need of Comprehensible Input (Krashen, 1982); it provides
extensive exposure to the target language and it also encourages and fosters language learning
and acquisition (Richards & Lockhart, 2007). Therefore, depriving learners of ample exposure
to the foreign language, through the use of a video, may be detrimental.
In addition to the aforementioned, videos seem to reflect real life communicative situations, a
fact which broadens the boundaries of the classroom and extends to a more realistic, as well as
pragmatic approach to language learning and use (Katchen, 1996; Ruane, 1989). To elaborate
on that, the combination of visual and aural cues along with the context, the state of affairs and
the intents of the interlocutors, all seem to resemble situations of an authentic interaction.
Therefore, contextualized language instances defocus on the linguistic element and encompass
other accompanying, seemingly irrelevant features, which aid engagement and comprehension
(Talaván, 2007). These external features may include paralinguistic elements, such as gestures,
intonation or speech pace. As a consequence of the above, comprehension may result more
effortlessly, emerging more naturally as if in real life, by eliminating undermining factors such
as illegible accent or unfamiliar lexis (Herron, Hanley & Cole, 1995).
Furthermore, videos are usually subjected to editing and processing. As a result, they frequently
utilize hints to predispose the viewer of what is going to follow and/or heighten a specific
emotion, such as playing a ballad to intensify a feeling of sorrow (Damar, 2014).
All the aforementioned, in the realm of language teaching, may constitute a valuable auxiliary
tool. As a matter of fact, it has been reported that videos increase motivation, encourage and
maintain engagement along with participation, which, in turn, result in effective teaching and
learning (Kurniawan, 2015; Lonergan, 1984; Mishan, 2005; Richards & Lockhart, 2007).
Additionally, due to this maximized motivation, research suggests that learners who have been
consistently exposed to videos outperform those students who are restricted to print or auditory
texts in terms of comprehension and vocabulary retention (Swaffar & Vlatten, 1997).
An additional advantage of video usage is that they often illustrate or enact what is verbally
described (Canning-Wilson & Wallace, 2000; Cundell, 2008). This may have a twofold effect,
functioning at two levels, by deploying, mainly, inferencing techniques; firstly, students match
what is said and/or performed with specific concrete concepts or items, and, secondly, learners
relate what is articulated and/or performed with more abstract notions. Therefore, videos are
able to render meaning, concrete or abstract, accessible and attainable not by the mechanism
of memorization but by the cognitive skill of inferencing; forging associations and drawing
conclusions (Mayora, 2006). Repetition and reiteration throughout the video also foster
consolidation and retention (Swaffar & Vlatten, 1997).
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Finally, language can also function as a cultural reflection of the community within which it is
spoken. Culture is embedded and tightly connected with language (Peterson & Coltrane, 2003).
It is evident in communicative interactions, intonation patterns and even in linguistic items,
such as customary recipe names or expressions that allude to folklore and traditional myths
(e.g. I feel like Rip Van Winkle). Apart from the social values, beliefs and phonological
patterns, students familiarize themselves with appropriacy, functions, linguistic devices and
expressions to realize intentions such as inviting, accepting or refusing (Abbas, 2018; Zhao &
Throssell, 2011). Effective language use is completed with culturally accepted behaviors, thus,
necessitating cultural awareness (Krasner, 1999). Towards this direction, authentic videos
seem to successfully encapsulate a variety of cultural elements to which students are exposed
and may thus potentially emulate or internalize in order to achieve an effective, holistic
communicative competence (Peterson & Coltrane, 2003). Furthermore, videos appear to be the
closest illustration to realistic interaction since it enables students to witness a discussion in the
target language and culture (Herron, Cole, Corrie, & Dubreil, 1999; Sherman, 2003; Tanriverdi
& Apak, 2008; Stephens, 2001). Finally, given the abundance of English dialects, namely
“World Englishes” (Kachru, 1992, p.1), videos often serve as a resource in order to expose
students to various dialects (Watkins & Wilkins, 2011).
3.2. Speaking
In the following subsections the productive skill of speaking will be presented based on
literature and focusing on its connection with videos.
3.2.1. The prestigious position of speaking in the realm
The development of the productive skill of speaking seems to have been a primary objective
of a vast majority of ELT courses around the world (Renandya & Richards, 2002), sometimes
even at the expense of the other skills which are overshadowed or superseded (McCarthy, 1990;
Nunan, 2001). Ur (1996) goes beyond that suggesting that the term ‘speaker’ is utilized to refer
to someone with an appropriate command of a particular language which seems to underscore
the superiority of the speaking skill compared to the rest of the skills. However, focusing on
fostering the speaking skill is not surprising since it is usually the most immediate, instant,
daily and common practice that most learners are likely to perform in every aspect of their
lives; personal and/or professional (Aliakbari & Jamalvandi, 2010; Thornbury, 2005).
Moreover, the significance of the speaking skill has been widely embraced not only by the
teachers and the curriculum designers but also by the learners themselves (Shumin, 1997). This
prioritization overlaps with students’ aspiration to enhance fluency and to be able to initiate
and maintain a meaningful conversation. In addition to that, learners frequently tend to assess
their overall linguistic performance judging from their ability to exchange oral utterances
effectively and to engage in a coherent oral interaction (Bygate, 1987; Nunan, 1991; Richards,
2008). As a consequence, failing to take part in an authentic conversation may be prejudicial
or may impede progress mainly due to affective factors that cannot respond to their beliefs that
language learning revolves around speaking.
3.2.2. Definitions of the speaking skill: What it encloses
In his attempt to define and systematize oral speech, Chomsky (1965) introduced two
interdependent concepts; competence and performance. The first term alludes to all this
linguistic data which remains idle until it is manifested in the form of speech leading to the
latter term of performance. At a subsequent point, Swain and Canale (1980) amplified on the
above by decoding the continuum between the ends of performance and competence. As a
matter of fact, they compartmentalized and defined all the subordinate fields that need to be
mastered in order to reassure language proficiency. They argued that grammatical competence
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(grammar, syntax, semantics, phonetics and phonology), discourse competence (cohesion and
coherence), sociocultural competence (appropriacy) and finally strategic competence (remedial
and compensation strategies to ensure completion of the conversation) collectively constitute
what speaking consists of. Recently, Brown (2004) posited that the speaking skill consists of
two subcategories, namely micro-skills and macro-skills. The first group seems to encapsulate
strictly linguistic subskills that adhere to theoretical linguistics, such as phonemes, cohesion
and coherence markers, grammar and syntax. On the other hand, macro-skills seem to relate to
appropriacy, comprehending the interlocutor’s intentions, non-verbal cues and body language.
According to Skehan (1996), speaking is in essence a performance which is affected mainly by
three interrelated factors; fluency, accuracy and complexity. Fluency is the ability to
demonstrate and skillfully manage what a learner already knows so as to convey a message.
The other two factors (accuracy and complexity) seem to both hinder and elevate fluency. In
other words, the latter is linked to automation, but learning is also connected to development
whose course is not always linear and upward. Students are frequently required to produce
more elaborate speech and to demonstrate a degree of management and handling so as to
become more accurate and specific, thus adhering to rules. Complexity on the other hand
implies that the learner is flexible enough to enrich his/her interlanguage and activate or
produce more advanced oral language. This procedure may be time-consuming and
periodically function at the expense of fluency (Ellis and Barkhuizen, 2005). However, it is
this controlled process that gradually leads to automation (Ahmadian & Tavakoli, 2011).
Sidestepping complexity and accuracy may lead to an excessive focus on fluency which implies
forefronting meaning over form (Ellis and Barkhuizen, 2005). Apparently, there needs to be a
balance, which is acquired by alternating between periods of form focus and meaning focus.
Even though various theories have been constructed, they seem to overlap and share common
features, such as linguistic knowledge and the processing of external non-linguistic factors in
order to initiate and maintain a successful discussion. Oral discourse does not depend only on
language to convey meaning; it also depends on outer, culturally or socially-dependent factors
as well as on body language and the interlocutors’ intentions.
3.2.3. Speaking and videos: How videos foster speaking improvement
It has been extensively analyzed and supported that speaking and fluency which lead to a
smooth communicative interaction dependent on listening and exposure (Bozorgian, 2012).
Krashen (1982) proposed that Comprehensible Input, that is language which can easily be
comprehended, in combination with attainable challenges, plays a vital role in fluency
development. In accordance with Vygotsky’s (1978) Zone of Proximal Development, the more
knowledgeable adult provides the appropriate input and elicits the equivalent output.
Consequently, videos can fuel the ELT classroom with additional input and the instructors may
exploit it for educational purposes (Leong & Ahmadi, 2017). Exposure to realistic authentic
discourse may raise awareness over cultural and sociolinguistic aspects that may determine the
completion of a conversation; students may also internalize and emulate accepted behaviors,
gestures or intonation patterns (Peterson & Coltrane, 2003). Students become familiarized or
even immerse in the target language increasing the amount of exposure to pronunciation and
intonation (Watkins & Wilkins, 2011). Moreover, videos increase motivation and encourage
participation, thus making students more willing to become involved (Bahadorfar & Omidvar,
2014).
Another important implication in teaching is that speaking is not taught based only on the
framework of Initiation-Respond-Feedback (IRF) or an accurate limited response initiated by
a preceding question which will lead to reward or correction (Hall, 2010). Videos and authentic
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material aim at expanding on this kind of fundamental interaction (Sufen, 2006). The fact that
videos offer a realistic and meaningful context with which students can identify and relate to,
entails that the subsequent conversation may be longer and extended, it can also be more
meaningful, smooth and riveting, thus helping students to further develop their conversation
strategies (Nguyet & Mai, 2012). Students sustain a discussion willingly, whereas the teacher’s
aim is not confined to feedback, but to the fact that they reassure that the flow of the
conversation is maintained and monitored. Therefore, the video may incite a more realistic
conversation on a subject, that students can relate to, and from which they may extract lexis
should they wish to do so.
3.3. Vocabulary; its significance and usefulness in ELT
According to McArthy (1990 p.viii) “[n]o matter how well the student learns grammar, no
matter how successfully the sounds of L2 are mastered, without words to express a wide range
of meanings, communication in an L2 just cannot happen in any meaningful way”. The latter
entails that vocabulary is the foundation of any linguistic interaction, in other words it is the
prerequisite that renders communication feasible. Furthermore, it is often argued that in the
absence of adequate lexis the development of the four skills, listening, speaking, reading and
writing, may be hindered (Ahmad, 2012; Gorjian, 2014). It is vocabulary that effectuates, not
only language production but, language acquisition too (Ahmad, 2012). Wilkins (1972 pp.110111) goes beyond arguing that “while without grammar very little can be conveyed, without
vocabulary nothing can be conveyed”. Vocabulary is thus of paramount importance and has
inevitably become the ‘guest of honor’ in the ELT classroom (Maiguashca, 1993).
3.3.1. Definition of vocabulary: What it means to know
Many linguists have attempted to define vocabulary knowledge. The term mental lexicon or
dictionary is widely used to describe all the information that is stored concerning a word entry
(Aitchison, 2012). Each word corresponds to one lemma which includes distinct aspects of a
word, such as receptive knowledge, phonological knowledge, grammatical knowledge,
conceptual knowledge, collocational knowledge, orthographic knowledge, pragmatic
knowledge, metalinguistic knowledge (Richards, 1976; Ellis & Sinclair, 1990; Nation, 1990;
Schmitt & Meara, 1997; Cameron, 2015). However, it should be noted that novice or young
learners in ELT seem to immensely depend on their L1 equivalent mental lexicon in order to
obtain, recall and actively use vocabulary (Schmitt, 2008). Schemata already formed in L1
exert an influence on L2 mapping, since students frequently tend to map new L2 words on preconstructed L1 schemata (Cameron, 2015). Due to the fact that L1 still remains active while
engaging in the second language lexical processing, usually through translation (Hall, 2002;
Jiang, 2002; Sunderman & Kroll, 2006), learners produce errors, particularly ones which are
related to collocations (Hemchua & Schmitt, 2006). Additionally, this sum of knowledge seems
to expand and deepen as speakers become older and encounter the words numerous times in
their lives and in various contexts (Richards, 1976; Nation, 1990; de Groot, 2006). However,
what precedes and presupposes the formation of this mental lexicon is input (McArthy, 1990).
Exposure provides data which is initially phonologically decoded and stored. McArthy (1990)
claims that ample and rich input gradually forms storage, which leads to the stage of retrieval
where the learner recalls, activates and articulates words to convey meaning in a particular
communicative situation. This procedure seems daunting but native speakers make it appear
effortless and instant. (Hulstijn, 2001).
3.3.2. Vocabulary learning: Ways and efficiency
The acquisition of vocabulary is mainly actualized and approached in two ways: the intentional
and incidental (Ahmad, 2012) or the structured and unstructured way (Lessard-Clouston, 1994)
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respectively. As the terms suggest, the intentional vocabulary learning method is more explicit
and organized; a representative manifestation of the aforementioned are the narrowly linguistic
activities which we, as teachers, construct such as, for example, crosswords, synonyms,
antonyms and derivatives. Vocabulary is taught and instructed directly, perhaps because most
of the times the primary aim of the lesson is vocabulary per se. However, it has been proven to
be a poor or ineffective method, since the technique of memorization and rote learning, which
are sometimes employed, do not bear profound results (Ahmad, 2012).
On the contrary, the incidental or unstructured vocabulary learning approach constitutes a
different procedure that seems to lead to more concrete, profound or even permanent results.
This approach is interwoven with the context, written or oral (O' Harra, 2004), and it should
exist so that it can facilitate comprehension, internalization and retention. Exposure to texts,
written or oral, increase the chances of vocabulary acquisition. However, particular cognitive
strategies are also triggered to actualize the entire procedure. More specifically, the efficiency
of this method is premised on the techniques which involve, mainly, guessing and inferencing
(Williams, 1986). By delving into these, the students themselves hone their cognitive skills,
they also probe into the context in order to track down clues and extract meaning, which
sometimes involves acquiring premeditated, peripheral knowledge and lexical items per se.
Students also improve their metalinguistic awareness, by recognizing different parts of speech,
or words of the same origin which may have a similar meaning, or they may identify with the
meaning and the effect that suffixes can incur in word formation (Richards & Schmidt, 2002).
This involvement increases the chances of future retention and even the actual use of the
vocabulary gained in a more assertive and confident fashion (Hulstijn & Laufer, 2001).
3.3.3. Vocabulary and videos: How videos foster vocabulary learning
As previously mentioned, due to the multisensory nature of videos, meaning and lexis can be
effortlessly gained, in other words, what is articulated is often depicted or enacted in a video
(Canning-Wilson & Wallace, 2000; Cundell, 2008). Since videos offer ample context along
with additional exposure to language and paralinguistic elements, guessing and inferencing
strategies are inevitably activated to access meaning (Mayora, 2006). Therefore, the procedure
involved alludes to the incidental vocabulary learning approach, which may bring about more
profound results in the sense that students recall and use lexis more easily and appropriately
(Williams, 1986; Hulstijn & Laufer, 2001). Furthermore, videos frequently demonstrate the
element of repetition which also encourages consolidation and retention (Swaffar & Vlatten,
1997). According to a study conducted by Bal-Gezegin (2014), the group of students which
was exposed to audio-visual aids, did not mention any difficulty in comprehending the
conversation and/or the assimilation of new expressions, whereas the group which was exposed
only to audio stimuli reported difficulties. The first group admitted that even sounds or music
of the video led them to access meaning. This not only corroborates the fact that videos foster
vocabulary learning but it also confirms the assumption that videos motivate and encourage
learning. Another aspect that is inevitably noticed and attained is pronunciation since videos,
through sound and repetition, are linked to familiarization and imitation, which may manifest
itself while someone is speaking (Ali Batel, 2014). In the cases of subtitles and captions,
another aspect is at play which, according to the literature, may support and further promote
vocabulary learning at two levels, the linguistic level and the affective level. In terms of
language development and more specifically vocabulary, the sense of word recognition s often
heightened (Harji, Woods & Alavi, 2010) and most importantly, in terms of psychology,
introverted or intimidated students seem to be more confident and feel more secure with the
addition of a caption or a subtitle (Turula, 2002; Isazadeh, Makui & Ansarian, 2016). Videos
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seem to cater for different learning styles and profiles which, in turn, are in accordance with
differentiated instruction (Zarei & Gilanian, 2013).
4. Qualitative research methodology and data collection
The section wishes to present and analyze the teaching context, the rationale and the process
followed to conduct this particular research. It reveals the research questions and the steps
taken to respond to these. It focuses on the tools utilized to collect the data, mainly interviews.
It also provides a rich, rigorous interpretation of the interviews.
4.1. The teaching context
The two students to whom the differentiated instruction addresses are two female students at
the age of 11 attending the 5th Grade of a Greek public primary school in two different schools
in Athens. Their language level in English is between A1 and A2 of the CEFR. Their school
books have been discussed above. They do not display any signs of learning difficulties such
as dyslexia. As the age group suggests, they fall under the category of young learners showing
all these features that students of this age group usually possess. The latter means that students
often tend to indulge in imagination, share their fictional thoughts, dreams and wishes
(Halliwell, 1992). Sometimes they feel so entitled to impart their thoughts that they may even
disrupt the course of the teaching procedure without realizing it. Additionally, young learners
usually display a lower degree of strategy mastery which inevitably implies that learning may
be slower (Moon, 2005).
4.2. The purpose of the study and the research questions
The purpose of this research is to apply differentiated instruction by utilizing video-based
original lessons with the aim of refuting or proving the hypothesis that audio-visual aids
facilitate language growth and particularly speaking skills in connection with vocabulary
expansion. Alternatively, it aspires to elaborate on existing literature by confirming and mainly
probing upon the conditions, the reasons and the procedure which students undergo when they
are consistently exposed to multimedia activities that ultimately lead to fluency improvement
and vocabulary enhancement. Towards shedding light on the above, this research
compartmentalizes the hypothesis and identifies four research questions to be used as
guidelines to facilitate the research and gradually lead to the analysis of the research findings
and its conclusions:
1)
2)
3)
4)

To what extent do videos endorse speaking amelioration?
To what extent do videos endorse vocabulary enrichment?
How do the accompanying video activities promote English language learning?
How did students experience differentiated instruction?

4.2.1. Reasons for selecting videos as a multisensory teaching tool
A vast database of research has been conducted converging on the facilitating role of video
usage in the EFL class towards maximizing performance. Yet, so far the Greek educational
context has provided insufficient evidence. Learners of English in the Greek context have not
been monitored and systemically studied so as to identify the influence of videos at a
psychological, cognitive and language learning level. Therefore, this research seeks to fuel
database by providing insight on the effect and the procedure that students in the Greek
environment are submitted to. This research also attempts to identify their strengths and
weaknesses, to suggest lesson plans and potentially generalize the findings by making
assumptions especially when other students may manifest similar behaviors. This lack of
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systematized, scientific evidence of the video’s efficiency in the Greek educational context
prompts the need to register the responsiveness and progress of these particular students.
4.3. The research methodology. A Case study
The section below seeks to explain and justify the need to implement and follow the tenets of
case studies in this particular research context.
4.3.1. Definition of case studies. A link to this case study
Case studies have been attributed various definitions which collectively disclose distinct
aspects of this qualitative research. Owing to space restrictions but also content relevance,
merely a couple of definitions will be cited to explain the nature of case studies, which, in turn,
will justify and validate the need for implementing this particular approach in this research and
context as well.
A case study is “a detailed examination of one setting, or a single subject, a single depository
of documents, or one particular event” (Bogdan & Biklen, 2003, p.54). It should be noted that
the word single is used repeatedly to convey the fundamental element of case studies which is
that of singularity and individuality. It can be entailed that a case study’s existence is
independent and autonomous; it is also defined and determined in its own terms. Nevertheless,
Hagan (2006, p. 240) defines case studies as “in-depth, qualitative studies of one or a few
illustrative cases”, which adds the element of connectedness. Consequently, a case study
monitors a specific object or subject in a particular setting and time, which, however, may
extend to other similar cases that coexist in this time and setting or share common
characteristics and, hence, associations may be forged (Shaughnessy, Zechmeister, &
Zechmeister, 2008). Additionally, another common ground of both definitions is the use of the
synonyms in-depth and detailed, which denote the explanatory, interpretive, analytical and
thorough nature of the approach. The purpose is not merely to record but to analyze and
comprehend holistically.
Even though there are a limited number of subjects or objects examined, the scope of analysis
is wide, while the sources of data elicitation may vary, too (such as interviews from all parties
involved in one setting or observation). Contrary to some beliefs, case studies are not limited
whatsoever, since they have been occasionally used as an initiatory stage to conduct further
research, form hypothesis, construct theories, identify patterns and generalize.
The application of a case study, as a method of research, was considered the best choice for the
needs of this research as the subjects involved in this research are only two and are involved in
a similar educational context.
4.4. Data collection
After researchers narrow down the research problem to be studied and have identified the
research questions, they design and organize the methods and tools that will be used to elicit
information which is relevant to their inquiry. Nevertheless, it is crucial that researchers
visualize or pre-determine how this raw material will be classified and analyzed (Yin, 1981).
More often than not, even though the procedure of gathering information may run smoothly,
this amount of information seems to be void of any interpretative purpose (Lune & Berg, 2016).
Ill-conceived or not, well-designed collecting tools generate a severe obstacle which reemerges throughout the whole survey. Therefore, prior assumptions on how the data will be
collected will also be exploited so as to constitute a compass offering directions and guidelines.
Creswell and Poth (2017, p.204) refer to this as “purposeful sampling, which implies
provisional or a priori preparation to the target and the extract information of research value.
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During the data collection stage, the researcher seeks to become part of the setting he or she
intends to study. In other words, he or she attempts to probe into the circumstances, the
conditions, the participants involved, the actions and activities, the time and space
characteristics (Burgess, 1991; Friedman & Orrù, 1991). Merkens (2004, p. 166) called the
aforementioned “accessibility”; the act of reaching out to the individuals, the time and space
of the investigation. The devices to access the above are the collecting tools; for the purpose of
this research these tools are interviews, lesson recordings and pre- / post-tests which were also
implemented.
4.5. Interviews
All subsections below wish to cover, in a solid but succinct manner, the qualitative research
theory behind interviews, definitions and types in order to correlate these with this research;
provide motives, explanations of each choice, a presentation, an interpretation and a link to the
research questions.
4.5.1. Link to qualitative research and definition
Interviews, as a collective tool, appear to prevail in qualitative research as the main component
of data collection. Various definitions have been given to encompass their meaning and
usefulness, but it still remains elusive. Kahn and Cannell (1957, p.16) defined an interview as
“a specialized pattern of verbal interaction-initiated for a specific purpose, and focused on some
specific content area, with consequent elimination of extraneous material”. It seems that this
definition concentrates on the element of imparting information for a specific state of affairs as
an initial stage which is followed by sorting, organizing and focusing on the relevant material
to be interpreted. Kidder (1981, p.146) contended that "heavy reliance is placed on verbal
reports from the subjects for information about the stimuli or experiences to which they are
exposed to and for knowledge of their behavior", denoting the indispensable role of the
interlocutor or interviewee to honestly disclose information so that the researcher gains insight
and valid knowledge. On the other hand, Kvale (1996, p.5-6) seems to combine the two
aforementioned definitions supporting that “an interview whose purpose is to obtain a
description of the life world of the interviewee with respect to interpreting the meaning of the
described phenomena”, encapsulating both the purpose of the interviewer and the person of
interest and his or her surroundings. Apart from the distinct intentions and the role of the two
interlocutors as two individuals, Mishler (1986, p.35) approached the interview as a “discourse
of speakers”, thus, positing that the communicative relationship between them constitutes a
dynamic factor which may contribute to a fruitful discussion fueled by both, finally sharing a
common purpose and level of willingness and engagement. To round off, Brinkman and Kvale
(2015, p.4), more recently, stated that during the interview “knowledge is constructed in the
interaction between the interviewer and the interviewee”.
4.5.2. Types of interviews; implementing semi-structured interviews
Even though there are three types of interviews (i.e. structured or standardized, semi-structured
or semi-standardized, unstructured or unstandardized), for the purposes of this research, the
second type of semi-structured or semi-standardized will be implemented (Lune & Berg, 2016).
Semi-structured interviews were chosen because they demonstrate a subtle organization by presetting a number of questions while at the same time, they allow a sense of initiative and
autonomy to the interviewee. The sequence of the items is also well-designed to guide and
facilitate both parties (i.e. the interviewer and the interviewee); the pre-set questions trigger
knowledge and experiences, while at the same time they allow the interviewee to disclose
information smoothly and to elaborate effectively (Birkman & Kvale, 2015). Semi-structured
interviews are well-suited “when there is sufficient objective knowledge about an experience
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or phenomenon, but the subjective knowledge is lacking” (McIntosh & Morse, 2015, p.1).
Nonetheless, this type of interview serves the intrinsic motivation of the present research as a
specific kind of information is elicited to proceed to the next phase of analysis and eventually
to be able to discuss the issues of validity, reliability and generalizability (George, Bennett,
Lynn-Jones & Miller, 2005; Gerring, 2006; Yin, 2013). These are basically the reasons why
this type of interview was selected for needs of this research; so as to target specific information
to be elicited, and also so as to provide the interviewee with a sense of freedom to express some
of his/her thoughts.
4.5.3. Presenting the semi-structured interviews of the particular research
Taking into consideration the above, for the purposes of this research two semi-structured
interviews were devised so as to approach students and their mothers. Before explaining the
rationale and content of the interview as well as conjectures and assumptions about the
outcome, it should be noted that both mothers and students were interviewed so as to gather
valuable information from various sources (Yazan, 2015). Students, on the one hand, were
immediately and directly affected by differentiated instruction. On the other hand, mothers
seemed to exert a considerable influence on their children’s school performance. Therefore,
delineating their profile contributed to a more valid and reliable analysis of how these two
students eventually performed. Each question was devised in such a way so as to become
conducive to analysis and so as to bear results in the stage of the data analysis which followed
(Creswell & Poth, 2017).
Admittedly, mothers have generally been the primary source of help and support in schoolwork
(Deslandes & Cloutier, 2000); their involvement is still pertinent and dominant even though
middle-class fathers seem to have stepped in as well, yet partially. Nonetheless, their impact
seems to optimize the chances of their children achieving higher scores and of developing
cognitively more (Nord & West, 2001). Therefore, interviewing the mothers and delineating
their characteristics, profession, educational background, type and extent of involvement was
essential (Deslandes & Bertrand, 2005). Understandably, their role seems to be valuable in
their child’s academic performance and future. More specifically, the first seven questions of
the interview identified the general educational level of the mothers, which in both cases
reached higher education, including a Master’s Degree. Consecutively, questions 9 to 14
aspired to determine their level of English, their knowledge of other languages, their experience
while learning English and whether they worked or studied in an English-speaking country in
the past. Apparently, the educational process for both seemed uninhibited, simple, and
unproblematic; one mother even said that it was pleasant. The same mother studied one year
in London. They both speak other languages as well, but not at the same level as English and
they both hold a Cambridge Certificate of Proficiency in English. Question 15 specified their
occupation; which is a lawyer and an Information Technology employee in a Greek bank.
Questions 16 to 24 divulged information concerning the exposure and use of the foreign
language outside the English class. It turns out that they both used English at work. They
frequently travelled and used the language in real life situations, thus encouraging their children
to do so too, even reluctantly, in this way overcoming their fears and lack of confidence in the
foreign language or even shyness. Questions 25 to 27 corroborated on the assumption that both
mothers do become involved in schoolwork, English included. They both enumerated and
prioritized their methods and coincided; listening to music, watching movies, having
discussions in English. Those were the first questions and answers; after that their answers
deviated. One mother added translation, reminding and explaining grammar rules and finally
reading books, whereas the other mother included only reminding and explaining grammar
rules. In a follow-up question on the frequency in which they intervene with the methods
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mentioned above they both admitted that they deliberately do so when summoned by their
children; however, in the case of music and movies, exposure to language is entertainmentoriented rather than homework-oriented. One mother revealed that she rarely intervenes with
her child’s homework thus wishing to instill autonomy. Finally, questions 28 and 29 focus on
their perception and observation of their child’s performance. Each spotted something
different; one mentioned lack of grammar rules, but a general willingness and a positive attitude
towards English with isolated instances in which her child complained over writing, whereas
the other mother mentioned reluctance in speech and aversion to homework.
Evidently, mothers not only become involved, but they also have enough confidence to do so
judging from their educational background. The more educated the mother is, the more likely
she is to seek involvement (Hoover-Dempsey, Battiato, Walker, Reed, DeJong & Jones, 2001);
this tendency is probably based upon the fact that they themselves believe that their
involvement will have a positive impact on their child due to their “self-efficacy” (Deslandes
& Bertrand, 2005, p.165). Later on, a connection will be established with the results of the preand post-tests. However, since both mothers seem to possess similar characteristics, it would
be interesting to compare them with mothers of a lower educational and / or socioeconomic
level. However, assuming that exposure to language is crucial to learning (Krashen, 1982), it
is easier nowadays to access videos where the target language can be heard due to technology,
thus possibly bridging the gap between educated and non-educated mothers. Reference to this
issue will be made once more in the section ‘generalizability’.

Graph 1: Basic concepts and categories of the semi-structured interview of mothers

Questions
1-7

Questions
8-14

Questions
15-29

•Educational background

•Mother's experience learning English

•Use of English in personal/family and professional life
•Mother's involvement in her child's English learning
process

According to Seidman (2006) the purpose of interviewing the participants of a qualitative
research is not merely to recall facts and events, but to reconstruct reality disclosing the
influence that a social or educational experience may exert to an individual’s consciousness
(Vygotsky, 1987). The device to achieve this is the use of language (Heron, 1981). Therefore,
the inevitable interaction between the interviewer and the interview seems “inherent”
54

IAI Academic Conference Proceedings
Virtual Conference, 3 July 2020
___________________________________________________________________________
(Seidman, 2006, p. 22). More specifically, in this research, the interview’s purpose is to attempt
to partially answer to the last two research questions; namely how the accompanying video
activities promote English language learning and how the two students experienced
differentiated instruction (Wengraf, 2001). Therefore, the first two questions identified the
students’ ages and grade level at school, which in this case coincided, in other words, both
students were at the time of the research eleven years old and attended the 5th grade. The third
question specified the number of years spent learning English, which again coincided to four
(4) years. Neither students spoke another language, but they were both learning French, as a
second foreign language. They were both positively predisposed toward the English language.
Question 9 promoted introspection by self-evaluation in order to admit weaknesses. Student B
admitted that vocabulary retention seemed daunting, while student A did not mention anything.
The latter could be either interpreted by a lack of metacognitive skills and/or exaggerated selfconfidence and/or intentional concealment. A follow-up question elicited that she liked English
but she though that connecting spelling to pronunciation seemed inexplicable and that numbers
were difficult to say or read when presented in the form of numerals. From her answer it could
be inferred that either the question was ill-designed (instead of open-ended it could provide
options to choose from) or that the student was timid and reluctant to discuss this issue yet
further. However, difficulties were spotted and as O’Malley, Chamot and Küpper, (1989)
contend self-evaluation is beneficial since it empowers students and makes them aware of their
weaknesses in order to identify them and to confront them. Consecutively, questions 12, 13
and 14 elucidated the above and indicated that student A does possess evaluative skills and
criteria. More specifically student A insisted that the school book’s exercises were non-riveting
and unhelpful, but she admitted that it offered her opportunities to engage in speaking. On the
contrary, student B seemed content about the book presenting it as motivating, helpful and as
offering opportunities to practice speaking. Textbooks are generally considered an integral part
of ELT courses and students appear to be attached to them, feeling secure and guided by the
coursebook which they are using; more specifically the students who participated in this
research even evaluated their performance based on their coursebooks (Haycraft, 1978). Lim
and Griffith (2003) contended that topics of discussion may exert a considerable influence on
students’ speaking performance, as some topics are alien to them or too awkward to discuss.
Interestingly, question 15 revealed that student A prefers music and movies as topics of
discussion, whereas student B is more flexible showing no preferences, which was concerning,
at first, since it could suggest indifference or detachment, but then she elaborated that she was
willing to talk about a wide range of topics that she knew with a lot of interest. The next two
questions, namely questions 16 and 17 confirmed the fact the mothers also mentioned that
music and movies are the main sources of language exposure outside their children’s class;
student A also mentioned video games. Video streaming platforms such as YouTube and
Netflix were the main sources of viewing which is also reflected in a research conducted by
Dizon (2016), which focused on Netflix per se, and a group of students’ habits, as well as the
effect YouTube and Netflix had on their vocabulary learning and listening skills. In this
research, for question 18 they acknowledged that English is a lingua franca, more particularly
according to student B, the motive behind learning English, as a foreign language, is to increase
her employment options in the future. Questions 19 to 27 directly address the third research
question which deals with the activities accompanying the video. Student A expressed her
approval claiming that videos, along with their activities, were entertaining, as well as
educationally beneficial. The aforementioned student practiced and honed the speaking skill,
emphasizing on the effect which the first part of the pre- and post-tests had on her. The process
was smooth and she did not complain. In a similar research, according to Silviyanti (2014), her
students acknowledged the importance of videos in language learning and they also reported
that the educational purpose was the second reason (after entertainment) why they engaged in
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video viewing. In this research, even though student B followed a similar pattern, she admitted
that she did not always like the videos and thought that vocabulary was occasionally
overwhelming. This alludes to her difficulty in committing lexis to memory and retaining them.
Eventually, both students reported that the whole process was pleasant.

Graph 2: Basic concepts and categories of the semi-structured interview of students
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Questions
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• Age & School Grade
• Languages

• Opinion about English
• Difficulties in learning English
• Opinion about school book
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• English outside the classroom
• Reasons the learn
• Videos and lessons

Evidently, both students were successful receivers of differentiated instruction. Not only was
it welcomed but it also bore fruit as will be shown in the results below. It should be noted that
vocabulary enrichment in this research does not account to a specific, rigid word list, but it
rather adheres to the content and dictates of the CEFR at an A1/A2 level (Council of Europe,
2017) along with the school’s coursebook (Kraniotou & Kolovou, 2011) .
4.5.4. Combining mothers’ and students’ interviews and teacher’s diary
According to Nielson (2016), in the last few years the viewing habits of a large part of the
population, worldwide, have been geared towards video on demand services, such as Netflix,
and, interestingly, students watch movies or videos almost on a daily basis. The fact that the
videos, in the form of short movies or documentaries, were not an alien concept to either of the
students, may explain the reason why both students embraced them as an engrafted multimodal
element in the conventional educational procedure. Perhaps this is the reason why both students
were willing to engage and learn using the aforementioned. Both students seemed to
unconsciously deploy the same techniques that access meaning and reach comprehension, to
handle the novel experience within the foreign language context. They both transferred these
techniques to the class environment. This does not belittle the use of the video in EFL, it is
rather this feature of ubiquity that necessitates its implementation in class. The point made is
that the use of the video in ELT is legit not only because it resembles reality but because it is
reality; students watch short or lengthy videos with or without Greek and/or English subtitles
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every day. Therefore, their ability to successfully understand videos is enhanced and the ELT
class environment seems conducive to that (Dizon, 2016; 2018).

Graph 3: Ways of practicing English outside the classroom
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4.6. The Recordings
In the advent of new technologies, field notes, data collection and observation have been
facilitated by the use of sound or video recordings (Loewen & Plonsky, 2015). It seems that
research in psycholinguistics, education, ethnography and second language acquisition (SLA)
studies abound in sound recording (Paltridge & Phakiti, 2015). Apart from constituting the
focal point of the research itself, the investigation of language per se, in other words capturing
and later examining linguistic instances are of paramount importance. Sound recording as a
technique of logging data appears to be safer and permanent, as well as a more objective and a
less time-consuming method to access and store spoken language. In addition, data gathering
is more effortless restricting judgement interference and partial selection by the researcher
when taking observational field notes. In addition, when the researcher assumes an active role
in the context which he or she is examining, then a recording of the teaching context, in which
he or she is participating, makes it feasible for him or her to evaluate both his or her role as a
teacher and teaching process itself (Loewen & Plonsky, 2015). However, sound recording, in
almost all cases, prompts another procedure which is that of a transcription (Loewen &
Plonsky, 2015; Paltridge & Phakiti, 2015). The latter includes the process of discarding
superfluous or irrelevant information with a view to highlight particular parts which are worth
analysis (Hughes, 2015).
4.6.1. Recording 11 lessons: Structure and rationale of the lessons
In this particular research, a total number of 11 video-based lessons were recorded and a pretest and post-test was also conducted. The lessons were pre-planned (content, activities, lesson
plans, multimodal material), the pre-tests as well as the post-tests were administered, the
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lessons were taught and the data was stored. All information was transcribed and analyzed so
as to draw safe conclusions.
The in-between stage of the pre- and post-tests of each and every lesson presents a similar
rationale. The pre- and post-tests will be excluded – for now - from this analysis as the next
subsection will probe into their content and objective. In the previewing stage, the goal was to
trigger relevant to the topic, at hand, schemata, so as to aid students to retain their knowledge
and prior experiences in order to prepare them for the mapping of the new information. After
the process of forming associations was completed, which targeted mainly vocabulary
accompanied by pictures, short texts and/or definitions which incorporated all four skills, the
while-viewing stage was initiated. The latter contained the video itself but the tasks designated
for this stage prompted a number of alterations in the way of viewing. Videos were
deconstructed; they were viewed in a silent mode and in the second-round the image was
banned. In the final round, students acquired the full experience of the video. According to
Cakir (2006), the educational implications of the aforementioned techniques are not restricted
within a strictly linguistic framework but they expand to the realm of psychology, since
students tend to be more motivated to engage in learning (Canning-Wilson, 2000) and activeviewing (Cakir, 2006, p.69). More analytically, the sound-on vision-off activity left students
blindfolded enabling only sound. Students were asked to order some captions so as to retell the
story or to circle the captions that answer to questions which related to what they heard. In this
fashion, students become more attentive and took a closer look at the pictures so that they could
place them in order or to direct their attention towards listening for specific information (Field,
1999). On the other hand, it seemed that the challenge of silent viewing led students to focus
on visual cues in order to construct the story deploying the technique of guessing and
inferencing; students attempted to extract meaning by combining what they were allowed to
see with their own schemata (Canning-Wilson & Wallace, 2000). This technique was linked to
a dubbing activity in which students were required to fill in the gaps or to choose the correct
answer to a segment extracted from the video (Cakir, 2006). Finally, a follow-up activity in the
post-viewing section reassured that students had the opportunity to consolidate what they had
been taught by recruiting a skill, such as speaking, listening, reading or writing. Mayora (2006)
postulates that it is at this stage that students are to assimilate and internalize what has preceded
and reuse it in their own personal individualized way. Students do not merely reproduce what
they have learnt, they in fact re-adjust and re-invent.
4.7. Administering pre-tests and post-tests
Pre-tests and post-tests are two tools that enable the assessment of the efficiency of the
intervention, more specifically the application of differentiated instruction, i.e. the video-based
lessons. Pre-tests, as the name suggests, will precede the intervention whereas the post-test, as
the name indicates, will be the final, ultimate part. Plonsky (2014) reported that pre-tests
presuppose the existence of post-tests and vice versa. Excluding one of the two poses a
considerable menace to the reliability and validity of the research which, in the long run,
undermines research in L2 while impeding growth in L2 teaching practices (Norris & Ortega,
2000; Plonsky, 2013). More specifically, pre-tests are administered prior to an intervention to
detect and specify the initiating language level; it also marks the onset of a procedure with a
view to undergo a series of steps to potentially ameliorate or alter this starting state. After the
intervention stage has been completed, the post-test follows to determine any changes by
comparing its results with the outcome of the pre-test so as to assess the effects imposed during
the intervention stage (Plonsky & Gurzynski-Weiss, 2014). According to Morris (2008 p.365)
“participants are measured before and after treatment, allowing direct estimation of the amount
of learning or change that occurs within an individual”. The reciprocity between these two is
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evident. Morris (2008) elaborates on the above claiming that administering pre-tests along with
posttests eliminates undermining factors that may pose a threat on the internal validity of the
research, thus, rendering the research itself more solid. In addition, Paltridge & Phakiti (2015)
postulate that ensuring that the interpretation of the results is based on reasonably designed and
theoretically grounded tools increases the level of internal validity, thus, minimizing the
percentage of error or fallacy.
Adhering to the tenets of a well-structured research in ELT and pursuing validity, the research
at hand includes both pre-tests and post-tests, prior and after the intervention respectively. The
tests utilized stem from the KPG exams of the A1/A2 level since the participants attend the
public school and based on the national curriculum of The Cross-thematic Curriculum
Framework for Modern Foreign Languages, they are preparing to sit for the equivalent exams.
The analysis, cross-examination and comparison of the results will be presented below.
4.8. The Teacher’s Diary: The reflective teacher
A teacher’s diary is usually defined as a “personal document of a subject serving to depict
experienced and subjectively perceived situations and events” (Maňák, Švec & Švec, 2005, as
cited in Wiegerová & Lampertová, 2012, p.1). As the name suggests it is usually a document
of informal language that allows the teacher/researcher to reflect upon what was done not only
in strictly scientific terms but also as an affective approach, in other words how s/he felt, how
s/he experienced the whole educational procedure and how s/he perceived her students’
responses. It is a way to reconstruct reality not by explaining the applications and underpinned
theories but by explaining and presenting the immediate effect of the lesson on a daily basis
(Ma & Oxford, 2014). It initiates an inner dialogue and it allows teachers to record events and
feelings that were either successful or ineffective. Teacher’s diaries promote self-assessment
and provide feedback on what has been accomplished. Curtis and Bailey (2009) argue that
teacher’s diaries usually prompt a subsequent twofold interpretative procedure, more
specifically the primary and secondary type. The first relates to the teacher/researcher who,
after completing the diary, reflects on the events. Palmer (1992) postulates that diaries raise
awareness over teaching practices, which in the long run, may contribute to professional
development. To illustrate this, Jeffrey (2007) gathered his diaries of 3 ELT courses from 2002
and 2006 in order to evaluate and reflect on his quality of work and his professional course. He
realized that gradually his diary had included more insight that adhered not only to feelings and
thoughts, but also to more mature, scientific remarks that helped him justify and improve his
techniques. Therefore, despite being time-consuming, it has a profound and immediate effect
on his practices. On the other hand, the secondary type seems to include an outside party that
reads and interprets in order to extract data and draw conclusions. This is linked to research in
a wider and more formal scale. It is often claimed that diaries may include valuable information
to be analyzed in a research context (qualitative and quantitative). Ohly, Sonnentag, Niessen
and Zapf (2010) enumerate a number of researchers whose research questions were addressed
by diaries in a supplementary fashion. They also included educational ones in which diaries
were frequently exchanged amongst teachers to incite reflection and discussion in a more
systematic way than a casual occasional talk amongst colleagues. Diaries seem to be highly
useful for novice teachers (Wiegerová & Lampertová, 2012). The teacher’s diary can take one
of the following forms: structured, non-structured and combined. The first requires specific
questions to be answered excluding spontaneity, the second allows an uninhibited stream of
consciousness and the last borrows elements from both (Wiegerová & Lampertová, 2012). The
teacher’s diary in this research follows the norms of the latter form. Information was used to
corroborate on some assumptions and conclusions in combination with the interviews
presented below.
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4.9. Official documents and records
According to Bogdan (1973), anything that may divulge valuable information that provides
insight or serves as an additional parameter to be investigated should be retained and
interpreted against the other data. Bogdan (1973) elaborates on the above by clarifying that
these documents and records do not form the foundation, in other words the main fount of the
research, they nevertheless, aid the researcher to reconstruct and recreate the world or state of
affairs participants are involved in without compromising it. Consequently, the researcher can
approach the current situation that may help comprehend and interpret the surroundings of the
subjects and how they interact with it. In this particular research, the Common European
Framework of References-CEFR (Council of Europe, 2017), the Cross-thematic Curriculum
Framework for Modern Foreign Languages, the course components of the 5th Grade of Primary
School and the KPG exams will be considered as official documents and so will the records
that provide the wider educational framework, which gradually influences pedagogical
approaches, methodologies and the techniques which are applied. Due to speaking and
vocabulary being the focal point of this research, emphasis has been placed on these as well as
on the integration of videos in ELT and the implementation of differentiated instruction. The
chapters above attempted to cover the significance of all these and their interrelatedness, in
other words how they interact and exert influence individually and collectively on the teaching
of speaking and vocabulary through the application of differentiated instruction and videos in
the teaching and learning process.
5. Action research, triangulation and concluding remarks
This section seeks to make a smooth transition from qualitative to quantitative research; to
explain and justify the tools employed, to collect and interpret the results of each student both
individually and comparatively. The section rounds off, by discussing issues of validity and
generalizability, as well as the limitations of this research and suggestions for further research.
5.1. Action Research
“Action research aims at improving professional practice by bringing about change, often
through involving research participants in the process of investigation” (Riazi, 2016, p.4).
According to another definition, “action research is a collaborative approach to research that
provides people with the means to take systematic action in an effort to resolve specific
problems” (Lune & Berg, 2016, p.138). It is evident that both definitions have some features
in common. One characteristic has to do with the subjects that take part; it seems that two
seemingly opposite parties become involved. Even though researchers seem to distance
themselves from the process, in this case they intentionally aspire to modify the status quo and
test the efficiency of these changes against the preset objectives, thus, necessitating their
involvement (Kossy, 2005). In this particular research, the students are inevitably the main
participants that have to respond to premeditated changes imposed by the teacher-researcher.
Finally, the other shared characteristic is that action research, as the term denotes, aspires to
bring about change, implement and study the effects of something novel. Therefore, it is not
mere observation, but intervention. Initially, a problematic area or weakness or deficiency is
spotted and then the researcher suggests a method with a view to resolving the issue (Bassey,
1998). Eventually, it wishes to improve or upgrade the current practices, to encourage progress
among colleagues and to remedy problematic aspects (Kossy, 2005). Action research entails
that the teacher is not an indifferent observer that carries out the teaching process; he or she
reflects upon practice, intervenes to remedy weaknesses and evaluates these interventions in a
systematized and well-structured fashion (Shon, 1991). Consequently, this could potentially
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improve working conditions and optimize professional prospects as well (Banegas, Pavese,
Velázquez & Vélez, 2013).
This particular research adheres to the tenets of the aforementioned research method since its
objective is to apply differentiated instruction by incorporating videos in the teaching process
with the aim of improving speaking and vocabulary enrichment. The main weakness identified
in this educational context is the lack of evidence corroborating the use and efficiency of videos
in the Greek public school, which is monitored in the research at hand.
5.2. Triangulation
Triangulation is a process that emerged and was implemented because of its justifiable need to
reinforce validity by collecting data from various resources (Creswell & Miller, 2000; Lincoln
& Guba, 1985). Admittedly, accuracy and credibility of the findings increase validity which in
turn render the research reliable and, in the field of case studies, the results may be
generalizable. Creswell (2011, p.259) defines triangulation as “the process of corroborating
evidence from different individuals (e.g., a principal and a student), types of data (e.g.,
observational field notes and interviews), or methods of data collection (e.g., documents and
interviews) in descriptions and themes in qualitative research”. Furthermore, Creswell (2011)
mentions that triangulation encompasses the collection of both qualitative and quantitative data
thus leading to a mixed method approach. As previously mentioned, generalizability is one part
of the threefold objective of any case study. However, the other equally significant factor is
that of reliability which mostly pertains to quantitative data. More specifically, reliability is
about “consistency in measuring something of interest” (Paltridge & Phakiti, 2015, p.31).
Measuring instruments, through which results are extracted, should be carefully designed so
that the data to be analyzed is valid, thus, the consequent analysis is trustworthy. Contrary to
its paramount importance, it has been reported that designing reliable measuring instruments
is something which has been neglected in research in applied linguistics (Larson-Hall &
Plonsky, 2015). For instance, according to Paltridge and Phakiti (2015), “dependability” (p.31)
may jeopardize the outcome of a test in writing since, evaluation does not only include
grammatical competence criteria, which are more readily constrained and assessed, but also
content. With a view to minimizing the effects of dependability, they suggest discussing any
limitations or weak spots. Moreover, Malvern and Richards (2012) claim that the measuring
tool itself, no-matter how accurate it may seem, should be used with caution because it may
have flaws. Generalizability, on the other hand, is about projecting results, analysis and patterns
to other populations or situations that bear similarities (Loewen & Plonsky, 2015). Case
studies, due to their limited number of participants, seem to necessitate replication, initiating a
process of further investigation and exploration which is also beneficial (Shaughnessy,
Zechmeister, & Zechmeister, 2008).
Finally, in this particular case study, and in order to implement the above, data was gathered
from various resources and individuals. Firstly, official records were studied pertaining to the
given educational context (i.e. the Common European Framework of References-CEFR
(Council of Europe, 2017), the Cross-thematic Curriculum Framework for Modern Foreign
Languages, the course components of the 5th Grade of Primary School and the KPG exam
format). Secondly, interviews were conducted eliciting information from both students and
mothers. Thirdly, the video sessions were recorded, from which data was isolated and analyzed;
some data was isolated and analyzed, some remained qualitative but some other data was
quantified.
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5.3.1. The “type-token ratio” as a measuring tool to quantify lexical diversity
The type-token ration (Johnson, 1944, p.1) method has been widely used, revised and
implemented in various researches concerning vocabulary enrichment (Kubát, & Milička,
2013), ranging from narrowly linguistic objectives, such as comparing oral and written
diversity (Gibson, Gruner, Kibler & Kelly, 1966), to psycholinguistic purposes, such as
identifying patterns in students’ development of use vocabulary (Andolina, 1980). As a
method, it was first implemented by Templin (1957), but the terms were established by Peirce
(1906).
5.3.2. Defining “type” and “token” prior to presenting the method itself
“Type” alludes to lemma; word family or group of non-compound words that share the same
etymological root (Francis, Kučera, & Mackie, 1982). Therefore, the vocabulary of a speaker
does not consist of the “total number of graphic/phonetic words” but rather of the “total number
of lemmas” (Youmans, 1990, p.585). In other words, vocabulary range is not reflected by the
total number of words uttered. It is this total amount that is filtered and classified based on
lemmas, in other words, distinct word families that may be potentially manifested in speech in
various ways (i.e. watch, watches, watching). “Token”, on the other hand, is not discriminative
but accumulative; it represents the exact and total amount of words irrespective of
morphological or semantic criteria (Baker, Hardie & McEnery, 2006). The main difference
between types and tokens is that the latter includes all linguistic units regardless of repetition,
whereas the first segregates amongst family groups and is subject to lemmatization (Hussein,
n.d.).
These two concepts combined in a mathematical division or fraction lead to a number-indicator
of language diversity and richness in an already given sample of language. Types constitute
the numerator, while tokens the denominator (Litvinova, Seredin, Litvinova & Zagorovskaya,
2017). To illustrate this:
𝑇𝑇𝑟 =

Types
Tokens

As a result, a ratio, a quantitative relation between types and tokens occurs, showcasing the
lexical density.
5.3.3. Discussing the validity of the measuring tool
As can be readily inferred by the mathematical fraction above, the more the tokens the more
likely it is to get a lower ratio. Since tokens reflect text length and, inevitably, text length exerts
a considerable influence on the final outcome of the division (Kubát & Milička, 2013; Cvrček
& Chlumská, 2015). As far as types are concerned (distinct words), it has been observed that
the longer the text, the more words seem to be repeated (Carroll, 1964; Malvern, Richards,
Chipere, & Durán, 2004; McCarthy & Jarvis, (2007). As a result, if types remain relatively
intact, but tokens increase, the ratio decreases producing misleading, non-representative and
non-comparable results (Caruso, Folino, Parisi & Trunfio, 2014). Linguistically speaking,
same lexis are more frequently repeated (especially in texts which come from the same field,
e.g. films and the cinema), thus, reflecting on a seemingly poor command of vocabulary variety
(McCarthy & Jarvis, 2010). However, the topics under discussion, in this particular research,
often overlap or revolve around matters of daily life, therefore, the topic variant does not apply
here. Moreover, different speakers may manifest deviation, nevertheless for the purposes of
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this research a comparison between the two students will be pursued to illuminate these
discrepancies, which serve as an initiating point of discussion, from an educational point of
view.
With a view to amending this unjust divergence of text length, alterations to the conventional
TTR must be imposed to ensure validity; otherwise, the variant of text length will jeopardize
the trustworthiness and validity of the results (Koizumi & In'nami, 2012). As a consequence,
it has been agreed to provide a “window length” (Covington & McFall, 2010, p.96) of
approximately 100 words “in order to avoid contamination of the results due to text length
variation“ (Liontou, 2015, p.42). If a section to be processed exceeds the above range, by far,
then it will be divided into two subsections, TTR will be administered twice and then the final
ratio will be the result of the two outcomes divided by 2. This improved method extends and
mitigates the flaws of the traditional TTR. It is called “Moving Average Type–Token Ratio”
(MATTR), which was introduced by Köhler and Galle (1993) and was also advocated by
others, such as Covington and McFall (2010). A comparative study of various reformulations
of the basic TTR conducted by Fergadiotis, Wright and Green (2015) suggested that MATTR
was one of the two most valid precluding construct-irrelevant variance factors (Ferrier, Lovett
& Jordan, 2011), such as for example length, that undermine validity, thus preventing
systematic, inherent errors due to a faulty or miscalculated construction of the measuring tool
(Haladyna & Downing, 2004).
5.3. The steps followed by the researcher to quantify the data collected
As previously mentioned, in the data collection section, a scheme had previously been
designed; more particularly documents were probed into, the students’ profile was
meticulously studied, lesson plans and activities were designed, semi-structured interviews
were administered and lessons were recorded. Lessons were transcribed manually with the
maximum diligence possible. The pre- and post-tests of each student were isolated since they
indicated the extent of the influence of differentiated instruction on students’ speaking skills.
Meanwhile, data was gradually and safely stored. Each student had her own file which was
partitioned into 11 lessons. The MATTR was applied in every pre- and post-test; therefore we
had 22 results for each student, in other words 44 results in total. These were later inserted into
the Excel to compare and correlate. These results were cross-examined and compared. In each
lesson every pre-test was assessed against the equivalent post-test. In addition, the progress of
the pre-tests across the lessons were evaluated and the progress of the post-tests were also
analyzed. After this procedure was implemented for every student individually, then, the
outcomes of the two participants were juxtaposed.
5.4. Moving Average Type-Token Ratio Results
At a glance it seems that on average the post-test results surmount the figures of the pre-tests.
Assumingly, one would expect that as the lessons proceed both the results of the pre-tests and
the post-tests would increase due to the intervention of the video. Nonetheless, fluctuation is
still manifested; neither the pre-tests nor the post-tests seem to adhere to a linear, steadily
increasing progress. They rather diverge from the predictive course by showing variation back
and forth. Additionally, another assumption which is demystified and discarded is that students
do not necessarily outperform in the post-test compared to the pre-test. Cases like the
aforementioned do not occur frequently, so as to pose a severe menace to the educational
principle concerning the benefits of video integration, nevertheless they do constitute the
exception. The aforementioned apply to both students.
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5.5. Results of Student A
The results are depicted in detail in the table below, followed by a thorough analysis.
Table 1: MATTR results of student A

Lessons

MATTR
Pretest

Posttest

Lesson 1

0.475

0.471

Lesson 2

0.4272

0.488

Lesson 3

0.492

0.455

Lesson 4

0.46

0.497

Lesson 5

0.495

0.499

Lesson 6

0.507

0.522

Lesson 7

0.518

0.522

Lesson 8

0.469

0.519

Lesson 9

0.492

0.502

Lesson 10

0.476

0.522

Lesson 11

0.488

0.567

Table 2: Number of tokens of student A

Lessons
Lesson 1
Lesson 2
Lesson 3
Lesson 4
Lesson 5
Lesson 6
Lesson 7
Lesson 8
Lesson 9
Lesson 10
Lesson 11
Average Tokens

Number of tokens
Pretest
162
190
216
211
234
234
234
209
153
197
200
203.6
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Posttest
235
245
260
236
250
281
239
285
198
257
253
249
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Graph 4: MATTR results in conjunction with the lessons of student A
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5.6.1. Pre-test results
The pre-test results of student A ranged from 0.4272 to 0.518. This entails that almost half of
the words the student actively used were novel and unique. Given that the number of words or
tokens uttered spans from 153 to 234 with an average being around 203.6, the words or types
that seemed to be recursive and reoccurring were functional and commonly used ones, such as
the words: is, and, happy. Nevertheless, since almost half of the words are unique in the sense
that they bear and convey a different message, her answers, in general, sounded contentrelevant and meaningful. In addition, it should be noted that lexical diversity in some cases was
quite reliable on topics which overlapped (McCarthy & Jarvis, 2010). For instance, in lesson
3, student A performed better in the pretest, especially in the lexical resources of two
consecutive questions namely: Which do you prefer? The sea or the mountain? Why? and Do
you like summer or winter holidays? Why? Therefore, the student repeated herself and did not
elaborate more, possibly because she assumed that she conveyed the message effectively
enough earlier on and thus did not make an effort to retrieve and impart more information.
Another additional explanation to this would be of a psychological or communicative nature;
she did not feel the need to develop her arguments further since she may have felt bored or
demotivated in raising a similar subject. Whichever the underlying motive, the test in this case
displays a degree of liability; the teacher-researcher opted for this phenomenal thematic overlap
with a view to elicit more vocabulary items on this wide topic of vacations and summer.
However, the effect was quite contradictory; instead of encouraging further retention of lexis
due to the follow-up question, it evoked a sense of unnecessary repetition that was reflected on
redundancy in vocabulary, long pauses and fillers that showed a feeling of boredom. On the
other hand, this choice may also elucidate this fact precisely, i.e. the lack of lexical diversity,
thus rendering this seemingly ill-selected sequence of questions fortunate and conducive to
analysis, pinpointing a weakness in vocabulary. Finally, notwithstanding these discrepancies,
the student appears to begin her early leaning stages in English equipped with a sufficient
vocabulary repertoire. This repertoire, in connection with her profile, age, cognitive skills and
target language exposure seem to help her face the challenges of A1 and A2 levels of the CEFR.
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5.6.2. Post-test results
The post-test results of student A ranged from 0.471 to 0.567. This entailed that almost half of
the words the student actively used were novel and unique. Given that the number of words or
tokens which were uttered spanned from 198 to 285 with an the average of around 249, the
words or types that seemed to be recursive and reoccurring were functional and commonly
used ones, such as for example the words: is, and, happy. What is noteworthy is that the number
of words, which she used, had increased considerably which shows that videos, as a tool which
was used in differentiated instruction, may have enhanced her fluency and may have aided her
at honing her speaking skills. Furthermore, apart from lessons 2 and 3, which in the case of this
research also present a plunge, the rest of the results seem to reflect an upward trend, to a
moderate degree. Only lesson 11 seems to present a deviation, which unexpectedly scales to
the highest percentage of 0.567. However, in this research there are instances where a relatively
high score is followed by a lower one, thus marking a deviation. Lesson 3 appears to produce
the lowest score which may be justified based on the previous subsection of the pre-test results,
in the sense that what happened during the pre-test may have happened in the post-test as well.
According to Boyas, Bryan and Lee (2012) and Drennan and Hyde (2008) students tend to be
more informed and self-conscious in the post-test, since they have already experienced the pretest. The latter may be a factor that justifies her general improvement.
5.6.3. Juxtaposing pre-tests against post-tests
This subsection aspires to answer to the first two research questions: “To what extent do videos
endorse speaking amelioration?”, and “To what extent do videos endorse vocabulary
enrichment?” The findings of the performance of student A reveal that the number of words
articulated have increased, fluency seems to have improved, the student made less pauses and
in the majority of the lessons the student’s vocabulary was enriched. The fact that pauses shrank
had to do with the element of automaticity which generally seems to be inherent in fluency
(Kormos & Dénes, 2004); the interlocutor wasn’t aware of the underlying psycholinguistic
procedures and efforts that the L2 speaker underwent, verbal communication should have
flown smoothly or should even have overlapped, thus generating the impression that the
speaker was not struggling (Lennon, 1990). Finally, the process of retrieving the appropriate
lexis almost instantly in order to fully convey the message in a range of semantic environments
seemed to promote fluency besides constituting an integral part of the latter (Fillmore, 1979).
From an educational perspective, there were other factors to consider and draw conclusions
from. Firstly, it should be noted, once more, that in each lesson the pre-test and post-test
questions and tasks were exactly the same and they also followed the same order. Moving from
one lesson to another, the questions were steadily replaced bearing less and less resemblance
when reaching the last one. Therefore, the student could notice a certain degree of likeliness
which was intentional from the researcher’s part in order to provide a combination of familiar
and unfamiliar elements, so that the student would feel less intimidated but more challenged
(Yu, 2015). Moreover, Ellis (2002, 2008; Ellis & Collins, 2009) contended that task frequency
is what reassures language acquisition contrary to deductive teaching followed by drills to
apply and finally internalize forms. Students should be offered the opportunity to perform in
the same or a similar task again (Yu, 2015). According to Yu’s research (2015), a speaking
activity that was almost instantly replicated resulted in content reformulation followed by a
general amelioration of the outcome (ideas, fluency, accuracy, complexity). In this research,
student A seemed to follow this pattern since fluency improved and vocabulary was enriched
apart from rare occasions, where the choice of questions was most probably ill-conceived.
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5.6. Results of Student B
The results will be depicted first on the table below and then an analysis will follow.
Table 3: MATTR results of student B

Lessons

MATTR
Pretest

Posttest

Lesson 1

0.462

0.524

Lesson 2

0.459

0.455

Lesson 3

0.491

0.488

Lesson 4

0.505

0.499

Lesson 5

0.495

0.51

Lesson 6

0.481

0.509

Lesson 7

0.553

0.578

Lesson 8

0.534

0.563

Lesson 9

0.502

0.527

Lesson 10

0.483

0.502

Lesson 11

0.517

0.599

Table 4: Number of tokens of student B

Lessons
Lesson 1
Lesson 2
Lesson 3
Lesson 4
Lesson 5
Lesson 6
Lesson 7
Lesson 8
Lesson 9
Lesson 10
Lesson 11
Average Tokens

Number of tokens
Pretest
205
287
298
231
261
196
180
204
181
186
186
219.5
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Posttest
248
312
288
233
259
203
183
224
306
306
165
247.9
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Graph 5: MATTR results in conjunction with the lessons of student B
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5.7.1. Pre-test results
The pre-test results of student B ranged from 0.4662 to 0.553. This entails that almost half of
the words the student actively used were novel and unique. Given that the number of words or
tokens uttered spanned from 180 to 298 and the average was around 219.5, the words or types
that seemed to be recursive and reoccurring were functional commonly used ones, such as, for
example, the words: is, and, happy. In addition, it should be noted that lexical diversity in
some cases seemed to be quite reliable on topics overlapping. Noticeably, student B in lesson
3 seemed to have experienced the same as student A; instead of providing the opportunity to
elaborate on the topic of vacations and summer, the follow-up question whose intention was to
elicit more lexis on the topic failed to do so, since it was probably conceived as repetition by
student B, as well. She did not feel the question sustained her motivation or incited her interest
yet further so as to impart with information and develop argumentation. Another possible
explanation, may be that the seemingly repetitive question was successful because it presented
a lack of vocabulary items in this semantic field, thus the student could not elaborate more. In
addition, even though lesson 2 seemed to fall behind, the difference with the equivalent posttest was subtle and almost negligible. Finally, notwithstanding these discrepancies, student B
also appeared to begin equipped with a sufficient vocabulary repertoire, which in combination
with her profile, age, cognitive skills and target language exposure seemed to help her face the
challenges of the A1 and A2 exam level of the CEFR. In general, the two students followed a
similar course manifesting some similarities but also some differences, which will be dealt with
further on in this research, after the results of the post-tests and the juxtaposition of the pretests against the post-tests of student B.
5.7.2. Post-test results
The post-test results ranged from 0.455 to 0.599. This entailed that almost half of the words
the student actively used were novel and unique. Given that the number of words or tokens
uttered, spanned from 165 to 312 with an average of around 247.9, the words or types that
seemed to be recursive and reoccurring were functional commonly used ones, such as, for
example, the words: is, and, happy. What was worth noting in student B was that the number
of words had increased considerably which showed that videos, which were used in
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differentiated instruction may have enhanced her fluency and may have aided in honing the
students’ speaking skills. Furthermore, apart from lessons 2 and 3, which showed a plunge, the
rest of the results seemed to reflect an upward trend, to a moderate degree. Only lesson 11
seemed to deviate, which unexpectedly scaled to the highest percentage of 0.599. However,
there were instances where a relatively high score was followed by a lower one, thus marking
a deviation. Lesson 2 appears to present the lowest score. Another issue, however, that
emerged in the post-test of Student B is a vocabulary choice appropriateness error when she
answered “It is not helpful to take the car” to the question “Do you go to school on foot or by
car?”. Even though she tried to be more resourceful and inventive to elaborate and relay more
information, the result was unfortunately marked by poor use of vocabulary. This was an
indication of lack of lexis or/and an inability to assess the target semantic surroundings in
relation to the collocation. Lee and Liu (2009) have observed and recorded this tendency of
EFL students opting for inappropriate lexis, attributing it to their systematic use of denotational
criteria and to the exclusion of connotative ones (Lee & Liu, 2009). As a consequence, students
usually ignore the impact of implications that a word choice could yield in a given context and
insist on selecting words that bear a resemblance but, in terms of collocations and semantic
prosody, do not behave the same in a particular communicative context (Xiao & McEnery,
2006; Zhang, 2009). Another possible explanation of this misuse may be the student’s subtle
and flexible maneuver to deploy a remedial strategy with a view to preventing a menacing
breakdown (Swain & Canale, 1980). Before uttering this word, she had already started
unfolding her argument that she thought she had to conclude. As a result, she resorted to
“helpful” which seemed suitable; her hesitation was discernible, but not conspicuous enough
for the interlocutor to move on. Whatever the explanation, the effect was twofold; the meaning
was slightly vague but the conversation resumed.
5.7.3. Juxtaposing pre-tests against post-tests
This subsection aspires to answer to the first two research questions (Wengraf, 2001) namely:
“To what extent do videos endorse speaking amelioration?’ and, ‘To what extent do videos
endorse vocabulary enrichment/” The findings of the performance of student B revealed that
the number of words articulated had increased, fluency seemed to have improved, the student
made less pauses and in the majority of the lessons her vocabulary was enriched. However,
student B, in particular, and despite the high scores and the great number or words uttered,
presented very long pauses which almost led to a breakdown in the conversation sometimes,
but which was prevented the last minute. The fact that these pauses shrunk in the post-tests
relates to the element of automaticity which seemed to be inherent in fluency (Kormos &
Dénes, 2004). The interlocutor, under normal circumstances, shouldn’t be aware of the
underlying psycholinguistic procedures and efforts that the L2 speaker undergoes, they should
rather allow the conversation to flow smoothly or even overlap, thus generating the impression
that the speaker is not struggling (Lennon, 1990). The process of retrieving the appropriate
lexis, almost instantly, in order to fully convey the message in a range of semantic
environments promotes fluency and also constitutes an integral part of the latter (Fillmore,
1979). The instance of misusing a word, such as “helpful”, thus violating the rules of
collocations and semantic prosody, was rare and inconsistent, but it did not occur very often so
as to raise suspicion over an extensive inability to appropriately utilize lexis in a given context.
From an educational perspective, there are other factors to consider and to draw conclusions
from which seem to be widely pertinent to both students. Firstly, it should be noted that in each
lesson the pre-test and post-test questions and tasks were exactly the same and they also
followed the same order. Moving from one lesson to another, the questions were steadily
replaced bearing less and less resemblance until the last one was reached. Therefore, the student
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could notice a certain degree of likeliness which was intentional from the researcher’s part in
order to provide a combination of familiar and unfamiliar elements, so that the student would
not become intimidated but would remain challenged and interested (Yu, 2015). Moreover,
Ellis (2002, 2008) and Ellis and Collins (2009) contended that task frequency is what reassures
language acquisition contrary to deductive teaching followed by drills to apply and finally
internalize forms. Students should be offered the opportunity to perform even in the same or a
similar task (Yu, 2015). According to Yu’s research (2015), a speaking activity that was almost
instantly replicated showed that the second attempt was more improved, in content, and that
the general performance was also ameliorated (ideas, fluency, accuracy, complexity). In this
research, student B seemed to follow this pattern since her fluency improved and her
vocabulary was enriched apart from rare occasions, where the choice of questions was illconceived. She even tried to improve complexity but it occasionally resulted in long pauses.
This may be attributed to the fact that students try to improve complexity, but pause and
struggle to focus on form and this, at first, may hinder fluency (Ellis and Barkhuizen, 2005).
5.8. Comparing the two students
In general, it seems that they both responded to the challenges and managed to maintain a
meaningful and riveting discussion. Their answers were on the topic and they never showed
lack of understanding. They did not ask for repetition or clarification. Nonetheless, student B
manifested a greater lexical diversity accompanied by a higher number of words. The latter
contradicts Caruso, Folino, Parisi and Trunfio’s (2014) contention that the more the tokens, the
less types will be. In addition, after their results were parsed, student B also manifested another
ability, which was that of manipulating language in such a way so as to avoid the abrupt
termination of the interchange. Even though she made use of a word that was apparently
marked by lack of connotative appropriateness, infringing the rules of collocations and
semantic prosody, the word “helpful” was the necessary device to reassure continuity. It might
also have been an attempt to improve complexity that, nevertheless, failed. Finally, as
concerning student B, the course from lesson 1 to lesson 11 seemed to feature less backtrack
because even when the scores receded, the regression was moderate. Student A did not deviate
considerably either. Yet student B seemed to subtly outperform student A. On the other hand,
apart from particular instances, the difference between the equivalent pre-test and post-test was
discernable and the number of words elevated. The latter applied to both students, which entails
that videos can improve fluency and promote vocabulary enrichment. Taking into account the
aforementioned, in this subsection, Student B seemed to have outperformed here, too.
5.9. External validity and generalizability
The following subsections will present these two notions making associations between the
wider scope of research and this particular one.
5.9.1. Definition
Even though external validity or generalizability (they are often used interchangeably) pertain
mainly to purely quantitative research (Riazi, 2016), one of the major concerns of case studies
is generalizability, too (Lune & Berg, 2016). The latter explores the possibility or the extent to
which the findings of a research can be truthful, applicable or/and transferable to other similar
groups in a similar context; or whether the patterns and results observed can be traced in similar
situations or populations (Loewen & Plonsky, 2015). For instance, in this research the concern
is whether most, if not, all young learners of EFL, in Greece at least, manifest the same behavior
in terms of language development after being exposed to the multimodal aid of videos through
differentiated instruction.
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5.9.2. Limitations and weaknesses
According to Lune and Berg (2016) the two main issues of case studies relate to the notion of
objectivity and generalizability. The last two concepts seem to undermine the value and the
very nature of case studies menacing their existence and contribution to science. Lune and Berg
(2016 p.177) admit that objectivity may be “elusive”. Contrary to quantitative research, case
studies are subject to interpretation, in other words after the data is collected conclusions can
be drawn. The question is whether conclusions truly stem from the data collected and reflect
reality as observed and investigated by the researcher. Therefore, objectivity does not have to
do with the choices which are made during the process of the research – as long as there is
honest transparency – but whether the course taken from the collection of data to the drawing
of the conclusions is reasonable and offers for replication (Riazi, 2016). Subjective choices and
decisions are often made in quantitative research, too. Lune and Berg (2016) replace objectivity
with the term “intersubjective reliability” (p.177), which allows other researchers to repeat,
replicate and reach the same conclusions.
On the other hand, the notion of generalizability as previously defined stumbles upon the
number of the participants which do not seem likely to reflect reality. Case studies inherently
deal with a limited number of individuals thus limiting the scope of transferability. Even though
the element of generalizability is compromised, in-depth, thorough and rigorous analysis is
highlighted (Paltridge & Phakiti, 2015). Despite the limits of generalizability, Lune and Berg
(2016, p.178) argue that case studies are valid and legit as long as the assumption that “human
behavior is fairly consistent”, is widely accepted. However, they contend that case studies can
incite further research and investigation; promote negotiation and reflection, which are
beneficial to science.
5.9.3. Validation strategies and suggestions
With a view to amend the above, some validation strategies were deployed (Creswell & Poth,
2017). Triangulation was one of these techniques which was thoroughly discussed above.
Triangulation is merely an attempt to gather additional information including interviewing
mothers to identify the learning profile of the students, their family background, maternal
involvement and judgment over English language learning; interviewing students aimed at
revealing the participants perspective on the research. It was also an attempt to quantify lexical
density to assess the contribution of videos in vocabulary enrichment. Another way to mitigate
a researcher’s bias, is to try and engage in critical reflection which may prompt awkward or
negative elements (Yin, 2014). More often than not, researchers may realize that some
decisions they have made were unfortunate or the results they had expected did not corroborate
their initial hypothesis. This is where transparency and a detailed description restore the
research rendering it valuable to science (Creswell & Poth, 2017). As a consequence, what has
been accomplished in this research is that there was an attempt to delineate the process as
thoroughly as possible, justifying and explaining, based on pre-existing literature and personal
interpretations but also adhering to the notion of transparency. It is important to note that in
this research the students’ post- and pre-test results did not show an upwards slope but also a
regression. This was attributed to the teachers’ misconceptions and misassumptions of how
students would respond. Another explanation could also be the faulty design of the original
video-based lessons (videos, activities, topic) that did not promote learning or did not incite the
students’ interests. Therefore, it seems that there is a need to record and report Greek students’
responses to the use of the video in other areas, such as grammar, reading or writing. A
systematic and analytical study could also extend to video viewing outside the classroom, since
video/movie streaming platforms such as YouTube or Netflix are prevalent in students’ daily
lives, but the existing research is scarce (Dizon, 2016; Dizon, 2018). It would be interesting to
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see how video/movie streaming platforms such as YouTube or Netflix influence language
learning and whether they facilitate the teaching procedure in class. It would also be beneficial
to include more students, males and females, coming from different socioeconomic
backgrounds or maybe different ethnic origins. The lower educational levels of the families or
a less prominent position taken by the English language, because of multilingualism in
immigrants, or the lack of access to technology due to limited financial resources may reveal
other findings (Mohamed, Petras, Ismail & Eng, 2013). Finally, the strategies that students
deploy, to access meaning, could also be explored by investigating both the cognitive and the
metacognitive effects of videos on students who are learning a foreign language.
Conclusion
This paper corroborated the widespread assumption that videos along with their innate
advantages can bring about numerous and profound benefits in the process of ELT. Apart from
the fact that they sustain motivation and interest, they manage to increase authenticity and
language exposure which collectively lead to speaking improvement and vocabulary
amelioration. Differentiated instruction seems to make the integration of videos feasible.
Nonetheless, this particular paper shed light on the fact that the learning procedure is not always
reflected by a linear upward trend but that it may be liable to regression. The latter seems to
occur rarely. Despite the positive effects of videos on foreign language learning, the degree of
these effects should continue to be investigated and the way they are interwoven along with
the accompanying activities should be negotiated, too. This incessant concern is grounded on
the fact that videos, as the interviews above showed, have become a commonplace due to the
fact that they are easily accessed on the Internet. Therefore, videos and ELT defy the
boundaries of the classroom and extend to everyday life. This does not seem to question or
menace the position of videos in ELT, it rather aspires to restore them and use them in the most
beneficial fashion possible.
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Abstract
As the SARS-CoV2 virus epidemic emerged in Thailand in early March, there are misperceptions about the
virus among Thai people. This might lead to an inevitable widespread transmission of the SARS-CoV2 virus
in the country. Thus, it is essential for Thai people including students to gain correct knowledge as well as to
have the awareness raised about the virus. This article aims at comparing knowledge and perception of COVID19 across elementary and secondary students. Data gained in this study was collected through an online survey
which consisted of 10 questions related to the fundamental understanding of the virus. Survey respondents were
892 students from Grade 4 to 12 aged between 9 to 18 years old. Statistical data analysis involved Mean,
Standard Deviation, and T-Test. The information gained from the survey revealed that misperceptions about
the virus are still found among the respondents. Secondary students are more knowledgeable about the SARSCoV2 virus than elementary students with statistical significance at 0.01. it is suggested that information about
the SARS-CoV2 virus be distributed on the internet for students to read and get educated to raise their
awareness and become more knowledgeable about the virus.
Keywords: knowledge, perceptions, SARS-CoV2 virus, COVID-19, Students

1. Introduction
The outbreak of SARS-CoV2 virus in Thailand in early March caused problems
domestically and internationally. Thailand was ranked the 14th country with the highest
confirmed cases in the world with forty-three confirmed cases, thirty-one recoveries, and one
death (SpringNews, 2020). Thai people were in need of seeking proper methods to stop the
transmission. Understanding of the virus and having awareness raised were 2 key successes to
help break the people-to-people transmission chain which eventually could improve the
country's situation (Roy, Tripathy, Kar, Sharma, Verma, & Kaushal, 2020; Geldsetzer, 2020).
The information about COVID-19 in this research was collected from reliable sources in
March while the country was entering phase 5-6 of the pandemic, according to WHO (Carlson,
Thung, & Norwitz, 2009). The collected information involved symptoms, means of
transmission, and groups of people exposed to high infection risks (Woft, et. al., 2020).
The objective of this research was to evaluate the students’ conception of COVID-19.
Although groups with high infection risks include seniors and those with underlying diseases
such as pneumonia, children are potential disease carriers and their lacking COVID-19
conception could worsen the country’s situation. This study also explores types of media
viewed by students as they are sources of information about COVID-19 frequently and mostly
accessed by elementary and secondary students. The information about types of media accessed
by students could potentially lead to further needs analysis if it is necessary to put a greater
amount of information about COVID-19 in those media as a means to enhance students’
understanding of COVID-19.
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2. Literature review
The Chinese Medical Treatment Expert Group for COVID-19 (2020) detailed crucial
information about COVID-19 collected from 11th December 2019 – 31st January 2020.
1. The virus's incubation median is approximately 4 days with a normal range between 2
-7 days.
2. Major transmission modes are droplets and contact.
3. The median age of risky groups is 47 with few children’s cases including seniors above
60 years of age with underlying diseases.
4. Symptoms:
- High fever (greater than 37.3 degrees Celsius) is initially found in 44% of patients.
However, the percentage is elevated to 88% after hospital admission.
- A dry cough is found in 70% of patients. Chesty cough and dyspnea are found in
20%-30% of patients.
- Less common symptoms include aches and pain, headache, sore throat, rhinorrhea,
diarrhea, conjunctivitis, anosmia, ageusia, and rash.
- Gastrointestinal symptoms such as nausea and emesis are found in 10% of patients.
Fewer GI symptoms are found compared to those infected with MERS-CoV and
SARS-CoV.
- Fatigue is found in severe cases.
5. Medical imaging should initially be performed with hospitalized patients and followup repeated medical imaging should be performed in line with clinical courses.
- By chest x-ray, bilateral and peripheral opacities in multiple lobes are found in 60%
of patients.
- By Chest CT Scan, general bilateral opacities and minor unilateral opacities are
found in patients. Ground glass opacities investigate white consolidation including
interlobular and intralobular septal thickening in 84% of patients with severe
infection.
6. Laboratory results:
- White blood cell counts are likely to be lower than 5,000 cells per mm3 and
lymphocyte counts are below 1,500 cells per mm3. Platelet counts can drop to
approximately 160,000 cells per mm3.
- ALT and AST may occasionally occur.
- Diagnosis is confirmed by RT-PCR of SARS-CoV-2 RNA isolated from patient
specimens, preferably from at least one nasopharyngeal swab.
7. 15% of patients are found with severe illness, 5% of patients develop critical symptoms
by chance, and 1.5% of patients have high possibility or mortality. However, the
mortality rate of asymptomatic patients is not stable.
8. The average hospital stay of patients is 12 days with pneumonia can be investigated in
91% percent of admitted patients.
9. SARS-CoV2 viruses can be transmitted through asymptomatic carriers.
3. Research Methodology
This research is survey research. The information is collected from elementary and
secondary students in an independent school. The information was collected using an online
questionnaire. The questionnaire consists of 10 yes / no questions related to the fundamental
understanding of COVID-19. Questions in the questionnaire are verified by professional
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physicians including research and educational experts with the validity score in the range of
0.67 and 1.00. One hundred people were asked to verify the questionnaire’s validity and it was
scored 0.82. The questionnaire difficulty is scored between 0.5 – 0.75. During the data
collection stage, 485 elementary students and 402 secondary students were surveyed on the 3rd
of March. The data is statistically analyzed through Mean, Standard Deviation, and T-Test.
4. Finding
Table 1 presents the frequency and percentage of student respondents participating in the
survey. Major respondents were male (55%). They mainly gained information about COVID19 through YouTube (35%). Respondents also gained information through Instagram (16%),
and Facebook (10%) respectively.
Table 1. Frequency and percentage of student respondents from each department.

Elementary
(n=485)
n
%

Descriptive data

Secondary
(n=407)
n
%

Total
(n=892)
n
%

Gender
Male
265
Female
220
Channels of
gained
Classrooms

COVID-19

54.64
%
45.36
%

225
182

55.28
%
44.72
%

490
402

54.93
%
45.07
%

information
15

Announcement

18

Teacher

49

Line

22

Facebook

44

YouTube

199

Twitter

5

Instagram

55

Blogs

1

School website

10

School banners

18

87

3.09
%
3.71
%
10.10
%
4.54
%
9.07
%
41.03
%
1.03
%
11.34
%
0.21
%
2.06
%
3.71
%

18
15
21
15
47
116
46
84
10
5
8

4.42
%
3.69
%
5.16
%
3.69
%
11.55
%
28.50
%
11.30
%
20.64
%
2.46
%
1.23
%
1.97
%

33
33
70
37
91
315
51
139
11
15
26

3.70
%
3.70
%
7.85
%
4.15
%
10.20
%
35.31
%
5.72
%
15.58
%
1.23
%
1.68
%
2.91
%
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Others

49

10.10
22
5.41
71
7.96
%
%
%
Table 2 presents the percentage of correct knowledge and perceptions of COVID-19
responded to in the questionnaire. Correct responses are rated in the range of 52% to 97%.
Questions with the highest percentage of correct responses are the 4th question (97%) and the
6th question (93%) and the 1st question (90%) respectively. Questions with below 80% of
correct responses are the 7th question (79%), the 2nd question (68%), the 9th question (55%),
the 10th question (54%), and the 3rd question (52%) respectively.
Table 2. Percentage of Correct knowledge and perception of COVID-19 responded in the questionnaire.

Item

Yes

Elementary
(n=485)
f
%
428 87.17%

Secondary
(n=407)
f
%
373 91.65%

Total
(n=892)
f
%
801 89.80%

No

317

64.56%

290

71.25%

607

68.05%

No

239

48.68%

225

55.28%

464

52.02%

Yes

471

95.93%

397

97.54%

868

97.31%

Yes

382

77.80%

329

80.84%

711

79.71%

Yes

437

89.00%

390

95.82%

827

92.71%

No

382

77.80%

325

79.85%

707

79.26%

No

408

83.10%

367

90.17%

775

86.88%

Correct
Respond

1. SARS-CoV2 is a
contagious
respiratory
virus.
2. Individuals who return
from the countries with a
Coronavirus
outbreak
should stay in quarantine
for at least 30 days.
3. Individuals with high
risks of SARS-CoV2 virus
infection and potentially
develop severe symptoms
are children.
4. Individuals with fever
and
other
respiratory
symptoms, with a record of
being in close contact with
people with COVID-19,
should visit physicians
urgently.
5. The most common
symptom of COVID-19 is
cough.
6. Patients with pneumonia
and the symptom is found
unimproved should be
tested for SARS-CoV2
virus.
7. Medical staffs do not
have to wear protective
equipment
while
diagnosing patients.
8. Patients with COVID-19
can share rooms with other
patients in hospitals.
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Item

No

Elementary
(n=485)
f
%
215 43.79%

Secondary
(n=407)
f
%
278 68.30%

Total
(n=892)
f
%
493 55.27%

No

259

222

481

Correct
Respond

9. There are currently
medicines licensed for
COVID-19 treatment and
transmission prevention.
10. Once patients with
COVID-19 infection are
treated, they can leave
hospitals after getting
RTPCR for SARS-CoV2
RNA.

52.75%

54.55%

53.92%

Table 3 presents a comparison between the percentage of correct responses in each
question and the correct understanding of COVID-19. In every question, both primary and
secondary students have correct perceptions of COVID-19 with a statistical significance
score at 0.01.
Knowledge
Perceptions of
COVID-19
(maximum score:
10)

Elementary
(n=485)
M
SD
7.29
1.55

Secondary (n=407)
M
7.85

SD
1.49

t

p

4.45

.00**

**p<.01
5. Conclusions
It is concluded that, while the country was entering the 5th and 6th pandemic phases with 43
confirmed cases as declared by the Thai Department of Medical Services, secondary students
have better understandings of COVID-19 than elementary students. Besides, as student
respondents were required to respond to the 4th question in the questionnaire which was about
appropriate practices after individuals pose a high risk for infection, percentages of elementary
and secondary students that respond correctly to the questionnaire are relatively close (98%
and 96% respectively). This indicates that both elementary and secondary students have
fundamental perceptions of COVID-19 transmission. For instance, the possibility of personto-person transmission, basic symptoms of the disease, and appropriate practices for handling
the situation when symptomatic individuals are found. However, there is still a need for
awareness-raising that every infection case with students involved must be urgently reported.
Reports can either be done by any family members, schoolteachers, or any medical or public
health department to stop transmission. In addition, it is discovered that misperceptions about
appropriate practices are still found among students and parents. For example, a belief that
patients can simply leave hospitals after a single health checkup once an infection is not found.
The result of this study supports another study carried out by Roy, Tripathy, Kar, Sharma,
Verma, and Kaushal (2020) and Geldsetzer (2020) that correct knowledge, correct attitude, and
correct perceptions are essential to overcome the pandemic. According to a study done by
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Karasneh (2020), correct knowledge about COVID-19 can be communicated through
audiences’ preferred media such as YouTube, Instagram, and Facebook. Lastly,
communicating and explaining misperceptions to people may help improve the infection
situation in Thailand.
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Abstract
The effectiveness of applying game elements in video games has been thoroughly examined and proven in
Western countries over the past decade. However, few studies have sought to analyse the effectiveness of game
elements in social media advertising. This study seeks to investigate whether game elements can be effectively
applied in social media advertising. It aims to (1) determine the most common gamification elements in social
media advertising; (2) investigate which gamification elements motivate people to engage with social media
advertising in terms of having a positive game experience; and (3) examine whether those gamification
elements can be effectively integrated into social media advertising. The findings should help designers,
advertisers and marketers make sense of their long-term digital advertising design strategies. Hong Kong
netizens generally use Facebook more than other social media platforms. Samples of 1,200 social media
advertisements were collected to investigate which gamification elements were most common on this platform.
The results show no significance of the gamified advertisements that were expected to yield a higher score of
game experience for participants. However, a significant correlation was found between the attractiveness of
some gamification elements and social media advertising effectiveness. Further studies should investigate a
combination of certain gamification elements in the design of advertisements.
Keywords: gamification, gamified elements, social media advertising, advertising strategy

1. INTRODUCTION
The evolving format of social media advertising over the past decade has prompted the
adoption of game elements in advertisement design. The addition of game elements in
advertising design is defined as one kind of gamification used to enhance the effectiveness of
promotions. However, few studies have sought to analyse its effectiveness in social media
advertising, especially in Asian countries. The aims of this research are to examine whether
gamification elements can be effectively integrated into social media advertising and to
investigate which gamification elements motivate engagement in terms of game experience in
a Hong Kong social media platform. The research process includes (1) to determine the most
common gamification elements in social media advertising on the Hong Kong Facebook
platform; (2) to investigate which gamification elements motivate people to engage with social
media advertising in terms of having a positive game experience; and (3) to examine whether
those gamification elements can be effectively integrated into social media advertising.
1.1 Towards a Definition
The word ‘gamification’ was first documented in 2008 and only became widespread in 2010
due to the increasing discussion and acknowledgement of the idea of gamification at
conferences (Deterding, Khaled, Nacke & Dixon, 2011). The two major definitions of
gamification at the time were ‘the increasing societal adoption and institutionalisation of video
games and the influence games and game elements have in shaping our everyday life and
interactions’ and ‘the practice of making non-game products, services, or applications, more
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enjoyable, motivating, and/or engaging to use with the game design’ (Deterding et al., 2011,
pp. 9-15). To better understand and investigate the applications of gamification in research,
Deterding et al. (2011, pp.9-15) introduced an academic definition of gamification – ‘the use
of game design elements in non-game contexts’ – that has since been commonly used in the
research field. Werbach (2014) redefined the concept of gamification as a game-like process
of making activities that focuses on the crucial space between the components that make up
games and the holistic experience of gamefulness. Huotari and Hamari (2017) suggested
another definition of gamification as a process of enhancing a service with affordances for
game experiences to support users’ overall value creation. These definitions of gamification do
not contradict the one suggested by Deterding in 2011, but the components of the users’
experience and the aim of gamification have been added over time to enrich the definition.
Savignac (2017) further described gamification as using the structure and mechanisms of
games in a non-game setting for certain purposes or objectives, in which the structure and
mechanisms of games provides guidelines and rules for how to react and respond to the game.
To summarise the reviews, gamification can be defined as a process of making activities more
game-like by applying game design elements in non-game contexts to achieve an identical goal
by affecting the users’ experience.
2. LITERATURE REVIEW
Hassan, Dias and Hamari (2019) used the gamification elements of leader boards, badges and
levels in the mobile exercise application and examined their effectiveness. They stated that
gamification is associated with the experience of effective feedback, which is associated with
perceived benefits and intentions of continued use. Yang, Assad and Dwivedi (2017) adopted
a game design in a marketing context and investigated the effects of gamification as a system
by measuring perceived usefulness, perceived ease of use, perceived social influence,
perceived enjoyment, intention to engage and brand attitude. Their experimental result
suggested that five factors other than brand attitudes could significantly predict brand attitude.
The findings of these two studies support the effectiveness of gamification and align the
theoretical concept by which gamification provides motivational affordances to trigger
psychological outcomes and eventually result in behavioural outcomes, as suggested by
Koivisto and Hamari (2014, 2019).
An analysis of the game elements in social media advertising design should consider the
process of making promotions more game-like by applying game design elements to enhance
the target customers’ attitude towards brands and purchase behaviour by altering their
experience with the advertisement. The American Marketing Association, Donato, and Link
(2013, p. 38) defined gamification as ‘the process of applying the psychological and
sociological factors that drive intense game play to consumer measurement’. Commonly used
game elements include redeemable points, reputation points, levels, leader boards, badges,
onboarding, challenges, time constraints, limited resources, user engagement, feedback or
reinforcement, and value creation (Stott & Neustaedter, 2013; Zichermann & Cunningham,
2011).
Ruhi (2013) adopted the MDA (mechanics, dynamics and aesthetics) framework for business
gamification to explicate the relationships between users’ motivation, technology features and
interactive gameplay elements. Under the MDA framework (Hunicke et al., 2004), mechanics
refers to the game’s particular components, which include redeemable points, reputation points,
other points, levels, leader boards, badges, onboarding (content description), challenges, time
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constraints and limited resources. Dynamics refers to the manner in which the run-time
behaviour of the mechanics acts on player inputs and multiple players’ outputs over time, which
includes user engagement and feedback in addition to reinforcement. Aesthetics refers to the
desirable emotional responses evoked in the player during his or her interaction with the game
system, which includes value creation. Wanick et al. (2018) argued that a higher level of visual
familiarity will lead to a higher level of game experience and applied the concepts of
enjoyment, humour and arousal to measure advergames. The effectiveness of an advergame
was also measured by the respondents’ viral/sharing behaviour, intention to share and attitude
towards the brand.
3. METHODS
The study by Wanick et al. (2018) could be an indicator for this research. The assumption is
that social media advertising may motivate people’s engagement by integrating various
gamification elements in its design. The attractiveness and importance of common game
elements in Hong Kong Facebook were also examined and compared to measure the
effectiveness of gamification elements. Such elements are assumed to lead to a positive game
experience, which is in turn assumed to lead to effective social media advertising. The
effectiveness of integrating gamification elements with social media advertising is measured
by the users’ perceived usefulness, intention to share, attitude towards the brand and level of
engagement. The aspects of measurement are indicated in Table 1.
Common game elements on
the Hong Kong Facebook
platform
Collecting 1,200 samples

Game experience in
> social media
advertising
1) Enjoyment
2) Humour
3) Arousal
4) Attractiveness
5) Importance

Social media advertising
> effectiveness
1)
2)
3)
4)

Perceived usefulness
Intention to share
Attitude towards the brand
Level of engagement

Table 1. The aspects of measurement

3.1 Sample
Many popular social media platforms are used in Hong Kong, including Facebook, YouTube
and Instagram. The features of these platforms differ and exert great influence and restrictions
on how social media advertisements are designed for that particular platform. Based on
Zephoria Digital Marketing statistics, 42% of marketers report that Facebook is critical to their
business1. In this study, this online platform was used to collect 1,200 samples of social media
advertisements in Hong Kong because it is popular and generally sees greater use by Hong
Kong netizens than Instagram. Still images of the advertisements were investigated in this
study. Based on the MDA framework, the product/service type of the advertisements were
integrated to determine the most common gamification elements applied in them (Table 2).
3.2 Stimulus for the first survey
The sampling results were used to determine the common gamification design elements and
patterns of Facebook advertisements in Hong Kong. The study involved two parts and two
surveys, the first for pilot research purposes and the second for more in-depth analysis. In the
first survey, six common gamification elements were selected for an experimental group–
1

Noyes D.. (2019). ‘The Top 20 Valuable Facebook Statistics – Updated November 2019’. Zephoria Digital
Marketing. https://zephoria.com/top-15-valuable-facebook-statistics/
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control group test. One advertisement without gamified elements was created for the control
group. The objectives were to examine (1) whether gamified advertisements can more
effectively engage people than non-gamified advertisements; and (2) whether they can
effectively engage people when six game elements are combined in one advertisement.
Although the first survey was used for pilot data collection, all questions were used for
systematic collection of information with the intent of creating a generalisable summary for
the second survey and focus group interview.
An advertisement, with (control group) and without (experimental group) gamification
elements, were displayed to each participant, who was then requested to complete an online
survey. Forty-four participants were recruited and randomly assigned to a baseline (control)
group of 22 and an experimental group of 22. The study included men and women between 20
and 27 years of age, with an equal gender distribution between the two groups. The participants
were recruited on Facebook and claimed to use it at least five times per week for about 30 mins
each time. Recruitment was completed via a Google site platform.
4. RESULTS
4.1 Result of sampling
Samples of 1,200 social media advertisements from Hong Kong’s commercial sector on
Facebook were collected and categorised into 40 domains including restaurants, clothing, food
and skincare products. According to the sampling result, the six most common gamification
elements were onboarding (descriptive content), redeemable points, time constraints, limited
resources, user engagement, and feedback and reinforcement. The details are listed in Table 3.
The most common gamification design pattern is summarised in Table 4.
Gamification elements (based on MDA
Frequency
framework)
1
Redeemable point
2
Time constraint
3
Feedback and reinforcement
4
User engagement
5
Onboarding (descriptive content)
6
Limited resources
Table 3. The frequency of the use of gamification elements
Rank

783
509
407
382
272
261

Rank

Frequency

Pattern

#1

200

Onboarding (content description)

#2

179

Redeemable point + Time constraint

#3

134

Redeemable point

#4

99

Reputation

#5

85

Redeemable point + User engagement + Feedback and reinforcement

#6

79

Redeemable point + Time constraint + Limited resources

Table 4. The most common design pattern (based on MDA framework) by frequency

4.2 Result of part 1
An independent-sample t-test was conducted across variables concerning the participants’
game experience of social media advertising and social media advertisement effectiveness,
including perceived enjoyment, humour, arousal, perceived usefulness, intention to share and
brand attitude. The score of the participants’ game experience in social media advertising in
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Attitude to
Paradise
Group
(brand)

Perceived
enjoyment

Humour

Arousal

Game
experience

Perceived
usefulness

Intention
to share

Brand
attitude

Social
media Ad
effectiveness

Baseline

.2727

4.4545

4.0152

3.8333

4.1010

4.3523

3.1705

3.4091

3.6439

Experiment

-.2273

3.1

3.0152

2.9545

3.0232

3.7614

2.7841

3.3896

3.3117

Result

Not
significant

Significant

Significant

Significant

Significant

Not
significant

Not
significant

Not
significant

Not
significant

Table 5. The independent t-test conducted among 9 variables across baseline and experiment condition

the baseline condition (4.10) was significantly higher than that in the experimental condition
(3.02) (t(44) = 3.047, p = 0.004). This does not support the assumption that advertisements that
include gamification elements will yield a significantly higher score in the game experience
for participants in social media advertising than advertisements that do not include any
gamification elements. From the opinions expressed in the survey, one potential contributing
factor was that the high complexity of the advertisement that included six gamification
elements reduced the participants’ game experience while reading it. Instead, the opposite
effect was found; that is, an advertisement without gamification elements provided a more
positive experience for the participants (Table 5).
4.3 Second survey
The second survey was based on the pilot data and results. Because the application of six
gamification elements in one advertisement will make the advertisement too complex, the
gamification elements were divided into six advertisements. The survey questions were similar
to those in the first survey. The 20 participants (10 men and 10 women) were divided into four
groups; they then viewed the six advertisements one by one and answered the same set of
questions. The demographic background and the recruitment method were the same as in the
first survey. The level of statistical significance taken was p<.05 in this research.
Condition

Redeemable
Time
Limited
point
constraint
resources
(Advertisement) No. 1
2
3
B
Perceived enjoyment
E Perceived usefulness
J
C
Humours
F Intention to share
A
D
Arousal
G Brand attitude
I
EF1 Social media advertisement effectiveness 1 (mean of
EF2
E, F,G)
Table 6a. Description on all variables for measurement in Survey 2
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User
Feedback and
onboarding
engagement reinforcement
4
5
6
Level of engagement GE Game experience
Attractiveness
AI
Mean of A and I
Importance
Social media advertisement effectiveness 2 (mean
of E,F,G,J)
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Paired Differences
95% Confidence Interval
of the Difference
Std.
Std. Error
Sig. (2Mean
Deviation
Mean
Lower
Upper
t
df
tailed)
Pair 1 ge1 - ge2 -.12222
.54778
.12249
-.37859
.13415
-.998
19
.331
Pair 2 ge1 - ge3 -.33333
.93102
.20818
-.76906
.10240 -1.601
19
.126
Pair 3 ge1 - ge4 -.33333
1.34401
.30053
-.96235
.29568 -1.109
19
.281
Pair 4 ge1 - ge5 -.50000
1.33358
.29820
-1.12413
.12413 -1.677
19
.110
Pair 5 ge1 - ge6 -.07222
1.36763
.30581
-.71229
.56785
-.236
19
.816
Pair 6 ge2 - ge3 -.21111
.68957
.15419
-.53384
.11162 -1.369
19
.187
Pair 7 ge2 - ge4 -.21111
1.17418
.26255
-.76064
.33842
-.804
19
.431
Pair 8 ge2 - ge5 -.37778
1.14532
.25610
-.91380
.15825 -1.475
19
.157
Pair 9 ge2 - ge6
.05000
1.41167
.31566
-.61068
.71068
.158
19
.876
Pair 10 ge3 - ge4
.00000
1.08448
.24250
-.50755
.50755
.000
19
1.000
Pair 11 ge3 - ge5 -.16667
.76684
.17147
-.52556
.19223
-.972
19
.343
Pair 12 ge3 - ge6
.26111
1.44928
.32407
-.41717
.93940
.806
19
.430
Pair 13 ge4 - ge5 -.16667
.97566
.21816
-.62329
.28996
-.764
19
.454
Pair 14 ge4 - ge6
.26111
.88543
.19799
-.15328
.67550
1.319
19
.203
Pair 15 ge5 - ge6
.42778
1.36620
.30549
-.21162
1.06718
1.400
19
.178
Table 6b. The paired sample t-test for the variable of game experience(ge)(mean of b,c,d) among 6 conditions – All
insignificant

4.4 Result of second survey
Paired-sample t-tests for gamification experience were conducted among the six advertisement
versions (Table 6a). The game experience consisted of enjoyment, humour and arousal as
perceived by the participants. No statistically significant results were found for all paired game
experiences among the six advertisements with the use of six different gamification elements:
redeemable points, time constraints, limited resources, user engagement, feedback and
reinforcement, and onboarding (Table 6b). To investigate more deeply the components of the
game experience, the variables of perceived enjoyment, humour and arousal were analysed
separately with paired-sample t-tests. No statistically significant results were found for the
variables of perceived enjoyment and arousal among the six advertisement versions. However,
the participants felt a significantly higher level of humour while viewing the advertisements
that used limited resources (M = 3.43; t(19) = 2.882, p = .010), user engagement (M = 3.72;
t(19) = 2.527, p = .021) and feedback and reinforcement (M = 3.65; t(19) = 2.426, p = .025)
than the one that used redeemable points (M = 2.87). The participants also felt a significantly
higher level of humour with the advertisement that adopted user engagement (M = 3.72) than
with the advertisement that adopted onboarding (M = 3.15; t(19) = 2.308, p = .032) (Table 7a,
7b, 7c).
Paired Differences

Mean

Std.
Deviation

Std. Error
Mean

95% Confidence Interval of
the Difference
Lower

Upper

t

Sig. (2tailed)

df

Pair 1

b1 - b2

-.06667

.61748

.13807

-.35566

.22232

-.483

19

.635

Pair 2

b1 - b3

Pair 3
Pair 4
Pair 5

b1 - b4
b1 - b5
b1 - b6

Pair 6
Pair 7

b2 - b3
b2 - b4

-.20000
-.11667
-.41667
.08333
-.13333

.98170
1.54570
1.33278
1.62537
.74457

.21952
.34563
.29802
.36344
.16649

-.65945
-.84008
-1.04043
-.67736
-.48180

.25945
.60674
.20710
.84403
.21514

-.911
-.338
-1.398
.229
-.801

19
19
19
19
19

.374
.739
.178
.821
.433

-.05000

1.32575

.29645

-.67047

.57047

-.169

19

.868
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Pair 8
Pair 9
Pair 10
Pair 11
Pair 12
Pair 13
Pair 14
Pair 15

b2 - b5
b2 - b6
b3 - b4
b3 - b5
b3 - b6
b4 - b5
b4 - b6
b5 - b6

-.35000
.15000
.08333
-.21667
.28333
-.30000
.20000
.50000

1.06774
1.58751
1.26987
.78192
1.65884
1.02541
.94529
1.48482

.23875
.35498
.28395
.17484
.37093
.22929
.21137
.33201

-.84972
-.59298
-.51098
-.58262
-.49303
-.77991
-.24241
-.19492

.14972
.89298
.67765
.14928
1.05969
.17991
.64241
1.19492

-1.466
.423
.293
-1.239
.764
-1.308
.946
1.506

19
19
19
19
19
19
19
19

.159
.677
.772
.230
.454
.206
.356
.149

Table 7a. The paired sample t-test for the variable of perceived enjoyment(b) among 6 conditions – All insignificant

Paired Differences
95% Confidence Interval of
the Difference
Std.
Std. Error
Mean
Deviation
Mean
Lower
Upper
t
df
Pair 1 c1 - c2
-.26667
.82788
.18512
-.65412
.12079
-1.441
19
Pair 2 c1 - c3
-.56667
.87926
.19661
-.97817
-.15516
-2.882
19
Pair 3 c1 - c4
-.85000
1.50428
.33637
-1.55403
-.14597
-2.527
19
Pair 4 c1 - c5
-.78333
1.44398
.32288
-1.45914
-.10753
-2.426
19
Pair 5 c1 - c6
-.28333
1.22963
.27495
-.85882
.29215
-1.030
19
Pair 6 c2 - c3
-.30000
.69164
.15465
-.62370
.02370
-1.940
19
Pair 7 c2 - c4
-.58333
1.43423
.32070
-1.25457
.08791
-1.819
19
Pair 8 c2 - c5
-.51667
1.36572
.30539
-1.15585
.12251
-1.692
19
Pair 9 c2 - c6
-.01667
1.46089
.32667
-.70039
.66705
-.051
19
Pair 10 c3 - c4
-.28333
1.33454
.29841
-.90792
.34125
-.949
19
Pair 11 c3 - c5
-.21667
1.02754
.22977
-.69757
.26424
-.943
19
Pair 12 c3 - c6
.28333
1.41535
.31648
-.37907
.94574
.895
19
Pair 13 c4 - c5
.06667
1.30943
.29280
-.54617
.67950
.228
19
Pair 14 c4 - c6
.56667
1.09811
.24555
.05273
1.08060
2.308
19
Pair 15 c5 - c6
.50000
1.40800
.31484
-.15896
1.15896
1.588
19
Table 7b. The paired sample t-test for the variable of humours(c) among 6 conditions
1) C1 is significantly lower than C3, C4, and C5.
2) C4 is significantly higher than C6.
Paired Differences
95% Confidence Interval of
Std.
Std. Error the Difference
Mean
Deviation
Mean
Lower
Upper
t
df
Pair 1 d1 - d2 -.03333 .66579
.14887
-.34493
.27827
-.224
19
Pair 2 d1 - d3 -.23333 1.22880
.27477
-.80843
.34176
-.849
19
Pair 3 d1 - d4 -.03333 1.25610
.28087
-.62120
.55454
-.119
19
Pair 4 d1 - d5 -.30000 1.44651
.32345
-.97699
.37699
-.928
19
Pair 5 d1 - d6 -.01667 1.44883
.32397
-.69474
.66141
-.051
19
Pair 6 d2 - d3 -.20000 .93908
.20998
-.63950
.23950
-.952
19
Pair 7 d2 - d4 .00000 1.10818
.24780
-.51865
.51865
.000
19
Pair 8 d2 - d5 -.26667 1.28691
.28776
-.86896
.33563
-.927
19
Pair 9 d2 - d6 .01667 1.46888
.32845
-.67079
.70412
.051
19
Pair 10 d3 - d4 .20000 .92654
.20718
-.23363
.63363
.965
19
Pair 11 d3 - d5 -.06667 .84189
.18825
-.46068
.32735
-.354
19
Pair 12 d3 - d6 .21667 1.50350
.33619
-.48700
.92033
.644
19
Pair 13 d4 - d5 -.26667 .92780
.20746
-.70089
.16756
-1.285
19
Pair 14 d4 - d6 .01667 .90789
.20301
-.40824
.44157
.082
19
Pair 15 d5 - d6 .28333 1.33891
.29939
-.34330
.90996
.946
19
Table 7c. The paired sample t-test for the variable of arousal(d) among 6 conditions – All insignificant

Sig. (2tailed)
.166
.010
.021
.025
.316
.067
.085
.107
.960
.354
.358
.382
.822
.032
.129

Sig. (2tailed)
.825
.406
.907
.365
.960
.353
1.000
.366
.960
.347
.727
.527
.214
.935
.356

To investigate the assumption concerning the effects of adding various gamification elements
on the effectiveness of social media advertisements, paired-sample t-tests were also conducted
for the effectiveness of the six advertisement versions. Social media advertisement
effectiveness consists of perceived usefulness, intention to share and brand attitude. No
statistically significant results were found for any tests. No statistical evidence was found to
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support the assumption that the six different gamification elements exert significantly different
effects on the participants’ game experience and social media advertisement effectiveness.
To investigate more deeply the components of social media advertisement effectiveness, the
variables of perceived usefulness, intention to share and brand attitude were analysed
separately with paired-sample t-tests. No statistically significant results were found for the
variables of perceived usefulness and brand attitude among the six advertisement versions.
However, the participants expressed a significantly higher level of intention to share the
advertisement after viewing the advertisements that included user engagement (M = 5.67; t(19)
= 2.611, p = .017) and feedback and reinforcement (M = 5.33; t(19) = 2.861, p = .010) than the
advertisement that included onboarding (M = 5.00) (Table 8).
Paired Differences
95% Confidence Interval
of the Difference
Std.
Std. Error
Mean
Deviation
Mean
Lower
Upper
t
Pair 1 f1 - f2
.06667
.75394
.16859
-.28619
.41952
.395
Pair 2 f1 - f3
-.03333
1.09170
.24411
-.54427
.47760
-.137
Pair 3 f1 - f4
-.01667
1.21142
.27088
-.58363
.55030
-.062
Pair 4 f1 - f5
-.30000
1.31967
.29509
-.91762
.31762 -1.017
Pair 5 f1 - f6
.41667
1.11279
.24883
-.10414
.93747
1.675
Pair 6 f2 - f3
-.10000
.85224
.19057
-.49886
.29886
-.525
Pair 7 f2 - f4
-.08333
1.05894
.23679
-.57893
.41226
-.352
Pair 8 f2 - f5
-.36667
1.14402
.25581
-.90208
.16875 -1.433
Pair 9 f2 - f6
.35000
1.10541
.24718
-.16735
.86735
1.416
Pair 10 f3 - f4
.01667
1.15204
.25760
-.52250
.55584
.065
Pair 11 f3 - f5
-.26667
1.06842
.23891
-.76670
.23337 -1.116
Pair 12 f3 - f6
.45000
1.37766
.30805
-.19477
1.09477
1.461
Pair 13 f4 - f5
-.28333
.92575
.20700
-.71660
.14993 -1.369
Pair 14 f4 - f6
.43333
.74221
.16596
.08597
.78070
2.611
Pair 15 f5 - f6
.71667
1.12012
.25047
.19243
1.24090
2.861
Table 8. The paired sample t-test for the variable of intention to share(f) among 6 conditions
1) F6 (onboarding) is significantly lower than F4 and F5.

df
19
19
19
19
19
19
19
19
19
19
19
19
19
19
19

Sig. (2tailed)
.697
.893
.952
.322
.110
.606
.729
.168
.173
.949
.278
.160
.187
.017
.010

To further examine the various effects of the addition of the six gamification elements to social
media advertising, the attractiveness and importance of the gamification elements as perceived
by the participants were investigated and analysed with paired-sample t-tests among the six
advertisement versions. The rating for the attractiveness and importance of the advertisement
that included redeemable points (M = 5.10) was significantly higher than those of the
advertisements that included limited resources (M = 4.05; t(19) = 2.580, p = .018) and
onboarding (M = 3.53; t(19) = 3.357, p = .003), respectively. The rating for the attractiveness
and importance of the advertisement that included feedback and reinforcement (M = 5.13) was
significantly higher than those of the advertisements that included limited resources (M = 4.05;
t(19) = 3.510, p = .002), user engagement (M = 4.30; t(19) = 2.100, p = .049) and onboarding
(M = 3.53; t(19) = 3.502, p = .002), respectively. The rating for the attractiveness and
importance of the advertisement that included onboarding was significantly lower than for all
other advertisement versions except for the one that included limited resources. The
measurement of the attractiveness and importance of gamification elements as rated by the
participants showed that redeemable points and feedback and reinforcement received
significantly higher scores, whereas onboarding generally received significantly lower
scores (Table 9).
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Paired Differences

Mean
Pair 1
Pair 2
Pair 3
Pair 4
Pair 5
Pair 6
Pair 7
Pair 8
Pair 9
Pair 10
Pair 11
Pair 12
Pair 13
Pair 14
Pair 15

ai_1 - ai_2
ai_1 - ai_3
ai_1 - ai_4
ai_1 - ai_5
ai_1 - ai_6
ai_2 - ai_3
ai_2 - ai_4
ai_2 - ai_5
ai_2 - ai_6
ai_3 - ai_4
ai_3 - ai_5
ai_3 - ai_6
ai_4 - ai_5
ai_4 - ai_6
ai_5 - ai_6

.62500
1.05000
.80000
-.02500
1.57500
.42500
.17500
-.65000
.95000
-.25000
-1.07500
.52500
-.82500
.77500
1.60000

Std.
Deviation
1.41305
1.82021
1.92900
1.17513
2.09809
1.31063
1.53276
1.61490
1.56357
1.73585
1.36955
1.90895
1.75675
1.44618
2.04296

Std. Error
Mean

95% Confidence Interval of
the Difference
Lower

.31597
.40701
.43134
.26277
.46915
.29307
.34273
.36110
.34962
.38815
.30624
.42685
.39282
.32338
.45682

-.03633
.19812
-.10280
-.57498
.59306
-.18840
-.54235
-1.40580
.21823
-1.06240
-1.71597
-.36841
-1.64719
.09817
.64387

Upper
1.28633
1.90188
1.70280
.52498
2.55694
1.03840
.89235
.10580
1.68177
.56240
-.43403
1.41841
-.00281
1.45183
2.55613

t

df

1.978
2.580
1.855
-.095
3.357
1.450
.511
-1.800
2.717
-.644
-3.510
1.230
-2.100
2.397
3.502

sig. (2-tailed)
19
19
19
19
19
19
19
19
19
19
19
19
19
19
19

.063
.018
.079
.925
.003
.163
.616
.088
.014
.527
.002
.234
.049
.027
.002

Table 9. The paired sample t-test for the variable of attractiveness and importance (ai)(mean of a,i) among 6 conditions
1) AI_1(redeemable point) is significantly higher than AI_3 and AI_6.
2) AI_6 (onboarding) is significantly lower than AI_1, AI_2, AI_4, and AI_5.
3) AI_5 (feedback and reinforcement) is significantly higher than AI_3, AI_4 and AI_6.

To examine the ratings for the attractiveness and importance of the gamification elements
separately, these ratings were evaluated separately with paired-sample t-tests. The ratings for
the attractiveness of the game elements were evaluated independently among the six
advertisement versions with paired-sample t-tests. The attractiveness of the advertisement that
included onboarding (M = 3.50) was significantly lower than that of those that included
redeemable points (M = 4.96; t(19) = -2.592, p = .018) and feedback and reinforcement (M =
4.85; t(19) = -2.438, p = .025), respectively (Table 10a).
Paired Differences
95% Confidence Interval
of the Difference
Std.
Std. Error
Mean
Deviation
Mean
Lower
Upper
Pair 1
r1a - r2a
.750
1.650
.369
-.022
1.522
Pair 2
r1a - r3a
.850
2.277
.509
-.216
1.916
Pair 3
r1a - r4a
.750
2.314
.517
-.333
1.833
Pair 4
r1a - r5a
.100
1.619
.362
-.658
.858
Pair 5
r1a - r6a
1.450
2.502
.559
.279
2.621
Pair 6
r2a - r3a
.100
1.586
.355
-.642
.842
Pair 7
r2a - r4a
.000
1.522
.340
-.712
.712
Pair 8
r2a - r5a
-.650
1.954
.437
-1.565
.265
Pair 9
r2a - r6a
.700
1.922
.430
-.200
1.600
Pair 10
r3a - r4a
-.100
1.997
.447
-1.035
.835
Pair 11
r3a - r5a
-.750
1.743
.390
-1.566
.066
Pair 12
r3a - r6a
.600
2.210
.494
-.434
1.634
Pair 13
r4a - r5a
-.650
2.183
.488
-1.672
.372
Pair 14
r4a - r6a
.700
1.780
.398
-.133
1.533
Pair 15
r5a - r6a
1.350
2.477
.554
.191
2.509
Table 10a. The paired sample t-test for the variable of attractiveness (a) among 6 conditions
1)
R6A (onboarding) is significantly lower than R1A and R15.

t
2.032
1.669
1.449
.276
2.592
.282
.000
-1.488
1.629
-.224
-1.924
1.214
-1.332
1.759
2.438

df
19
19
19
19
19
19
19
19
19
19
19
19
19
19
19

Sig. (2tailed)
.056
.111
.164
.785
.018
.781
1.000
.153
.120
.825
.069
.240
.199
.095
.025

The ratings for the importance of the game elements were evaluated independently among the
six advertisement versions with paired-sample t-tests. The ratings for the importance of the
advertisement that included redeemable points (M = 5.25) were significantly higher than for
those that included limited resources (M = 4.00; t(19) = 3.101, p = .006) and onboarding (M =
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3.55; t(19) = 3.569, p = .002), respectively. The ratings for the importance of the advertisement
that included time constraints (M = 4.75) were significantly higher than for those that included
limited resources (M = 4.00; t(19) = 2.263, p = .036) and onboarding (M = 3.55; t(19) = 3.093,
p = .006), respectively. The ratings for the importance of the advertisement that included
feedback and reinforcement (M = 5.40) were significantly higher than for those that included
limited resources (M = 4.00; t(19) = 3.500, p = .002), user engagement (M = 4.40; t(19) =
2.364, p = .029) and onboarding (M = 3.55; t(19) = 3.969, p = .001), respectively.
The importance of the advertisement that included user engagement (M = 4.40) was
significantly higher than that of the advertisement that included onboarding (M = 3.55; t(19) =
2.904, p = .009). The importance of limited resources and onboarding received significantly
lower scores in general (Table 10b). A correlation test was conducted to investigate the
association of attractiveness and social media advertising effectiveness (EF2) among the six
conditions. A positive correlation was found for two gamification elements: feedback and
reinforcement (r = .64, p
= .002), and onboarding (r = .57, p = .009) (Table 11).
A5

A6

EF2_5

.643 (p=.002)

-.154 (p=.517)

EF2_6

.165 (p=.487)

.570 (p=.009)

Table 11. The correlation test for the attractiveness (a) and social media advertisement effectiveness2 (EF2) between 2
conditions (feedback and reinforcement and onboarding).

4.5 Focus group interviews
Focus group interviews were conducted for in-depth investigation. The participants were
divided randomly into five groups. Most participants expressed a preference for interactivity
and challenges in social media platform advertisements, such as hangtag activities, taking
photographs and uploading them to various platforms to earn rewards. The advertisement that
included feedback and reinforcement was considered to be the most attractive and important.
All participants indicated a strong intention of sharing the advertisements with friends more
than the one that included an onboarding element. They also explained that visual design, such
as interesting photos and graphic elements, was important for drawing their attention. Some
noted that moving images such as animations are attractive visual elements. The advertisements
that related to their personal interest were also important to motivating them to participate.
Seventeen of the 20 participants indicated the condition of limited resources was not attractive
because they believed it might lead to a lower chance of getting rewards. They were not
interested in the advertisement that included onboarding because it merely described the
content of the product. Obviously, this finding correlated with the survey data.
5. DISCUSSION
This study contributes to determining the most common gamification elements in the Hong
Kong Facebook platform, including redeemable points, time constraints, feedback and
reinforcement, user engagement, limited resources and onboarding. Although the results do not
fully support the assertion that the gamification design elements of advertisement provide a
positive game experience, the participants felt a higher level of humour while viewing the
advertisements with limited resources, user engagement, and feedback and reinforcement than
the one that included redeemable points. This result indicates that they preferred to engage in
some kind of challenge or activity for fun rather than simply to get rewards through the
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advertisement. The experience of having fun leads to a positive game experience that can
motivate the participants. This is associated with the discussion of Kim et al. (2002), who noted
that having fun was the most significant factor in motivating game players.
Although there was no statistical significance of the effective integration of gamification
elements into social media advertising, the participants expressed a significantly greater
intention to share the advertisements that included user engagement or feedback and
reinforcement compared to the one that included onboarding. Those two gamification elements
are assumed to be important for effective social media advertising.
The results also show positive significance for some gamification elements of social media
advertising in terms of attractiveness and importance when compared to the advertisement that
included onboarding. The measurement of the attractiveness and importance of gamification
elements as rated by the participants showed that redeemable points and feedback and
reinforcement received significantly higher scores, whereas onboarding received a lower score.
Marketers should consider these two gamification elements when advertising their
product/service to increase the level of attractiveness. The results provide a predictor of the
intent to engage in the gamification process, which may lead to the effective integration of
game elements into social media advertising.
Because the six game elements used for testing are common elements in the Hong Kong
Facebook platform, this study may need to determinate whether those elements could be used
to increase the effectiveness of advertisements in Hong Kong. To sum up the participants’
feedback, the sensation of trying something new, redeemable point rewards, receiving feedback
and reinforcement on certain challenges, creative visual elements and chances to discover
something new should be considered as focuses to increase the effectiveness of social media
advertisements. To examine which gamification elements motivate people to engage with
social media advertising in terms of game experience, we may need to determine whether any
design patterns or combination of gamification elements would increase the level of game
experience. More accurate use of a combination of gamification elements in one advertisement
should be the subject of a future investigation.
It must also be acknowledged that the sample size in this study may not have been sufficient to
make general claims. However, the findings regarding some gamification elements are
significant in leading to a positive game experience and social media advertisement
effectiveness. This study included only those explicitly concerned with gamification and
motivational affordances. Different dimensions of interactivity should be considered because
some factors may also affect the effectiveness of social media advertising, such as the different
types of social media platforms, personal interests, peer influences and situational factors (Liu
& Shrum, 2002). A future study may consider including more participants and investigating
advertisements that include video or moving images. Although this study has some limitations
due to its exploratory nature, it serves as a starting point for researchers who wish to examine
gamification in social media advertising.
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