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Abstract – In this research, the effect of online technology learning on creating 

autonomous Iranian learners of English has been illuminated. Computer-mediated 

environments represent a growing context for L2 learners to study and use the target 

language (Chapelle, 2008). This can be seen, for example, in the use of computer-

mediated communication (CMC) used among students in the same classroom (e.g. 

Abrams, 2003; Shekary & Tahririan, 2006) or as part of larger collaborative class projects 

that link learners with target language speakers in other cities and countries (e.g. Belz, 

2002; Lee, 2004). The center of attention of this study was communicative opportunities 

found in e-mail exchanges, online discussions relevant to targets in the curriculum and 

chat forums of men and women in Nourabad town (located in Fars province, Iran). 

Through a qualitative research the chat scripts of both men and women were collected, 

coded and analyzed at the end of the process to see which ones are better in doing so. This 

research reports that women were better in learning autonomously and. 
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1. INTRODUCTION 

Taken together global English and online English point to the circumstances in which 

English is acquired in school as well as in powerful out- of-school contexts. Out-of-school-

contexts are rich in non-standardized variants that may be regarded as innovative and 

functional outside the classroom but may be seen as challenging or even detrimental in a 

curricular context. Such variants may not be easily compatible with the traditional 

perspective on language learning in the educational system. In traditional perspectives there 

is not any opportunity for communicating with different people from different countries and 

different cultures, so this study aims to introduce a better way for communicating. 

When languages go online we see a tension between centripetal (standardization) as 

well as centrifugal (fragmentation, hybridization) forces. Crystal sees communication as the 

primary goal and the many linguistic variants as new opportunities for communication, not 

as ‘inferior’ variants that are lacking in formal aspects. He points to inventive spelling and 

vocabulary, punctuation and discursive markers as well as emerging genres such as chat and 

virtual worlds. (Chapelle, 2008) finds that computer-mediated communication represents an 

extension of interactional opportunities and that the stylistic variants Crystal points to are 

not in any way depleted or reduced forms of language, but rather creative and context 

sensitive variants that add to existing practices. Other researchers have also pointed to this 

connection between expanded contexts and transformed language practices (Lund, 2004; 

Warschauer, 2000). 
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The purpose of this study is to describe and discuss some communicative opportunities 

currently emerging in networked classrooms and their implications for didactics. In 

particular, I examine multiple contexts that appear and how they give rise to diverse 

practices. However, such practices often have their origin in out-of-school contexts and not 

in institutional discourse and curricula. Consequently, we need to understand how these 

practices can be explored and exploited in educational contexts. 

Some teachers allow the new forms into their teaching; this study will be useful in 

teacher training to create teacher awareness of the status and functions of English in the 

world today and in the future. For teachers it becomes increasingly important to understand 

such practices so that they can guide learners across contexts, including the institution 

standard that historically has proved to be the gateway to the English-speaking community, 

and to point out how stylistic features are highly contextual. 

These contexts that must become an integrated part of teaching aims to educate people 

for adapting to, participating in, and ultimately improving the communities they belong to. 

This does not amount to a mere set of techniques or methods for teaching in or across 

multiple contexts. It means connecting teaching to a perspective on (language) learning 

that makes it possible to approach stylistic features as contextual resources. It includes 

online variants that can only be understood by navigating the multiple contexts in which 

they manifest themselves. Such navigation involves crossing boundaries between language 

practices and for learners this requires critical and informed guidance.  

 

1.1. Research Questions 

1. Does online communicating creates autonomous Persian learners of English? 

2. Is there any difference between men and women in Nourabad town in this regard? 

 

1.2. Research Hypotheses 

1. Online learning has no effect on creating autonomous Persian learners of English. 

2. There is no difference between men and women in Nourabad town in this regard. 

 

2. LITERATURE REVIEW 

Within a broader sociocultural perspective the present study seeks to frame such 

processes in terms of activity theory (Engeström, 1999) and a set of interrelated constructs: 

activity systems, polycontextuality and boundary objects. At the heart of activity theory is the 

transformation of existing environments and activity systems, through human interaction and 

use of cultural tools. An activity system integrates the subject (e.g. learner/s or teacher/s), the 

object (e.g. learning or teaching English) and the tools or artifacts (chalk, computers) as a 

unified whole. It also integrates the conditions under which this happens: rules and regulations 

(curricula), the community (a class), the people involved and how they divide the work 

between them. The outcome of the activities might be physical, an essay for example, or 

cognitive, such as increased ability to participate in a certain practice. Activities are goal 
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directed; for example passing an exam, preparing for a task, or taking part in a discourse 

community. 

However, the EFL activity system constituted by schooling is often different from EFL 

activity systems outside school. Online environments, for instance, afford new resources and 

new opportunities for communication. The object (learning EFL) is reconceptualized as 

learners become exposed to these resources and opportunities and empowered to explore 

and exploit them. With more semiotic resources available (emerging genres, multimodality, 

creative spelling), learners can do this in very different ways. We do not belong to one 

system only. We act in several and we move between them: school, workplace, local 

communities, online and offline. The result is that the activities that constitute learning and 

teaching EFL depend on constantly shifting relations between agents, contexts and artifacts. 

In the present study, agents in different social worlds share the goal of participating in 

English speaking discourses. But English may have a different meaning and may be 

perceived differently according to the context in which it is encountered. We might say that 

becoming proficient in English today means to participate in and move between several 

activity systems, to manage multiple memberships and navigate in more than one world. 

For analytic purposes, I make a deliberate simplification of the many contexts so that 

we can focus on school contexts and out-of-school contexts in terms of activity systems. 

The former is institutional, fairly stable and sustained by curricula, exams and textbooks. 

The latter is locally situated, dynamic and sustained by the polyphony of voices mediated by 

new social and technological opportunities for participation. There are tensions and even 

contradictions between these two activity systems, but at the same time they reciprocally 

constitute a boundary zone for English – or Englishes. Knowledge and skills are not just 

transferred across this zone. Rather, it is the persons that move and draw on new contextual 

resources to (re-)construct their relations to the new situation. In the case of EFL, this can 

be seen in how school and out-of-school contexts demand different types of communicative 

competence. Learners and teachers need to negotiate the boundary zone between the two 

activity systems and make connections between them (Jahreie & Ludvigsen, 2004; Konkola 

et al., 2004). This amounts to expanding a linguistic and communicative repertoire by 

drawing on new opportunities at the interface of the two systems. Such development does 

not happen automatically, however: it must be supported by boundary zone teaching to 

develop and sustain polycontextual and horizontal expertise. Consequently, there is a need to 

‘didacticize’ zones that currently are beyond the socio-historically collocated classroom 

practices. 

On the effect of emerging practices between multiple contexts Tom’s class consisted 

mostly of 17-year-old learners in the foundation course of the Norwegian Upper Secondary 

School. English as a school subject is allotted five lessons per week, which Tom grouped 

into one double and one triple session. During the triple session, the class had access to two 

computer labs with a total of 30 networked computers, an LMS and assorted software. 

On 6 March 2001, Relationships was the topic of the day. The class had in the previous 

session read a short story on this topic. This text was followed up in a variety of ways: 

learners handed in a short essay on what they thought was important in relationships, and 

Tom developed a story- board sequence centering on a moral dilemma reminiscent of the 

theme of the story. This was followed by a co-located plenary discussion. 
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At every stage, Tom sought to engage learners in interaction, in eliciting not just 

words but articulated thought and reasoning. This proved to be a difficult task in a class 

that was somewhat reticent on the one hand and prone to private comments, jokes and 

snide remarks on the other. The collocated activities are in many ways examples of how the 

teacher tries to build productive interactions that serve goals in the curriculum 

(Rasmussen, 2005). However, they also show how the teacher balances between the school 

setting with its institutional and curricular practice on the one hand and the learners’ 

lifeworlds on the other with their often rude remarks, private hints and references. The 

co-located activities rarely produced more than single utterances from the learners, and 

one half of the class did not engage in them. Although the institutional school context with 

its curricular script dominated, it did not seem to afford learner participation beyond 

rudimentary contributions. 

 

2.1. Written synchronous CMC 

Written synchronous CMC, often referred to as chat or text-chat, is typically 

characterized by multiple overlapping turns, an enduring as opposed to ephemeral trace, and 

greater lag time between turns than afforded by spoken interaction. Early work on small 

group interaction in L2 classrooms identified overlapping turns as a characteristic of chat that 

permitted greater participation for members in small group interaction than permitted during 

spoken small group interaction, in which only one person at a time can hold the floor (Kern 

1995). That is to say, in chat, multiple interlocutors may be composing messages 

simultaneously and hitting the return key within moments of each other without having to 

wait for a break in conversation to reply to prior comments or introduce new content. 

This overlapping of turn-taking in chat is supported by the enduring nature of the 

interaction, which, unlike spoken conversation, is captured and pre-served in the chat window 

on the computer screen. Thus, in contrast to the fleeting nature of spoken interaction, the chat 

window provides interlocutors with a more enduring and reviewable visual record of the 

exchange. According to Smith (2005), this accessible record affords L2 learners the 

opportunity to reread or scroll back to prior turns in a manner that may mirror the benefits of 

repetition and redundancy. 

 

3. METHODOLOGY 

3.1. Participants and Tasks 

In this study, 25 students of male and female who were between 19 and 35 age groups 

were selected. They were selected to communicate in online classes, and then the results were 

analyzed. The materials which were used in this study were a cam-recorder and a computer 

for communicating. The students referred to above made extensive use of the communicative 

opportunities found in online discussions relevant to targets in the curriculum and chat 

forums of Telegram software (windows version). These discussions utilized the networked 

environment as an extension of the co-located setting and with potentially richer 

opportunities for communication and the language practices that constitute the phenomenon 

under examination. The design of this study was qualitative. The students chatted together 

and then these chats were saved and coded to see how much they had learned from these 
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communications. All 25 learners who participated in this study, should chat in English and 

then these chats were collected and analyzed. These chats were coded and analyzed according 

to content analysis. 

For this analysis, one task was chosen for further analysis from the larger study 

reported in Smith (2008). Data from this task consisted of usable chat and Telegram software 

records of beginner-high level learners of English-as-a-foreign-language. There were 25 

students that completed the task. These students participated in this study as part of their 

regularly scheduled English language course at a major institution in Nourabad. In the larger 

study students were required to meet once every other week in the foreign language micro-

computing lab over the course of the semester. All students were undergraduates and all were 

native speakers of Persian. Their proficiency level and placement in the English sequence 

was determined by an in-house online placement test. All participants were characterized by 

the instructor as roughly at the ACTFL Novice-High proficiency level and indicated verbally 

to the researcher that they were familiar with the chat function in Blackboard. However, 

participants did complete one 50-min training session prior to data collection to ensure they 

were familiar with the chat interface as well as the task type and procedures since they were 

not necessarily accustomed to performing similar task-based CMC activities in their English 

class. 

 

3.2. Materials 

The current task was a sequential ordering task, a type of jigsaw. As with all of the 

tasks in the larger study this task type was chosen because of its structural requirement of 

two-way information exchange by participants who are striving to reach a convergent goal 

(Pica et al., 1993). 

The current task provided learners each with a task sheet that contained a series of color 

stills from a two-minute dramatic video clip that corresponded to the week’s assigned course 

content. Care was taken to select a series of stills, which, when viewed without having seen 

the video clip, had no obvious sequential order. These same stills were easily sequenced upon 

viewing the full video clip, however. Learners were instructed to describe their series of 

pictures to their partner and collaboratively arrive at a proposed correct and logical ordering 

for the series of eight pictures. After the pairs had a solution, they were instructed to view the 

short video clip and then reconvene to evaluate their solution/sequence and make any 

changes before proposing a final sequence/solution. 

Given the length of the class participants realistically had about 40 min to complete the 

task. All students worked collaboratively online with a partner. Each participant was given 

task sheet A or B. All of those holding task sheet A were women grouped in one area of the 

computer lab while those holding task sheet B were men grouped in another. This was done 

in order to reduce the chance that any participant would gain visual access to their 

interlocutor’s (partner’s) task sheet and also check the effect of gender in this study. 

Participants interacted with one another via the chat function in Blackboard and were 

assigned to one of various paired ‘groups’ under Blackboard’s Communication Tool, Virtual 

Classroom. 
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4. DATA COLLECTION AND ANALYSIS 

4.1. Capturing the Interaction 

The dynamic screen of Telegram software (windows version) recorded exactly what 

appeared on each participant’s computer screen in real time. The files were recorded to a 

networked drive and copied by the researcher for later analysis. The chat logs of these 

interactions were saved automatically in Blackboard. 

 

4.2. Coding the Interaction 

Hard copies of the chat transcripts were converted to individual MS Word documents. 

One copy of each chat transcript was renamed in preparation for coding the interaction with 

the screen capture. The chat scripts were coded by the researcher using the procedure 

outlined in (Lofland & Lofland, 1995) which used open coding method to signify text that 

was typed. This is a method in which at first level of coding, you are looking for distinct 

concepts and categories in the data, then patterns and at last to grounded theories (by them we 

mean the syntactic complexity, grammatical gender, and lexical diversity here), which will 

form the basic units of your analysis. In order to code the chat interaction in this way, each 

participant’s file (on Telegram software) was played back and copied to word Microsoft 

office in its entirety, and then the researcher coded each of the chat scripts for clauses, and 

instances of productive use of grammatical gender. To establish inter-rater reliability, another 

researcher also coded two full chat transcripts for clauses, and instances of productive use of 

grammatical gender. The initial overall agreement statistic was .93 and was considered 

sufficiently high. In the few cases where there was initial disagreement the researchers 

discussed the item until 100% agreement was reached.  

 

5. RESULTS  

Here is a sample of chat scripts with open coding of them: 

Student A: Sophie and Claudia are (syntactic complexity) inside the train. One girl enters 

(grammatical gender) the cabin. She is (grammatical gender) Mary. 

Student B: Mary says (grammatical gender): Excuse me, does (syntactic complexity) this 

train go to Paris? 

Student A: Sophie answers (grammatical gender) yes, it is the train number345. 

Student B: Mary says thank you to her and says I am English and I don't speak French very 

well. I asked you because I don't want to take (lexical diversity) bad train.  

Student A: Sophie asks (grammatical gender)   what is your name? 

Student B: Mary says (grammatical gender)   I am Mary. And you (lexical diversity)? 

Student A: I am (grammatical gender) Sophie. And this is my friend Claudia. She is 

(grammatical gender) Italian. 

Student B: Mary says (grammatical gender) nice to meet you…. 
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Below is a table that shows data analysis more easily: 

 

Table 1: The number and percentage of categories 

 Men  Percentage  Women  Percentage 

Syntactic complexity 39 82% 59 91% 

Grammatical gender 45 85% 62 95% 

Lexical diversity 26 76% 46 97% 

 

For comparisons of the syntactic complexity, grammatical gender, and lexical diversity, 

these coded data were converted to a table in which the written numbers show the happened 

times of using a specific category and the percentage shows the percentage of people used it 

to account for the fact that multiple comparisons of the same data were made.   

Results for this table for syntactic complexity showed that syntactic complexity was 

significantly higher for women than men (39 times by 82% of men and 59 times by 91% of 

women). 

A similar analysis was run for the measure of grammatical gender: Results of it showed 

that grammatical gender was higher for women than men again (45 times by 85% of men and 

62 times by 95% of women). 

Finally, a similar analysis was performed on the measure of lexical diversity: Results of 

the this part showed that women were better than men in this issue as well and had 

significantly higher scores than men (26 times by 76%of men and 46 times by 97%of 

women). So we can say, then, that the women showed the highest degree of lexical diversity, 

syntactic complexity, and grammatical gender. 

 

6. DISCUSSION AND CONCLUSION 

Learning is one of the most important activities of a human being. It is one of 

the indispensable talents of the man. The most important part of a process starting at 

birth and going on throughout the life, learning varies from one person to another. That 

is, as the cognitive processes are important in learning of individuals, it is necessary 

to know how each individual conceive and process the information during the learning 

process is important.  In learning science some students perform better than others. This 

may be due to differences in the way students learn -whether it is meaningful or rote 

learning (Ausubel, 1968, as cited in Chin & Brown, 2000). Meaningful learning requires 

relevant prior knowledge, meaningful learning tasks, and a meaningful learning set (Novak, 

1988). In contrast, rote learning is arbitrary, verbatim, and not related to experience 

with events or objects, and lacks affective commitment on the part of the learner to 

relate new and prior knowledge (Chin & Brown, 2000). The way of students’ learning -

that is, meaningful or rote- is related to the “orientations to learning”. Learning orientation 

refers to the type of learning that students prefer. Two major types of learning orientation 

are meaningful learning orientation and rote learning orientation (BouJaoude et al., 2004) 

that here in this study meaningful learning orientations were the explanations given to them 
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before doing the task and also the task itself was another kind of meaningful learning not 

something to memorized and to be done as routine. 

The learning context and academic tasks in school environment may influence 

students’ orientations to learning. Similarly, Newble and Entwistle (1986) indicated that 

characteristics of a school include the curriculum content, the assessment procedures, 

the learning material and teaching aids as well have an impact on student learning 

orientation, so because many things are done in the internet and by online mobiles we 

preferred to review this kind of online learning of students. 

Based on the evidence of the study by comparing the statistics, online learning can 

cause autonomous learning because although in this study the researcher and the teacher of 

the class monitored what students have done, but there was no teaching during doing the 

doing the task, just a brief explanation before the task to know how to do it, so the first null 

hypothesis which was Online learning has no effect on creating autonomous Iranian 

learners of English is rejected here. 

It was found that females performed significantly better than males on learning 

autonomously. This result may be related to differences between males’ and females’ 

preferences in the areas of motivation, authority orientation, and responsibility. Cavallo 

(1996) stated that students tend toward using either meaningful or rote approaches in 

learning concepts and the literature reports mixed results on possible gender differences in 

the use of orientations. Watkins and Hattie (1981) reported that females were more likely 

than males to adopt meaningful learning orientation to their work and males were more 

likely to adopt rote learning orientation which would allow them to scrape through their 

examinations, thus the second null hypothesis which was there is no difference between 

men and women in Nourabad town in this regard was rejected as well. 

 

6.1. Limitations of the Current Study 

The current study has several limitations. The first of these is the small sample size (n = 

25). In addition to sample size limitations the use of a specific intact population meaning 

online population, makes it difficult to make generalizations about the nature of L2 

performance. But if we are to posit any strong pedagogical relevance to our findings, it is 

important to make the study as naturalistic as possible (rather than artificially simulated) and 

online chat course has itself advantages such as no stress during chatting to speak suddenly 

because they have some more time to think. It is our view that such a design has a high 

degree of ‘ecological validity’ in that learners were engaged in a communicative task with 

another learner in a familiar setting (the language computer lab). The data collection was 

scheduled during their regularly scheduled class time and the underlying ‘tracking’ software 

employed in no way interfered with their typical experience with the learning management 

system (Blackboard). Investigation of chat produced by learners of varying proficiencies, 

particularly by more advanced L2 learners, may have produced more robust effects. A third 

limitation stems from characteristics of the communication task used and the subsequent 

nature of the language this task elicited. Although promoting a two-way flow of interaction, 
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this particular jigsaw task (Pica et al., 1993) did not require the use of specific task-essential 

or task-useful TL forms (Loschky & Bley-Vroman, 1993). In some instances, learners were 

able to avoid complex syntax by relying on letters to agree on the order of their pictures 

instead of describing the actions depicted in the pictures. A task that necessitated the use of 

more sophisticated syntax or specifically targeted a complex TL form may have generated 

different effects. 

 

6.2. Suggestions for Further Research 

The present study examined the effectiveness of online technology learning on creating 

autonomous Iranian learners of English; other researchers can also test the hypothesis on other 

aspects of online learning, for instance the effect of audio transcripts. 

As the software used is telegram, other software like WhatsApp or some online websites 

can be examined in other. 

Only syntactic complexity, grammatical gender, and lexical diversity were tested in this 

study, other researchers can focus their attention on other theories of other aspects of grammar 

such as, coherence in communication and etc.  
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