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Abstract 

Pop songs could provide a noteworthy source of L2 native input both inside 

and outside the classroom even in settings where the foreign language is not 

ordinarily spoken. The present study investigates perceptual/receptive and 

productive learning of English pronunciation and vocabulary through songs in 

different modalities (with or without lyrics) and instruction (direct or indirect) 

in the case of teenage Italian learners. Results show that treatment was 

effective for most tests and they provide support for the inclusion of songs in 

the L2 class. Overall, Modality did not stand out as a significant variable, 

while Instruction did only in Vocabulary Production. The study also registered 

a significant interaction between the no-lyrics modality and the indirect type 

of instruction, which supports the idea of effective extensive listening, when 

the activity is not aimed at comprehension and aural input is supported with 

images. 
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1. Introduction 
	
Listening to music is an activity that students engage with outside the 

classroom, but that can also have a positive impact inside it. For instance, 

songs help alleviating Foreign Language Classroom Anxiety (FLCA), as 

confirmed by Dolean (2015) and such feature is essential in lowering the 

emotional barrier theorized by Stephen Krashen (1982) in his Affective Filter 

Hypothesis, which might prevent learners from achieving proficiency in an 

instructed foreign language (FL) setting. Furthermore, research proved that 

“during an electroencephalogram (EEG), music can change brain waves and 

make the brain more receptive to learning. Music connects the functions of the 

right and left hemispheres of the brain so that they can work together and 

make learning quick and easy.” (Rahman, 2007, p.2). Not only that, but songs 

can also provide "that bit of language that is heard/read and that is slightly 

ahead of a learner's current state of grammatical knowledge” (Gass & 

Selinker, 2001, p. 200) which in Krashen’s Input Hypothesis (1982) was 

considered essential for learners to make progress and acquire a language.  

Thus, songs have the potential to facilitate a positive FL learning 

experience and provide for a significant source of second language (L2) input 

in a context characterized by its lack-there-of. In the present study the 

students’ progress will be analysed both for pronunciation and vocabulary, not 

only from the point of view of perceptual/receptive 1  skills, but also of 

productive ones. Moreover, results are going to be scrutinized in order to 

assess the impact of different input modes (with or without lyrics) and of 

different instruction types (direct or indirect), thus in the next section, the 

literature review will discuss relevant studies on songs as significant L2 input 

and valuable sources for pronunciation and vocabulary teaching, together with 

studies on different instruction modalities.    

  

																																																								
1 Following the specific terminology of pronunciation and vocabulary literature, 
passive skills will be referred to as “perceptual” for pronunciation and “receptive” for 
vocabulary. 
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2. Literature Review 
2.1 I Don’t Like Mondays (The Boomtown Rats, 1979):  

“The Motherese of Adolescents”  
	

Teenagers independently spend time listening to music outside the 

classroom, as pointed out by Miranda (2013), who found that in the US “on 

average, adolescents listen to music for up to three hours daily and accumulate 

more than 10,000 hours of active music listening throughout adolescence”. 

That is why pop songs have been defined as “the motherese of adolescents” 

(Murphey & Alber, 1985, p.1) and such input should also be taken into 

consideration as valuable source of learning (Schwarz, 2013). 

In particular, as far as songs in English are concerned, such reflection can 

be applied also to contexts where English is not an official language. In Italy, 

specific setting of this study, the Observatory on Adolescent Trends and 

Behaviors in 2016 carried out a research on around 7,000 Italian teenagers 

between 13 and 19 and found that 98.5% of them listens to music regularly. 

Besides, the 2019 Radiomonitor survey emphasised that Italian radios play 

51% Italian songs and 49% foreign ones. Due to the recent introduction of the 

INVALSI (Istituto nazionale per la valutazione del sistema educativo di 

istruzione e di formazione) English national examination, which involves a 

reading comprehension and a listening comprehension test, though, it becomes 

even more crucial for Italian students to capitalize on such input.  

In Italy, English is the FL that students are more commonly exposed to out-

of-class, but the dominance of English is also common in other European 

areas where there is exposure to more than one FL, like Flanders, where Dutch 

is the official language of the region, while Dutch, French and German are the 

official languages of Belgium. Such area was the setting of a study by Peters, 

Noreillie, Heylen, Bulté and Desmet (2019), which established that English 

was more present than French in students’ out-of-class activities. 

The quantity and quality of input are pivotal factors in both first and second 

language acquisition. However, despite its importance, input has so far been 

an underestimated element in Second Language Acquisition (SLA) research, 

mainly due to its variability and the difficulty in measuring both its quantity 

and its quality (Flege, 2009). In Give Input a Chance!, James Flege focused on 
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reviewing studies in naturalistic settings, where learners are generally exposed 

to remarkable rates of L2 input even outside of the classroom, but the role of 

L2 input in FL settings, where the L2 is not used outside the classroom, should 

deserve just as much attention.  

Saito (2019, p.2) highlights that “while immersion/study abroad is 

commonly conceived as the optimal way to improve such L2 skills, a great 

number of L2 leaners study their target languages in FL settings. […] SLA in 

FL settings is limited in terms of both quantity and quality”. Due to this lack 

of FL, learners often have to deal with issues that make comprehension of the 

aural input difficult (Goh, 1999; Chang & Read, 2006), such as quickness of 

speech, unknown vocabulary, or failure to connect the spoken and written 

forms (Chang, 2009) and necessitate strategies to assist listening 

comprehension. Further difficulties could also arise with learners being 

concerned about their accented L2 speech (e.g., Derwing, 2003), maybe 

because they are conscious about native speakers’ negative judgement on this 

respect (Kissling, 2013). Therefore, listening, pronunciation and vocabulary 

arise as key areas to address students’ needs in learning a FL. 

2.2 Learn to Listen (The Ramones, 1989):  

Listening for pronunciation training  
	

Pronunciation teaching has been overlooked in applied linguistics (Derwing 

& Munro, 2005). The reasons behind such situation have been studied by 

Isabelle Darcy (2018) through a survey of teachers’ practices and perceptions 

about pronunciation in the Intensive English Program at Indiana University. 

The study showed that usually teachers do not include pronunciation training 

within their lessons due to lack of time, lack of training and lack of importance 

in assessment. The same discomfort in teaching pronunciation is felt by 

teachers in Italy (Copland, Garton & Burns, 2014), as such area of instruction 

is also underdeveloped in the Italian system (Costenaro, 2011).  

Pronunciation teaching should encompass a variety of aspects (Goodwin, 

2014), which belong to three different areas: segmental (i.e. consonants and 

vowels), suprasegmental (i.e. word stress and intonation) and fluency. The 

present study will only focus on segmental features, both from the point of 
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view of perception and production, due to the shortness of treatment. 

According to the Speech Learning Model (SLM): “without accurate 

perceptual targets to guide the sensorimonitor learning of FL sounds, 

production of the L2 sounds will be inaccurate” (Flege 1995, p. 238). This 

does not imply that all pronunciation production mistakes are due to 

perceptual ones, but underlines the close connection between the two aspects.   

Gilbert (1995) projects these two domains of speech communication in the 

classroom and reaches the conclusion that listening activities enhance the 

development of perceptual skills, which then help productive ones improve. 

Specifically, in relation to listening to songs, the song-stuck-in-my-head 

phenomenon hypothesised by Murphey (1990) as the involuntary mental 

rehearsal of a song in one’s head, could be extremely valuable in order to 

create or modify existing phonetic categories. Besides, Kissling (2013) and 

Isaacs (2009) underline the need for pronunciation instruction to be performed 

via communicative activities, in order to direct the learners’ attention to L2 

sounds, “perhaps through targeted exposure, focused listening, dictation, 

transcription, or other means, should be explored and weighed against the 

potential benefits of explicit phonetics instruction” (Kissling, 2013, p.725).  

Listening activities and pronunciation training share the same marginalized 

role in the FL classroom, where the focus of direct instruction is rarely on such 

skills. In Beall, Gill-Rosie, Tate, and Matten (2008), it is demonstrated that not 

enough time is dedicated to listening skills in instructed settings, even though 

they have been considered crucial even for reading comprehension (Campbell, 

2011). In the abovementioned study, Darcy (2018) also suggests that in order 

for a listening practice to be useful for effective pronunciation training, it 

would be beneficial to have meaningfully contextualized phonological 

features with vocabulary items and to increase the amount of times learners 

are exposed to them. Indeed, listening to songs fulfils both requirements. 

Nevertheless with regards to the relationship between music and 

pronunciation, listening to songs might only be linked to improvements in 

perceptual skills. In fact, Christiner and Reiterer (2015) in their study “a 

Mozart is not a Pavarotti” saw that singers outperformed musicians in a 

foreign accent imitation task, while there was not a significant difference 

between the former and the latter in terms of perceptual abilities. Thus, the 
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capability to produce accurate sounds in a FL seems to be more strongly 

correlated to singing than merely listening to music or playing an instrument, 

since “singers benefit from heightened vocal motor abilities” (Coumel, 

Christiner & Reiterer, 2019, p.3).  

2.3 You Don't Learn That In School (Nat King Cole, 1946):  

Listening for vocabulary teaching  
	

Listening, speaking, reading, and writing are all fundamental skills in 

learning a language, be it the first or second one, and they all depend on three 

core aspects: “phonology, vocabulary (lexis), and structure” (Darcy, 2018). As 

far as vocabulary is concerned, rhythm, one of music components, has been 

demonstrated to be highly beneficial for rote memory (Medina, 1993), but this 

is only one of the positive aspects of learning L2 vocabulary through songs. In 

their study on incidental vocabulary learning by listening to songs in Thai 

students in Year 6 and 7, Pavia, Webb and Faez (2019) identified six reasons 

that make songs a remarkable resource to learn an L2:  

First they can provide large quantities of language input. […] Second, 
corpus-driven studies analyzing pop songs suggest that these songs are 
repetitive and conversation-like and that the mean speed of speech of 
75.49 words per minutes was half the speed of spoken discourse 
(Murphey, 1990). […] Third […] individuals tend to listen to the same 
song multiple times. […] Fourth, many of the same words are 
encountered in different songs. […] Fifth, songs can also assist memory 
in language acquisition. […] Sixth, it has been demonstrated that the use 
of songs in FL classrooms tends to decrease anxiety levels in high-
anxiety classrooms. (Pavia et al., 2019, p.5) 

Despite all these positive aspects, songs are still considered as a one-off 

treat that teachers give students, rather than a regular activity, as demonstrated 

by their sporadic presence in textbooks (Tegge, 2015). The same situation can 

be applied to the research field, where despite an extensive pedagogical 

literature supporting the efficiency of learning through songs (Tegge, 2015), 

most studies only focus on participants’ self-reports, rather than empirically 

verified gains (e.g. Pavia et al., 2019; Medina, 1993).     

The relationship between vocabulary and listening to songs appears to be 

bi-univocal, with the latter benefitting the former and vocabulary knowledge 

enhancing understanding of songs. In fact, Stæhr (2008) found that vocabulary 
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size could predict 39% of variance in listening scores. In order to build a large 

vocabulary size, though, Peters et al. (2019) specifically highlighted the 

importance of out-of-class exposure to the L2, due to time constraints in the 

classroom.  

Nonetheless, listening to songs in the L2 might be linked only to the 

receptive knowledge of vocabulary and not to the productive one. For 

example, the already mentioned studies conducted by Pavia et al. (2019) and 

Medina (1993) only include multiple-choice tests assessing receptive 

knowledge of target words. According to Nation, though, (1990, p.32) 

“productive knowledge of a word includes receptive knowledge and extends 

it” and Schmidt (1990) identifies “recycling” as the key to such extension, 

which implies that students are presented with the word several times in 

different contexts. These characteristics are fulfilled by pop-song discourse, as 

confirmed by Murphey’s (1992) corpus-analysis of the top 50 songs in English 

at that time, where he found that “each word is repeated about three times in 

an average song of 263 tokens. Actually 25% of the corpus is composed of 

just 10 different words” (p.771).  

2.4 More than Words (Extreme, 1990):  

Input modes in SLA instruction 
	

A bimodal input (audio and written or audio and video) is believed to be 

more beneficial for learning to follow. For instance, Chang (2009), comparing 

the Reading While Listening (RWL) and the Listening Only (LO) modes from 

the listening instruction perspective found that reading facilitates listening 

comprehension. Moreover, understanding what was being said was highly 

beneficial for the students to keep motivated during the activity. As a matter 

fact, one of the main issues of LO is its transitory nature, which allows for less 

control of the input by learners and thus causes greater anxiety and possibly a 

decrease in motivation (Chang, 2009). Webb and Chang (2012) also 

established that RWL leads to a higher degree of comprehension than Reading 

Only (RO), and RWL has especially proved to be useful in terms of linking 

form to meaning (Webb and Chang, 2012) and of segmenting texts into larger 

chunks (Brown, Waring & Donkaewbua, 2008). 
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Nevertheless, “it is often hard to make out the words in songs, even for 

native speakers” (Garnier & Schmitt, 2016, p. 37), so reducing songs to 

comprehension activities would be rather diminutive. Songs can be presented 

in different ways, such as LO aural input, bimodal (audio with lyrics or aural 

input with static images) or multimodal, which includes aural input, lyrics and 

video or non-static images. 

Extensive literature confirms that RWL helps developing listening 

comprehension skills (e.g. Mareschal, 2007; Vandergrift, 2007; Brown et al., 

2008; Chang, 2009; Webb and Chang, 2012), but the aim of teaching activities 

involving listening to songs is not always to comprehend. As pointed out by 

Farina (2013) and Jones (1999) depending on the language, having the 

orthographic form of the spoken word together with auditory input could 

hinder learning in terms of pronunciation. In fact, Mairano, Bassetti, 

Sokolovic-Perovic, and Cerni (2018, p.2) postulate that orthography could 

make L2 speakers produce a non-existing phonological category in the target 

language, confirming Murphey’s (1990) hypothesis about foreign accent in 

adults:  

Reading done too soon as the main source of input, and hearing one’s 
own voice subvocally, may partially account for the fact that many 
adults keep a strong non-native accent in a foreign language, while 
children, who are principally listeners not readers, seem to have little 
problem becoming native-like. (Murphey 1990, p.58) 

Besides, bi-modal or multimodal input does not necessarily mean audio and 

orthography, it could refer to audio and visual sources together, therefore, a 

song's vocabulary can be learnt by providing extra support while listening, like 

pictures or actions (Medina, 1993). This idea was confirmed by de Vos, 

Schriefers, Mivard and Lemhöfer (2018) in their meta-analysis of incidental 

vocabulary learning from listening, where significant findings were always 

supported by L2 input with supporting materials (e.g. audiovisual materials 

such as videos).    
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2.5	Another	brick	in	the	Wall	(Pink	Floyd,	1979):		

Degree	of	directness	in	instruction	
	

Ellis (2015) specified that SLA in instructed settings involves both a direct 

and indirect source of instruction. The former is defined as “providing learners 

with explicit information about the target of the instruction, often together 

with opportunities to practice the target” (p.241), while the latter as “setting up 

opportunities for learners to learn without specifying what the target of the 

instruction is” (p. 241). The literature sometimes refers to these two notions as 

explicit and implicit instruction (e.g. Bongaerts, van Summerin, Planken & 

Schils, 1997; Fullana, 2006; Kissling, 2008), and it should be clarified that for 

the present study the terms “explicit” and “implicit” will refer to the different 

types of instruction and should thus be considered as synonyms for “direct” 

and “indirect”, without reference to explicit/implicit learning. Moreover, the 

learning fostered by these two types of instruction is going to be referred to as 

intentional in the case of direct instruction and incidental in the case of 

indirect instruction, following Hulstijn (2013). The author defines the former 

as a “deliberate attempt to commit factual information to memory” (Hulstijn, 

2013, p.2632), while incidental learning is “the acquisition of a word or 

expression without the conscious intention to commit the element to memory” 

(Hulstijn, 2013, p.2632). 

In their meta-analysis of L2 instruction in general, Norris and Ortega 

(2000) state that explicit instruction leads to immediate gains, but their 

sustainability is still debatable. In fact Hulstijn (2001, p.17), states that this 

short-term retention is possibly what makes researchers lean towards 

incidental vocabulary learning with more indirect means of instruction, such 

as extensive reading or listening, as “when L2 educationalists advocate 

incidental vocabulary learning while devaluating the role of intentional 

learning, what they probably mean is that the former procedure leads to 

information processing of a higher quality, and hence to better retention, than 

the latter procedure.” A different view is shared by Ellis (2015), who 

maintains that the degree of retention depends on the linguistic feature, not on 

the type of instruction. In particular, he asserts that explicit instruction also has 

long-lasting effects on some linguistic features, while the implicit one benefits 
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discourse capabilities. Nevertheless, the necessarily limited nature of the direct 

mode as far as time is concerned, also leads to promoting a more implicit 

instruction.  

Explicit pronunciation instruction is reported to be more helpful for adult 

L2 learners to achieve native-like pronunciation (Bongaerts et al., 1997; 

Fullana, 2006), but there are also studies that question its efficiency (Chung, 

2008; Tominaga, 2009). In particular, Chung (2008) claims that “exposure and 

attention to the target feature were more relevant than other instructional 

characteristics for improving L2 speech”. Such idea is supported by Kissling’s 

(2013) study of L1 Spanish University learners of L2 English, where she 

compared explicit L2 phonetics instruction to a more implicit method (focused 

listening with dictation), and found that both types of instruction led to 

improvement, without significant differences between the two.  

A similar situation occurs in vocabulary acquisition, as studied by Laufer 

(2006). The author demonstrated that in EFL contexts, vocabulary learning is 

assisted by explicit instruction. The author also added that in such settings 

meaning-focused instruction should also be integrated with an explicit form-

oriented focus. There is evidence that vocabulary acquisition also takes place 

when an activity is not designed with a specific target (Gass, 1999; Hulstijn, 

2001; Loewen, 2015) or incidentally with extensive reading, although at a 

slow rate (Pellicer-Sánchez & Schmitt, 2010; Serrano & Huang 2018; Waring 

& Takaki, 2003). On the contrary, pure extensive listening (EL) led to 

contrasting findings and is considered too challenging in an EFL context (e.g., 

Field, 2008) and that is why research about it is “nearly non-existent” (Chang, 

2012, p. 26). In this study, Chang (2012) compared vocabulary learning and 

listening competence of EL and Intensive Listening (IL) in the RWL mode. 

The author concluded that while IL showed better gains in terms of 

vocabulary, EL led to significant better results in terms of listening skills, 

“implying that students’ listening competence can be enhanced through 

reading and listening […] without formal instruction” (Chang 2012, p.39). 

Further studies by Webb and Chang confirmed such findings (Webb, S. & 

Chang, A, C-S., 2015a; Webb, S. & Chang, A, C-S., 2015b).  

In relation to songs specifically, both Medina (1993) and Pavia et al. (2019) 

demonstrated that, although at small rates, incidental learning of vocabulary is 
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specifically possible by listening to songs with an indirect method of 

instruction, not only because of the slower speed of songs (Murphey, 1992), 

but also for the high degree of repetition of their vocabulary items (Pavia et 

al., 2019). Such positive findings in incidental vocabulary acquisition with 

songs were not confirmed by Maneshi (2017), who only observed significant 

results in spoken form and collocation recognition.    
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3.	Aims	and	Research	Questions	
	

Considering the lack of experimental studies on the topic, the following 

study aims at exploring if and how listening to songs can provide a useful 

source for teaching pronunciation and vocabulary at the same time. Moreover, 

learning outcomes are going to be scrutinized in terms of perception/reception 

and production under different perspectives, both in terms of input modality 

(with or without lyrics) and type of instruction (direct or indirect). The two 

opposite modalities are going to be referred to as lyrics – no lyrics, since this 

is what distinguished the different groups who underwent treatment. In fact, 

all groups were exposed to audio and visual input, but one group did not have 

access to the lyrics, therefore such participants did not have access to the 

orthography of the target words.  

The following research questions were addressed in this study: 

1) Can the use of songs promote pronunciation and vocabulary learning in 

an EFL class? 

2) Does input modality (with or without lyrics) have an effect on 

vocabulary and pronunciation learning through songs over time? 

3) Does degree of directness in instruction (direct or indirect) have an effect 

on vocabulary and pronunciation learning through songs over time?  
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4. Methodology 
4.1 Participants 
	

The study was carried out in the Italian province of Monza-Brianza and it 

involved students born in 2006 attending the second year of middle school 

(Scuola Media). The school is a private religious comprehensive institution, 

ranging from pre-school to secondary school located in a 7000-inhabitants 

town, which is attended by mostly monolingual Italian students with high 

socio-economic status living in the surrounding area. At the time of data 

collection, the school had 700 students enrolled, 68 of which were in Year 8, 

the school year analysed. All the students from Year 8 were originally 

considered for the present study (N = 68); however, the final sample included 

60 students. The eight students who did not take part in the study were either 

absent on the day of the treatment or had severe special education needs and 

their parents did not give consent for them to be involved. The parents of all 

participants signed a written consent to allow their children to participate in 

the study. In Year 8, there are three different classes and in order to ensure 

randomization of sampling, such intact classes were used as the three groups 

to undergo the treatment through different conditions. In terms of gender, 

overall there were 35 boys and 25 girls (group 1 with 20 students: 12 boys and 

8 girls; group 2 with 18 students: 14 boys and 4 girls; group 3 with 22 

students: 9 boys and 13 girls).  

Students currently attend three hours of English as a foreign language 

(EFL) per week and one extra hour every two weeks to work on conversation 

or on improving their grammar knowledge. All lessons are taught by two 

native Italian teachers.  

4.2 Design and Procedure  
	

The design of the study is counterbalanced and includes a pre-test, 

treatment and an immediate post-test. Moreover, as far as perceptual/receptive 

skills are concerned, it also includes a delayed post-test one month after 

treatment.  

The pre-test and the immediate post-test consist of two parts, with two 

sections each:  
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- Part I: Pronunciation Production and Vocabulary Production. 

- Part II: Pronunciation Perception and Vocabulary Reception. 

In the delayed post-test the students were only presented with Part II tests, due 

to time constraints. The order of completion was decided in order to avoid 

possible priming effects that could emerge when taking the 

perception/reception test before the production one. Participants took all the 

tests in the computer laboratory of the school, via the online form builder and 

creator JotForm (www.jotform.com; Ajmi, 2016). Nevertheless, due to issues 

with the school computers, the pronunciation production pre-test and post-test 

were recorded on an I-phone 8. In order to account for multimodality also 

during test times, a native English speaker was present at the immediate and 

delayed post-test, reading aloud the tests’ questions.  

Furthermore, after completing the post-tests, all participants completed a 

questionnaire in Italian with questions that tapped on the students’ attitude 

towards the treatment. The questionnaire was devised in Italian to allow the 

students to be fully confident and eloquent in expressing their opinions. 

Unfortunately, because of space limitations it will not be possible to report on 

its results.  

In order to assess the students’ proficiency (the first part of the Quick 

Oxford Placement Test (OPT) and the 1,000, 2,000 and 3,000 levels of the 

monolingual version of the Vocabulary Levels Test (VLT, de Souza & Soares-

Silva, 2015), available on Paul Nation’s Website  

(http://www.victoria.ac.nz/lals/about/staff/paul-nation) were completed before 

the treatment. Thus, participants’ proficiency was checked, in order to ensure 

that the three groups were comparable in that respect. The descriptive statistics 

for both tests, with mean and standard deviation in parentheses are reported in 

Table 1. 
Table	1	–	Descriptive	statistics	for	proficiency	tests	

Group  Quick OPT /40 VLT /30 

1 16.55 (4.180) 13.91 (5.088) 

2 17.81 (3.371) 13.88 (5.691) 

3 18.35 (2.914) 16.88 (3.951) 
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Two one-way ANOVAs were performed to compare the proficiency levels of 

the three groups both for the Quick OPT and the VLT. Results showed that 

there were no significant differences in terms of proficiency among groups for 

the Quick OPT, F(2,41)=.942, p=.398 or for the VLT, F(2,41)=1.927, p=.159, 

despite group 3’s scores always being slightly higher.  

Both the questionnaire, the Quick OPT and the VLT were taken in class in 

their paper versions, although the first one was collected during post-test and 

the other two during pre-test.  

4.3 Treatment 
	

Students underwent two days of treatment and each lesson lasted 50 

minutes. As previously mentioned, the three groups were randomly assigned 

to three different conditions, in order to analyse the impact of different 

treatments on learning English through songs.	 

The songs chosen were two American pop singles from 2005: Move Along 

by The All-American Rejects and Have a Nice Day by Bon Jovi. Such songs 

were chosen because the students would not be familiar with them, had a 

catchy rhythm, and were likely to be considered appealing by the students. 

Besides, teachers were asked beforehand whether they had previously used 

such songs for classroom activities and they confirmed they had not. 

Table 2 summarizes treatment for all three groups in terms of instruction 

and modality: 

Table	2	-	Summary	of	treatment	

Group Move Along Have a Nice Day Modality 

1 direct pronunciation direct vocabulary lyrics 

2 direct vocabulary direct pronunciation lyrics 

3 direct pronunciation direct vocabulary no lyrics 

 

The first day of treatment was dedicated to the song Move Along and Group 

1 and 3 followed the lesson plan with a direct instructional focus on 

pronunciation. On the other hand, group two had a different lesson plan, since 

the focus was on direct vocabulary instruction. The detailed lesson plans are 

available in Appendix A. 
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The second day was dedicated to Have a Nice Day and the lessons were 

performed following the same plans reported above, only the other way 

around. Thus, Group 2 followed the lesson plan with an explicit instruction 

focus on pronunciation, while Groups 1 and 3 followed the explicit vocabulary 

one. During both days, regardless of instruction focus or modality, all 

participants listened to the song four times during treatment. 

Despite having a dissimilar focus and different activities, both lesson plans 

followed the same global structure, as the students first watched the official 

video-clips of the songs without on screen or paper lyrics. Then, after ice-

breaker activities, Groups 1 and 2 were given the lyrics to the song, where the 

target words directly taught were highlighted in red (Appendix B). In the case 

of Group 3 (no-lyrics modality), they were handed in a worksheet with images 

taken from Google rather than with the words of the song, where the target 

items stood out because of a green band next to the image (Appendix C). All 

groups then listened to the song following the allocated worksheet. Then, after 

some activities on the target forms, which included one further listening with 

access to the lyrics/no-lyrics worksheets, there was a plenary with a sing-along 

activity. 

4.4 Target Words  
	

In terms of pronunciation, both songs presented 7 different items of two 

specific pronunciation features: aspirated /h/ and English dental fricatives. 

Such sounds were chosen as topic of analysis for pronunciation, since they are 

not present in Italian and might therefore be problematic for Italian speakers 

Wheelock (2016). As for the former feature, Italian speakers tend to fall into 

an h-deletion pattern when pronouncing English words, while for the latter 

they have the tendency to form the labial-dental fricative [f] for /θ/ and the 

laminal denti-alveolar [d] for /ð/. Table 3 presents the target words for 

pronunciation with their frequency within the song and according to the 

British National Corpus/ Corpus of Contemporary American English 

(BNC/COCA) word family lists. One of the target words, ahead, is reported 

with an asterisk, since it does not present an aspirated /h/ at the beginning of 

the word. Despite such difference, it nevertheless presents the same possible 

h-deletion feature and was thus included as a target item. 
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Table	3	-	Target	Words	for	Pronunciation	

 Target Words 
Pronunciation 

Frequency Within 
Song 

Frequency Level 

Move 
Along 

ahead* 1 K-1  
had 1 K-1  
held 2 K-1  

hands 4 K-1  
hold 2 K-1  
hope 5 K-1  
heart 1 K-1  

Have a 
Nice 
Day 

the 23 K-1  
there 3 K-1  
thing 3 K-1  

through 3 K-1  
that 4 K-1  
with 3 K-1  

nothing 1 K-1  

As far as vocabulary is concerned, the following target words were 

selected: 

Table	4	-	Target	Words	for	Vocabulary	

 Target Words 
Vocabulary 

Frequency Within 
Song 

Frequency Level 

Move 
Along 

to waste  1 K-1  
fill  1 K-1  

to fall 1 K-1  
sinking  1 K-2  

to move along  29 K-1  
to make it through  5 K-1  

deceiving  1 K-6  
to right  4 K-1  

Have a 
Nice 
Day 

shining  3 K-2  
standing 3 K-1  

dice  3 K-5  
ledge  3 K-6  

to stand my ground 1 K-1  
brave  1 K-2  

to take a stand  1 K-1  
dead-end street 1 K-1  

Because one of the groups did not have access to the lyrics, the main 

criteria in the choice of target words was that items had to be easily 

identifiable with an image and that the students were not expected to know, 

based on their syllabus.  

The lyrics of each song were analysed with Vocabulary Profilers 

(www.lextutor.ca), which breaks texts down by word frequencies according to 
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the British National Corpus/ Corpus of Contemporary American English 

(BNC/COCA) word family lists: 
Table	5	-	Move	Along	Lexical	Profile	

 
 
Table	6	-	Have	a	Nice	Day	Lexical	Profile	

 

Therefore, in the case of Move Along, in order to understand 95% of words in 

the song, it was enough to know the first 1000 most frequent word families 

and to reach the 98% threshold of understanding the first 2000 most frequent 

word families. Likewise, for Have a Nice Day, to understand 95% of words in 

the song, it was enough to know the first 1000 most frequent word families, 

while to get to 98% coverage it was necessary to know the first 5000.	

4.5 Tests 
	

All tests completed by the students are presented in Appendices D 

(Production) and E (Perception/Reception). As for pronunciation production 

(Appendix D), the students were recorded with an I-phone 8 saying all 14 

pronunciation target words in a word list reading. Then, due to time constraint 

issues, only two items (i.e. “through” and “nothing”) were considered for the 

analysis, since they offered the same feature, the voiceless dental fricative [θ], 
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in two different positions, one at the beginning and the other at the end of the 

word. Besides, among all the target words, “through” was the one the students 

were less likely to know and therefore would be a better litmus test for the 

effectiveness of the treatment. Such sound files were extracted from each 

participant’s recording, their background noise was cancelled and their 

volume was normalised. Such stimuli were then presented to four non-trained 

native American-English-speaking raters through Praat, with a rating task 

based on a 7-point Likert scale (1=extremely inaccurate to 7=extremely 

accurate). The raters were two male (25 and 30 years old) and two female (28 

and 32 years old) teachers of English, who did not have direct familiarity with 

the Italian accent. Both pre-test and post-test stimuli were presented in random 

order in the same task, so as to avoid raters knowing whether the audio file 

came from before or after the treatment. The results for each participant were 

obtained by calculating the mean among the scores given by the four raters 

and computing an average result for pre-test and another for post-test for each 

of the two target items. Each rater was presented with 240 stimuli to assess 

individually through Praat and it took them around 35 minutes to complete the 

task. 

In terms of pronunciation perception, the participants had to perform an AX 

auditory discrimination task (Rallo Fabra, 2016) with 14 items (Appendix E), 

where they had to decide whether the two words they heard were the same or 

different. The 14 target words were recorded by an American English native 

speaker in laboratory conditions embedded in a sentence, and then they were 

extracted and their volume was normalized through Praat (Boersma, 2002). 

Then two stimuli were put together to form a continuum with a pause in the 

middle and uploaded on JotForm. After the students submitted the task, an 

automatic e-mail with all their answers was generated. In case their answer 

was correct, the reply was coded as 1, whereas if incorrect, it was coded as 0. 

The vocabulary production test (Appendix D) was a C-test, which, as 

reported by Singleton (1999), "is a reduced-redundancy procedure requiring 

the testee, essentially, to restore to wholeness a text nearly 50 per cent of 

whose constituent words have had their second half deleted". Thus, the 

participants were presented with half of the word embedded in a sentence and 

they had to complete it. Overall, there were 16 items in the test and in case the 
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answer was reported correctly, it was coded as 1, whereas if incorrect or left 

blank, it was coded as 0.  

The receptive vocabulary knowledge test (Appendix E) was a multiple-

choice test with 16 items, where students had to choose the correct definition 

for each target word. The options were based on antonym forms or on words 

that had similar spelling but different meaning. Most definitions were taken 

from the MacMillan Dictionary (Rundell, 2002). Moreover, participants were 

presented with an “I don’t know” option. If their answer was correct, the reply 

was coded as 1, whereas if incorrect or unknown, it was coded as 0. 

4.6 Statistical Analyses 
	

Since none of the accuracy measures had a normal distribution, four 

Generalized Linear Mixed Models (GLMMs) were run using SPSS v25 with a 

repeated measures Diagonal structure, a random intercept for Subject and each 

of the four measures as dependent variables (Pronunciation Production 

Accuracy, Pronunciation Perception Accuracy, Vocabulary Reception 

Accuracy and Vocabulary Production Accuracy). The first dependent variable 

was a scale modelled through an inverse Gaussian, while the remaining three 

had a binomial distribution modelled with a Logit link. All models included 

Subject and Item as random factors, and the same fixed effects structure, i.e., 

Time (pre-test, immediate post-test and delayed post-test for perception tests; 

pre-test and immediate post-test for production tests), Modality (Lyrics, No 

Lyrics), Instruction (Direct, Indirect), with their paired (Modality*Time; 

Instruction*Time; Modality*Instruction) and three-way 

(Modality*Instruction*Time) interactions. Sixteen participants were excluded 

from the statistical analysis as outliers or as children with special education 

needs (SEN).  

5. Results 
	

The results are presented in two different sections: Pronunciation and 

Vocabulary. Moreover, each section is divided into two subsections, to 

comment on the participants’ outcome in terms of perceptual/receptive and 

productive skills. At the beginning of each results section, a table of the 
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descriptive statistics is reported with the mean together with the standard 

deviation in brackets. In this by-item data-file, the variables 

Pronunciation_Perception_Accuracy2, Vocabulary_Production_Accuracy and 

Vocabulary_Reception_Accuracy are categorical ones, where the minimum 

value in the descriptive statistics is 0 and the maximum is 1, while 

Pronunciation_Production_Accuracy is a scale from 1 to 7.  

 

5.1 Pronunciation 

 5.1.1 Productive Skills 

The descriptive statistics (means and SD in parentheses) for the Pronunciation 

Production Accuracy test for the different conditions are shown in Table 7, in 

which it is possible to see that both in the pre-test and in the post-test, students 

who underwent the treatment without lyrics performed better than the ones 

who had access to them. Table 7 shows that after the treatment there were 

gains for the lyrics modality and the indirect instruction mode, while there 

were slight losses for the no-lyrics modality and the direct mode. The 

immediate gains were calculated subtracting the pre-test results from the post-

test ones.  

Table	7	-	Descriptive	Statistics	Pronunciation	Production	Accuracy	

 Pre-test /7 Post-test /7 Immediate Gains 

Lyrics 3.21 (1.09) 3.46 (1.12) .25 

No lyrics 3.66 (0.91) 3.53 (1.10) -.13 

Direct 3.51 (0.96) 3.43 (1.11) -.08 

Indirect 3.17 (1.16) 3.60 (1.11) .43 

The results of the GLMM for Pronunciation Production Accuracy appear in 

Table 8, in which significant effects are reported with asterisks next to the 

value (* when .0.5<p>.01, ** if p <.01 and *** if p<.001). A larger version of 

Tables 8, 10, 12 and 14 is also available in Appendix F. Figure 1 provides a 

visual representation of the results. The thicker the line tracing back to 

Accuracy, the stronger the effect of such independent variable on the 

dependent one. Thin lines identify non-significant fixed effects. 
																																																								
2 Capital letters are used when referring to specific variables or tests in the study. 
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Figure	1:	Pronunciation	Production	Accuracy	GLMM 

The graph shows a non-significant effect of Time, a significant effect of 

Modality with the no-lyrics condition performing significantly better than the 

lyrics one and a non-significant effect of Instruction. In terms of interactions, 

there is none between Modality*Time or between Instruction*Time. 

Moreover, there is no interaction among Modality*Instruction*Time. 

Although it was not possible to compute Modality*Instruction, due to the fact 

that there was an empty set (direct instruction with no-lyrics modality), Table 

8 shows that when examining the effect of Modality for each condition 

separately, it was found that with indirect instruction there was a significant 

difference between the no-lyrics and the lyrics condition, suggesting higher 

scores in connection with the no-lyrics modality. 
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Table	8	-	Pronunciation	Production	results	

 

5.1.2 Perceptual Skills 
	

The descriptive statistics for Pronunciation Perception Accuracy are 

presented in Table 9, which shows that the students who underwent the 

treatment with lyrics improved between the pre-test and the immediate post-

test, but that such gains did not last until the delayed post-test. On the other 

hand, the no-lyrics group demonstrated improvement both in the immediate 

and even more in the delayed post-test, showing higher long-term gains. As 

far as Instruction is concerned, the indirect mode follows the same path as the 

lyrics one, showing an increase at immediate post-test, which remarkably 

reduces by delayed post-test. The direct mode registers gains between pre-test 

and the immediate post-test, which then stay stable until delayed post-test. The 

immediate gains were calculated subtracting the pre-test results from the 

immediate post-test ones, while the long-term gains were calculated deducting 

pre-test scores from delayed post-test ones. 
Table	9	-	Descriptive	Statistics	Pronunciation	Perception	Accuracy	

 Pre-test /1 Post-test /1 Delayed  

post-test /1 

Immediate 

Gains 

Long-Term 

Gains 

Lyrics .73 (.44) .79 (.41) .74 (.44) .06 .01 

No lyrics .76 (.43) .82 (.39) .85 (.35) .06 .09 

Direct .73 (.45) .80 (.40) .80 (.40) .07 .07 

Indirect .76 (.43) .80 (.40) .77 (.42) .04 .01 
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Figure 2  and Table 10 show the results for the Pronunciation Perception 

Accuracy GLMM test, indicating that Time and Modality have a significant 

fixed effect on the dependent variable, while Instruction does not.  

	
Figure	2	-	Pronunciation	Perception	Accuracy	GLMM 

 

In terms of Time, scores were higher in the immediate post-test and delayed 

post-test, than in the pre-test, indicating that songs were helpful to promote 

perceptual pronunciation skills. In terms of Modality, the no-lyrics group 

performed better than the lyrics one.  

There is not a significant Modality*Time interaction, indicating that the 

effect of the treatment with and without lyrics was equivalent. When 

examining the effect of Time for each condition separately, it was found that, 

in the lyrics condition, there were significant gains between pre and immediate 

post-test, whereas for the no-lyrics condition the significant difference was 

between pre and delayed post-test, suggesting longer term gains for this 

condition. 

Likewise, there is no Instruction*Time interaction, suggesting that the 

effect of treatment with direct or indirect instruction was equal, although when 

analysing the effect of Time for the two conditions separately, there were 

significant gains in the immediate post-test, which were also retained at the 
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delayed post-test in the case of the direct condition, but not for the indirect 

one.  

Similarly, Modality*Instruction do not interact, but when comparing the 

effect of Modality on the two separate types of instruction, there was a 

significant difference between the no-lyrics and the lyrics group in the indirect 

mode, with the no-lyrics group scoring significantly higher than the lyrics one.  

Despite the fact that there is no Modality*Instruction*Time effect, examining 

the effect of Time for each condition separately allows for significantly higher 

scores to be registered for the no-lyrics modality with direct instruction 

between delayed post-test and pre-test, arguing for higher long-term 

perceptual gains for students not having access to the lyrics and receiving 

explicit training. 

 
Table	10	-	Pronunciation	Perception	results	
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5.2 Vocabulary 

 5.2.1 Productive Skills 
	

The descriptive statistics for Vocabulary Production Accuracy are laid out 

in Table 11 and they show gains between pre-test and immediate post-test for 

all conditions. 
Table	11	-	Descriptive	Statistics	Vocabulary	Production	Accuracy	

 Pre-test /1 Post-test /1 Immediate Gains 

Lyrics .07 (.25) .42 (.49) .35 

No lyrics .09 (.28) .51 (.50) .42 

Direct .07 (.25) .56 (.50) .49 

Indirect .09 (.28) .36 (.48) .27 

 

Figure 3 presents the Vocabulary Production Accuracy GLMM results (all 

values reported in Table 12). The graph shows a significant effect of the 

independent variable Time, with significant gains between pre and post-test, 

but no effect of Modality or Instruction.  

 
Figure	3	-	Vocabulary	Production	Accuracy	GLMM	

Modality*Time do not interact, which means that the two modalities of 

treatment do not lead to significantly different performances among 
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participants. However, when the effect of Modality at different times is 

analysed, it is shown that the no-lyrics condition scores were significantly 

higher than the lyrics ones in the post-test, while no differences existed in the 

pre-test.  

Instruction*Time interact and in order to further explore such interaction, a 

pairwise comparison was carried out and it turned out that Time had an effect, 

both in the case of the indirect and the direct mode. Whereas the same 

pairwise comparison, conducted to study the effect of Instruction at different 

times, showed that the direct instruction led to significantly better results in 

the post-test than the indirect one.  

Modality*Instruction also interact, and the pairwise comparison reveals 

that with indirect instruction, the no-lyrics group reached significantly higher 

scores. 

Modality*Instruction*Time also interact. In terms of pairwise comparisons, 

the effect of Time is significant on all combinations of conditions 

(Lyrics*Indirect, No Lyrics*Indirect, Lyrics*Direct, No Lyrics*Direct), with 

significantly higher scores in the post-test. When the focus is on the effect of 

Instruction, higher scores are registered for both the no-lyrics and the lyrics 

conditions at post-test time in relation to direct instruction. Besides, with 

indirect instruction, participants of the no-lyrics group performed significantly 

better in the pre-test.   
Table	12	-	Vocabulary	Production	results	
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5.2.2 Receptive Skills 
	

Table 13 shows the descriptive statistics results for the Vocabulary 

Reception test, which shows a similar trend in all modalities. Participants 

show improvement between pre-test and immediate post-test and then a 

subsequent decrease at delayed post-test time. However, there are still long-

term gains in all conditions. 
Table	13	-	Descriptive	Statistics	Vocabulary	Reception	Accuracy	

 Pre-test /1 Post-test /1 Delayed  

post-test /1 

Immediate 

Gains 

Long-term 

Gains 

Lyrics .25 (.43) .43 (.49) .36 (.48) .18 .11 

No lyrics .25 (.43) .49 (.50) .46 (.50) .24 .21 

Direct .26 (.44) .53 (.50) .46 (.50) .27 .20 

Indirect .23 (.42) .37 (.48) .34 (.47) .14 .11 

 

Figure 4 characterises the GLMM Vocabulary Reception Accuracy results 

(all values available in Table 14). Time, Modality and Instruction all have a 

significant fixed effect on the accuracy results, as it is possible to see from the 

thickness of the lines connecting such variables to Accuracy in the figure 

below.  

	
Figure	4	-	Vocabulary	Reception	Accuracy	GLMM 
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As for Time, immediate and delayed post-tests register higher scores than 

pre-test, whereas the no lyrics modality is connected to better results for 

Modality and the direct mode for Instruction.  

There is no significant Modality*Time interaction, indicating that there are 

no differences in gains in receptive vocabulary knowledge between the lyrics 

and the no-lyrics modalities. When examining the effect of Time for each 

condition separately, it was found that, in the lyrics condition, there were 

significant gains between pre and both the immediate and the delayed post-

test, but there were also significant losses between immediate and delayed 

post-test. On the other hand, such decrease is non-significant for the no-lyrics 

group, suggesting that although there are long-term gains for both conditions, 

the no-lyrics one tends to preserve more content through time. In fact, if the 

focus of the pairwise comparison is on the effect of Modality, in the delayed 

post-test the no-lyrics group performed significantly better than the lyrics one.  

Moreover, there is no Instruction*Time interaction, so the treatment was 

equally effective with direct or indirect instruction. When analysing the effect 

of Time for the two separate conditions, there were significant short and long-

term gains for both types of instructions. There were also non-significant 

losses between immediate and delayed post-test times for the two conditions. 

If the focus of the analysis is on the effect of Instruction, though, the direct 

mode is shown to lead to better short and long-term results.  

Modality*Instruction do not significantly interact between themselves or in 

their three-way comparison with Modality*Instruction*Time. However, when 

analysing the effect of Time in the latter three-way pairwise comparison, the 

no-lyrics indirect, lyrics direct and no-lyrics direct conditions lead to 

significantly better results at both immediate and delayed post-test times, 

while the lyrics indirect combination only does so in the immediate post-test. 

When the focus of the pairwise comparisons is switched to the effect of 

Instruction, the lyrics direct condition was linked to significantly better scores 

both in the immediate and the delayed post-test, while the no-lyrics direct one 

is only linked to higher long-term gains. 
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Table	14	-	Vocabulary	Reception	results	

 
 

Thus, the summary of the significant fixed effects and interactions is 

reported in Table 15: 

  
Table	15	-	Summary	of	Significant	Fixed	Effects	and	Interactions	
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6. Discussion 
	

The analyses carried out now allow for the abovementioned research 

questions to be answered: 

1) Can the use of songs promote pronunciation and vocabulary 

learning in an EFL class? 

The Pronunciation Perception, Vocabulary Production and Vocabulary 

Reception results showed that indeed pronunciation and vocabulary can be 

learned through songs. The Perception/Reception tests showed that there were 

gains both at immediate post-test and delayed post-test time, which leads to 

believe that such gains are kept long-term. These results confirm Farina 

(1993) and endorse the validity of classroom activities that go beyond 

comprehension to develop other L2 skills (Arnold & Herrick, 2017).  

The only area where treatment did not seem to be successful was 

Pronunciation Production. This outcome is in line with research from 

Christiner and Reiterer (2015), who highlighted that singing is beneficial to 

attain a more accurate L2 pronunciation, but the present treatment did not 

entail singing or vocal motor training. Nevertheless, it should also be noted 

that the short duration of treatment might have limited improvement only to 

perception, but a longer period of exposure could have led to a production one, 

following what was postulated by the SLM (Flege, 1995).  

Furthermore, the fact that the no-lyrics group showed improvement 

between immediate and delayed post-test in the Pronunciation Perception test 

suggests that possibly these students had higher aptitude at learning through 

songs and it should also be noted though that, despite not statistically 

significant, their performance in the proficiency tests was better than the one 

of the other groups. It would also be interesting to see if not having access to 

the words enhanced the song-stuck-in-my-head phenomenon (Murphey, 1992). 

 

2) Does input modality (with or without lyrics) have an effect on 

pronunciation and vocabulary learning through songs over time? 

Modality did not stand out as a significant variable over time in any of the 

tests presented, as there were no Modality*Time interactions. This finding 

confirms that learning can occur both with and without access to orthography 
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for pronunciation (e.g. Farina, 1993) and for vocabulary (e.g. Medina, 1993).  

The pairwise comparisons also allow for deeper analyses to be carried out. 

While the Pronunciation Production Modality*Time interactions showed no 

significant result, the Pronunciation Perception pairwise comparisons show 

that whereas the lyrics modality groups performed significantly better at 

immediate post-test time, the no-lyrics one did so at delayed post-test time. 

The pairwise comparisons of the Vocabulary Reception test paint a similar 

picture, since although the test presented significant interactions for the two 

modalities at both post-test times, the lyrics modality also registered a 

significant loss between immediate and delayed post-test. These findings 

support the idea that introducing new content through another semiotic 

system, such as music or images, helps students make deeper associations 

(Olshansky 2018; Albers, 2007; Leland & Harste, 1994). 

As far as Vocabulary Production is concerned, the pairwise comparisons 

show that when analysing the effect of Time for the two separate conditions, 

there were significant gains for both types of modality. When the effect of 

Modality is under scrutiny, though, the no-lyrics modality shows significantly 

better results than the lyrics one. Such result hypothesises the potential 

applicability of Medina’s findings in terms of receptive skills to productive 

ones as well. In terms of vocabulary acquisition, the literature suggests that the 

lyrics modality should have led to higher gains, due to the RWL circumstance 

(e.g. Chang, 2009). Nevertheless, the abovementioned studies did not involve 

RWL to a song, but rather guided reading of books aimed at the development 

of both comprehension and listening skills, while Medina’s (1993) study 

focused on vocabulary acquisition through songs, although with younger 

learners. Based on Medina’s and the present study’s results, songs should be 

analysed as a separate RWL subgroup, especially when the focus of the 

teaching activity is not comprehension. 

  

3) Does instruction (direct or indirect) have an effect on pronunciation 

and vocabulary learning through songs over time? 

Instruction was a significant variable over time only in the Vocabulary 

Production test. When analysing the effect of instruction on the two time 

frames, the direct mode of instruction leads to a significantly better 
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performance by students, while when the focus is on the effect of time, both 

instruction modes are significant. Although the Vocabulary Reception test 

does not show a significant Instruction*Time interaction, the pairwise 

comparisons follow the same pattern, with the direct instruction leading to 

better results when analysing the effect of instruction. These findings are in 

line with literature supporting the effectiveness of direct instruction in 

vocabulary acquisition (Beck, McKeown, & Kucan, 2002; Laufer, 2006; 

Hindman & Wasik, 2013; Norris & Ortega, 2000).  

As far as Pronunciation Production is concerned, instruction had no effect 

on students’ results, which confirms Chung’s (2008) findings that there are 

more salient features that influence improvement in L2 speech. On the other 

hand, as for the Pronunciation Perception results, there were higher scores 

connected to the direct mode of instruction. In fact, although Instruction*Time 

did not reach significance (same as in the Production test), the pairwise 

comparison in the perception test shows higher scores connected to the direct 

instruction, both at immediate and at delayed post-test time (e.g. Bongaerts et 

al., 1997; Fullana, 2006). 

The fact that the type of instruction was not critical for learning to occur in 

the Perception/Reception tests can be considered a supporting argument not 

only for incidental receptive learning of vocabulary through songs, as in Pavia 

et al. (2019), but also for the effectiveness of extensive listening through 

songs, if reinforced with images, (de Vos et al., 2018).  

 

In addition to the findings in relation to the research questions, from the 

Modality*Instruction and Modality*Instruction*Time, there was a significant 

interaction between the no-lyrics modality and the indirect type of instruction 

in all tests. Such result supports not only a less verbocentric outlook on the 

educational system (Olshansky, 2018), but also the effectiveness of extensive 

listening, when the input is targeted not beyond the i+1 comprehensible input 

threshold (Krashen, 1982) and through a song supported with images.  
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7. Limitations and Further Research 
	

The first limitation of the present study is that it was carried out using just 

two songs and treatment only lasted two days. Besides, Pellicer-Sánchez 

(2018) says that one-shot design studies such as this one tend to give 

immediate gains that do not last, therefore longitudinal studies would be 

beneficial to solve these issues. Moreover, due to the number of variables 

involved, the statistical analyses would have benefitted from a higher number 

of participants, in order for results to be generalizable. SEN children's data 

was collected but not analysed at the moment, in order to reach broader 

conclusions. Nevertheless, the analysis of their performance will be valuable 

to check if children with dyslexia performed better in the no-lyrics modality. 

Further research could also compare attainment through a lesson with songs 

and a more traditional one, both in terms of Pronunciation and Vocabulary. 

Furthermore, due to time limitations, the frequency of words within songs 

was not taken into consideration. Such variable turned out to be crucial in 

Pavia et al. (2019) and thus deserves further attention. Likewise, the 

qualitative analysis involving students’ and teachers’ perceptions could not be 

included at the present time. Besides, due to technical difficulties, the 

Pronunciation Production test had to be recorded on an I-phone, thus lacking 

quality, and was not analysed in its entirety.  

8. Conclusions and Pedagogical Implications 
	

This study shows that it is possible to learn both L2 pronunciation and 

vocabulary by listening to L2 songs. Although listening activities can be 

challenging for students, their success also depends on the target of the 

activity, which does not necessarily need to be comprehension (Chang, 2009; 

Arnold & Herrick, 2017). In particular, since pronunciation is an area teachers 

do not feel confident approaching (Darcy, 2018), songs can provide a 

supportive authentic material for instructors, especially since in the EFL 

context there is an elevated number of non-native-English teachers (Copland 

et al., 2014) who might not feel confident in teaching L2 pronunciation. In 

particular, since in Italy Music is a compulsory subject up until Year 9, this 
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would be a precious opportunity to carry out a Content and Language 

Integrated Learning (CLIL) project, thus relying on the expertise of Music 

teachers for the vocal motor training necessary to improve Pronunciation 

Production skills (Christiner & Reiterer, 2015). Although the subject of the 

2015 study were singers and musicians, Richards and Durrant (2003) 

demonstrated that people only need the opportunity to develop their singing 

skills and that with the right combination of factors, anybody can learn how to 

sing. Furthermore, in this way the intended aim of CLIL, with 50% focus on 

content (vocal training) and 50% on language (L2 vocabulary) would also be 

made a reality, without having too high expectations for subject teachers to 

carry out a lesson in a foreign language or for language teachers to become 

experts in other subjects.  

This study also suggests that vocal training would be as effective if carried 

out without lyrics, as students can then be exposed to orthography later, with 

the transmediation from one sign system into another (Olshansky, 2018). Not 

relying heavily on words could also become an inclusive strategy for teachers 

to implement with students with dyslexia. A similar strategy was implemented 

for Maths, through the Spatial-Temporal Math (ST Math) program, a game-

based software to learn secondary-level students' mathematics comprehension 

and proficiency through visual learning (Wendt et al, 2018). The results of 

such report showed that the schools implementing an ST Math program 

significantly outperformed control groups, thus supporting the idea that a less 

verbocentric educational system is a feasible option. 

Moreover, extensive listening without comprehension as target should be 

encouraged, as students could also keep listening to such songs in their own 

time, which for teachers would mean making use of out-of-class exposure to 

their advantage. Such resolution would also allow for students to have a more 

guided exposure to authentic materials, since, although learning can occur 

both directly and indirectly, the direct mode is necessarily limited in its nature. 

As reported in Murphey (1992, p.6) “words listening first enables us to 

imitate, but not necessarily to understand immediately”, so although students 

might not understand what they are listening to, this does not mean that such 

activity is to be considered pointless. 

                  9486 words  
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Appendix A: Lesson Plans 
Lesson Plan for explicit teaching of pronunciation 

Time Activity 

5’ watch video of song on Youtube without lyrics. (listening 1) 

5’ ask general questions (i.e. do you like this song? Why/Why not?) 

5’ listen to the song and follow the lyrics/no lyrics worksheet (5’) 

(listening 2) 

5’ ask them which words were singled out (5’) – what do they have in 

common? 

10’  explanation and drills with difference on how I/we pronounce /th/ or 

/h/ and how the singer pronounces it. 

15’  Pictionary with Chinese Whispers with Pictionary (in teams – the 

pronunciation needs to be correct – peer assessment for corrections)  

5’ Plenary: listen only and sing along (listening 4) 

 

Lesson Plan for explicit teaching of vocabulary 

Time Activity 

5’ watch video of song on Youtube without lyrics. (listening 1) 

5’ ask general questions on singer (i.e. do you know him? do you know 

his name?) 

5’ listen to the song and follow the lyrics/no lyrics worksheet (5’) 

(listening 2) 

5’ ask them which words were singled out (5’) – what do they have in 

common? 

10’ Have a slide with images, explain to the them what the words mean 

and then have drills for practice 

15’  Hot Seat in groups to ask for meaning of words (song in the 

background while they prepare questions– listening 3)  

5’ Plenary: listen only and sing along (listening 4) 
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Appendix B: Lyrics 
Lyrics for Move Along – The All American Rejects 

Go ahead as you waste your days with thinking 
When you fall, everyone stands 
Another day, and you've had your fill of sinking 
With the life held in your 
Hands are shaking cold 
These hands are meant to hold 
Speak to me 
When all you got to keep is strong 
Move along, move along like I know you do 
And even when your hope is gone 
Move along, move along just to make it through 
Move along 
Move along 
So a day when you've lost yourself completely 
Could be a night when your life ends 
Such a heart that will lead you to deceiving 
All the pain held in your 
Hands are shaking cold 
Your hands are mine to hold 
Speak to me 
When all you got to keep is strong 
Move along, move along like I know you do 
And even when your hope is gone 
Move along, move along just to make it through 
Move along 
(Go on, go on, go on, go on) 
When everything is wrong, we move along 
(Go on, go on, go on, go on) 
When everything is wrong, we move along 
Along, along, along, along 
When all you got to keep is strong 
Move along, move along like I know you do 
And even when your hope is gone 
Move along, move along just to make it through 
When all you got to keep is strong 
Move along, move along like I know you do 
And even when your hope is gone 
Move along, move along just to make it through 
When all you got to keep is strong 
Move along, move along like I know you do (Know you do) 
And even when your hope is gone 
Move along, move along just to make it through 
Right back what is wrong 
We move along 
(Go on, go on, go on, go on) 
Right back what is wrong 
We move along 
(Go on, go on, go on, go on) 
Right back what is wrong 
We move along 
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(Go on, go on, go on, go on) 
Right back what is wrong 
We move along 

Lyrics for Have a Nice Day – John Bon Jovi 

Why, you wanna tell me how to live my life? 
Who, are you to tell me if it's black or white? 
Mama, can you hear me? try to understand 
Is innocence the difference between a boy and a man 
My daddy lived the lie, it's just the price that he paid 
Sacrificed his life, just slavin' away 
Oh, if there's one thing I hang onto 
That gets me through the night 
I ain't gonna do what I don't want to 
I'm gonna live my life 
Shining like a diamond, rolling with the dice 
Standing on the ledge, I show the wind how to fly 
When the world gets in my face 
I say, have a nice day 
Have a nice day 
Take a look around you; nothing's what it seems 
We're living in the broken home of hopes and dreams 
Let me be the first to shake a helping hand 
Anybody brave enough to take a stand 
I've knocked on every door, on every dead end street 
Looking for forgiveness 
What's left to believe? 
Oh, if there's one thing I hang onto 
That gets me through the night 
I ain't gonna do what I don't want to 
I'm gonna live my life 
Shining like a diamond, rolling with the dice 
Standing on the ledge, I show the wind how to fly 
When the world gets in my face 
I say, have a nice day 
Have a nice day 
Oh, if there's one thing I hang onto 
That gets me through the night 
I ain't gonna do what I don't want to 
I'm gonna live my life 
Shining like a diamond, rolling with the dice 
Standing on the ledge, I show the wind how to fly 
When the world gets in my face 
I say, have a nice day 
Have a nice day 
Have a nice day 
Have a nice day 
Have a nice day 
When the world keeps trying, to drag me down 
I've gotta raise my hands, gonna stand my ground 
Well I say, have a nice day 
Have a nice day 
Have a nice day 
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Appendix C: No-Lyrics 
No Lyrics for Move Along – The All American Rejects 
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Appendix D: Production Tests 
	

Production pre-test and post-test 

Pronunciation Production Test 
Registra la tua voce premendo RECORD mentre leggi le parole qui riportate.  

(Record your voice clicking on RECORD while you read the words below) 
 

1. hands 

2. ahead 

3. had 

4. held 

5. hold 

6. hope 

7. heart 

8. the 

9. there  

10. thing 

11. through 

12. that  

13. with 

14. nothing 
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Vocabulary Production Test 
Completa le frasi con le parole mancanti 

(Complete the sentences with the missing words) 

 

15. Don´t was_____ my time. 

16. Don't run on the stairs, you might fa_____. 

17. The police told the bystanders to mo_____ alo_____. 

18. I have had my fi_____ of emotions for today. 

19. The ship is sin _____. 

20. I know this is difficult, but we can ma_____  i_____  thr_____. 

21. He is always telling lies. He's a very dece_____ person. 

22. You need to ri_____what you did wrong. Stop fighting.  

23. It was a gorgeous day; the sun was shi_____ bright. 

24. You should all be sta_____ when the teacher comes in. 

25. To play monopoli you need a di_____. 

26. The dove is eating on the window led_____. 

27. I had to sta_____ m_____ gro_____ , I could not do what he wanted 

me to. 

28. Firemen are very br_____. 

29. Let's ta_____ a sta_____! This is unfair! 

30. Make a U-turn! This is a de_____ e_____ st_____! 
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Appendix E: Perception/Reception Tests 
Perception/Reception pre-test, immediate and delayed post-test 

Pronunciation Perception Test 
Ascolta la registrazione e decidi se le due parole sono uguali o diverse  

(Listen to the recording and decide whether the two words you hear are the 

same or different)  

1.  same  

     different  

2.  same  

     different  

3.  same  

     different  

4.  same  

     different  

5.  same  

     different  

6.  same  

     different  

7.  same  

     different  

8.  same  

     different  

9.  same  

     different  

10.  same  

     different  

11.  same  

     different  

12.  same  

     different  

13.  same  

     different  

14.     
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Vocabulary Reception 
Scegli quale delle opzioni è la definizione della parola in maiuscolo 

(Choose which option is the definition of the word in capital letters) 
 

15. TO WASTE 

o to use more of something than is necessary, or to use it in a way that 

does not produce the best results. 

o to have a particular flavour. 

o to glue paper onto a surface using paste. 

o to get more and more of something over a period of time. 

o I don't know 

16. TO FALL 

o to move upwards or to a higher position. 

o to be in a particular state as a result of an emotion or a physical feeling. 

o to  move quickly downwards from a higher position, usually by accident. 

o to move more slowly than other people so that you are behind them. 

o I don't know 

17. TO MOVE ALONG 

o to try to prevent something from happening, especially because you do 

not approve of it or think it is harmful. 

o to do something so difficult that it seems almost impossible. 

o to prepare to destroy or defeat someone or something. 

o to progress or develop, or to make something progress or develop. 

o I don't know 

18. FILL 

o someone who does another person’s work while they are away. 

o an act of filling something until it is completely full, especially the 

petrol tank of a car. 

o when you feel no emotion, interest, or purpose. 

o so much of something that you do not want any more. 

o I don't know 

19. SINKING 

o becoming completely understood. 

o disappearing below the surface of the water. 
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o succeeding or failing, without any help. 

o disappearing above the surface of the water. 

o I don't know 

20. MAKE IT THROUGH 

o to die as a result of an illness or an accident. 

o not to tell the truth. 

o to treat something as if it is more important than it really is. 

o to survive a dificult time. 

o I don't know 

21. DECEIVING 

o tricking someone by behaving in a dishonest way. 

o producing the final result of a situation or event. 

o approving of an idea or of a person or organization and help them 

to be successful. 

o helping someone when they are having a dificult time. 

o I don't know 

22. TO RIGHT 

o to make a right turn at a crossroads. 

o to be right in a discussion. 

o to have the right to do something. 

o to make something go back into the right state. 

o I don't know 

23. SHINING 

o scaring. 

o bright. 

o with no light. 

o being shy. 

o I don't know. 

24. STANDING 

o having your body in a downright position not supported by your feet. 

o holding something firmly without shaking or moving it. 

o having your body in an upright position supported by your feet. 

o holding something firmly shaking and moving it. 

o I don't know 
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25.DICE 

o a flat piece of food that has been cut from something larger 

o water that has frozen and become solid 

o a rectangular piece of paper with spots or images to play 

o a small block of wood or plastic with six sides marked with spots, 

o I don't know 

26. LEDGE 

o the part of something that is furthest from its centre. 

o a narrow surface that continues out from the side of a cliff, wall, or 

other surface. 

o a  piece of equipment consisting of a metal frame with a strong material 

stretched across it that you can jump up and down on for exercise or as 

a sport. 

o a line of bushes or small trees growing close together around a 

garden or field. 

o I don't know 

27. TO  STAND MY GROUND 

o not retreat in the face of opposition. 

o to stand up from the ground. 

o to mow the lawn of my garden. 

o retreat in the face of opposition. 

o I don't know 

28. BRAVE 

o cautious. 

o capable of dealing with danger or pain, seeming to be frightened. 

o capable of dealing with danger or pain, without seeming to be 

frightened. 

o incapable of dealing with danger or pain, seeming to be frightened. 

o I don't know 
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29. TO TAKE A STAND 

o to stand up. 

o to state your opinion and refuse to change it. 

o to state your opinion and then change it. 

o to go to a fair. 

o I don't know 

30. DEAD-END STREET 

o a  dangerous street in a city 

o an end of a something that has multiple exits. 

o a street in an open neighbourhood. 

o an end of something that has no exit. 

o I don't know 
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Appendix F: Results 
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