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Abstract 

This study explores the effectiveness of using songs as a tool for teaching grammar, 

specifically gerunds and infinitives, to young adults with Catalan/Spanish as their first 

language. Despite the well-documented benefits of songs in language teaching, their specific 

impact on grammar learning remains underexplored. This research addresses this gap by 

examining not only the effectiveness of this method but also its motivational benefits and 

long-term impacts. The study uses songs’ excerpts rather than entire songs, focusing on 

popular songs from platforms like TikTok and classic pop songs. The results suggest that 

incorporating music into classes enhances students’ understanding of gerunds and infinitives, 

with the experimental group showing significantly higher gains. However, the study could 

not confirm that music is a decisive factor in increasing motivation. In terms of memory 

retention, the experimental group outperformed the control group, indicating a long-lasting 

effect of this method. This research contributes to the field by demonstrating the potential of 

songs in enhancing grammar instruction and suggests a transformative potential for 

pedagogical practices. 

Keywords: EFL, TEFL, songs in language teaching, songs in grammar instruction, 

gerunds and infinitives, language learning motivation, long-term memory retention 
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Chapter 1: Introduction 

Grammar is a crucial component of language that determines speakers’ accuracy. The task 

of teaching grammar has always been a significant and challenging aspect in foreign or non-

native language learning settings, involving dynamic interactions between language skills 

and components (Roohani & Khalilan, 2012). Therefore, the quest for effective and engaging 

methods to teach grammar is an ongoing task for language teachers and learners. 

1.1. Background and Theoretical Justification 

Songs have been widely recognized as a versatile tool in language teaching. They 

provide a rich, authentic context that can enhance various aspects of language learning, 

including listening comprehension, vocabulary acquisition, and pronunciation, and promote 

L2 acquisition in young learners (Medina, 1993). For instance, studies by Nguyen & Nguyen 

(2020) and Lestary & Seriadi (2019) have highlighted the positive effects of using songs in 

language learning, particularly in improving vocabulary gains and listening skills. In addition 

to their pedagogical benefits, songs also have psychological advantages. Bokiev et al. (2018) 

and Trainor et al. (2000) have emphasized the ability of songs to create a positive learning 

environment, reduce anxiety, and increase enjoyment and satisfaction. Furthermore, Schoepp 

(2001) identified cognitive and linguistic functions that make songs a valuable tool beyond 

their emotional appeal. 

Despite these potential benefits, there is a known gap in empirical evidence on the 

effectiveness of using songs in teaching grammar.  
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1.2. Statement of Research Problem 

Songs are widely acknowledged for their role in language teaching, including 

vocabulary enhancement and other linguistic aspects. However, their specific impact on 

grammar learning, particularly among young adults, is an area that needs more exploration.  

The existing literature provides limited empirical evidence on how songs can 

facilitate grammar learning, the specific grammar aspects that can be effectively taught 

through songs, and the most suitable song types and activities for this purpose. 

1.3. Purpose and Scope of The Study  

This research aims to address the gap in the literature by examining the effectiveness, 

motivational benefits, and long-term impacts of using songs for grammar instruction among 

young adults with Spanish\Catalan L1.  

The research will use songs’ excerpts rather than entire songs to aid in grammar 

learning. The focus will be solely on grammar, specifically gerunds and infinitives, without 

emphasis on other language learning aspects such as vocabulary, idioms, or lexical aspects. 

Moreover, the scope will be broadened beyond American and British folk music.  

To achieve this, this study will attempt to answer the following research questions: 

RQ1: Will students with an L1 of Catalan/Spanish learn gerunds and infinitives (verb 

+ ing or verb + infinitive) more effectively through music-based language instruction 

compared to traditional learning strategies? 

RQ2: Will incorporating songs into class increase students’ motivation toward 

learning English? 



3 

 

RQ3: Will the experimental group experience a better long-term effect (consolidation 

of material) with the use of music? 

The hypotheses for this study are as follows: 

H1. The alternative hypothesis is that students with Catalan/Spanish L1 in the 

experimental group will show a statistically significant improvement in the understanding of 

gerunds and infinitives after incorporating music into the English language lessons. The null 

hypothesis is that there will not be significant improvement. 

H2. The alternative hypothesis is that using songs in class will positively impact 

student motivation in the experimental group. The null hypothesis is that the use of songs in 

class will not have a significant impact on student motivation in comparison to the control 

group. 

H3. The alternative hypothesis is that using songs in class will positively influence 

memorization of the grammatical aspect and have a long-lasting effect. The null hypothesis 

is that the use of songs in class will not have a significant impact on the memorization of the 

grammatical aspect and will not a long-lasting effect. 

Understanding the impact of music on language acquisition has practical implications 

for educators and curriculum designers. If music-based instruction proves to be more 

effective, it could inform pedagogical practices and enhance language learning experiences 

for students. 
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1.4. Significance of The Study  

This research introduces a novel approach to language instruction by systematically 

incorporating songs’ excerpts into grammar lessons. Unlike traditional methods that use 

entire songs for activities like singing along or role-playing, this study focuses on specific 

lines from various songs that exemplify the grammatical concepts being taught. This method 

allows students to practice grammar in diverse contexts, potentially enhancing their 

understanding and retention. 

This research extends beyond the mere evaluation of song effectiveness in teaching 

grammar. It delves into the impact of music on students’ motivation and long-term memory 

retention. Considering the frequent exposure of students to songs, the study probes the 

potential for unconscious, yet effective, grammar learning. The innovative approach of 

music-based instruction could revolutionize traditional teaching methods, offering educators 

and curriculum designers a unique tool to amplify student learning experiences.  

1.5. Structure of the Master’s Thesis 

Following this Introduction, where the topic, the problem, and the research questions 

have been addressed, together with the purpose and significance of the study, Chapter 2 is 

dedicated to the Literature review, which presents a comprehensive review of existing 

research. Chapter 3, on Methodology, details the research methods used to conduct the study. 

It provides information on the experimental design, data collection and analysis procedures, 

and the rationale for these choices.  

Chapter 4, Results, presents the findings of the study, providing a detailed account of 

the data analysis and results. The results obtained through the Repeated Measure ANOVA 
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on the pre and post-test results, the Chi-Square goodness of fit to analyze the results for the 

post-questionnaires to gather perceptions on motivation, and the two-sample independent t-

test to analyze the delayed post-test results, will be presented using tables, graphs, or other 

visual aids. 

In the Discussion, Chapter 5, the interpretation of the results takes place in the context 

of the research questions and the existing literature. Finally, Chapter 6, Conclusion, discusses 

the implications of the findings, acknowledges the limitations of the study, and suggests 

directions for future research. It also provides a summary of the study and restates the main 

findings. 
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Chapter 2: Literature Review 

The pedagogy of teaching grammar has seen significant changes over time, with a shift from 

traditional methods to more communicative and task-based approaches. This evolution, 

marked by the adoption of new methodologies and technologies, aims to enhance student 

learning effectiveness. 

2.1. Developmental Theories  

This research will be conducted based on several prominent developmental theories: 

Multiple Intelligences Theory by Howard Gardner (1983), Affective Filter Hypothesis 

(1982), and Input Hypothesis (1985) by Stephen Krashen, and Swain's Output Hypothesis 

(1985).  

Howard Gardner's (1983) theory suggests that individuals possess different 

intelligences, each suited for solving distinct problems. One of these intelligences is musical 

intelligence. Using music in education, including language learning, enhances rhythm and 

reduces anxiety and peer pressure, creating a more effective learning process without undue 

academic pressure on learners (Vishnevskaia & Zhou, 2019; Bsharat et al., 2021; Shen, 2009; 

Kumar et al., 2022).  

This theory goes hand in hand with Stephen Krashen's Affective Filter Hypothesis 

(1982), which explores how emotional factors impact language learning. It asserts that a 

psychological barrier influenced by emotions must be weak for optimal learning. A weak 

affective filter is associated with positive attitudes like motivation, confidence, and low 

anxiety, fostering language acquisition. Songs, with their harmonious and enjoyable nature, 

contribute to a positive and relaxed atmosphere, stimulating learners' interest (Shen, 2009), 
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curiosity (Bsharat et al., 2021), and creativity (Mora, 2000; Salcedo, 2010). This can 

potentially reduce the affective filter, facilitating a more conducive environment for language 

learning (Kumar et al., 2022).  

Furthermore, Krashen's Input Hypothesis (1985) posits that language acquisition 

occurs when learners are exposed to comprehensible input slightly beyond their current 

proficiency level. Songs, with their rich vocabulary, varied grammatical structures, and 

contextual meaning, provide such comprehensible input, aiding in the internalization of 

grammatical structures (Shen, 2009).  

The final theory deemed relevant to this study is Swain’s Output Hypothesis (1985). 

This theory underscores the importance of language production (output) in language 

acquisition. Engaging with songs often involves singing along, requiring learners to practice 

the language. This output, even in a mimicked form, contributes to the internalization of 

grammatical structures (Khomutova et al., 2018).  

The theories briefly examined provide a comprehensive understanding of the 

potential benefits of integrating music into language learning. They collectively indicate that 

songs can be an effective tool in language education, enhancing learner motivation, reducing 

anxiety, offering rich linguistic input, and encouraging language output.  

2.2. The Role of Digital Tools in Effective Grammar Teaching 

In the dynamic field of education, the need to explore and implement innovative 

grammar teaching strategies is paramount. Among these strategies, the use of multimedia 

and digital tools in the classroom stands out for its potential to enrich the learning experience. 

To boost the effectiveness of grammar learning, the incorporation of audio-visual aids such 
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as PowerPoint presentations, songs, movies, and downloadable materials has gained 

prominence. These resources stimulate student interest, making grammar learning more 

engaging and effective. Ghosh & Gajbhiv (2023) highlight that these tools not only enhance 

learning but also foster the digital literacy skills essential in the 21st century. 

Today’s educational landscape utilizes a variety of methodologies for grammar 

instruction. Mart (2013), for example, emphasizes the importance of teaching grammar rules 

through their practical application in language, promoting context-based learning. This 

method engages learners more effectively, aiding them in understanding the application of 

new grammatical structures. 

On the other hand, Nasution (2022) praises the benefits of employing an alternative 

strategy - the use of social media for language learning. The benefits include enhancements 

in students’ language proficiency, vocabulary, grammar, pronunciation, spelling, motivation, 

and both creative and critical thinking. However, Nasution’s study (2022) reveals a positive 

attitude towards social media as a vital component of 21st-century learning environments. 

Yet, it is noted that WhatsApp, due to its inherent informal tone, was not as effective as other 

platforms like Facebook, YouTube, and Twitter for grammar learning; therefore, further 

research is required to determine whether this characteristic adversely affects students’ 

grammar. 

Furthermore, Doughty & Williams (1998) propose the integration of grammar 

instruction within communicative tasks, offering a comprehensive approach. This method 

allows students to focus simultaneously on the form or structure of grammar, its meaning, 

and its practical application. Echoing Doughty & Williams (1998), Du & Nguyeni (2023) 
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found that students enjoyed learning grammar lessons through role-play games, which 

provided ample opportunities to practice and revisit the grammar concepts they had learned. 

This connection between the two studies reinforces the value of the proposed approach in 

enhancing grammar instruction. 

In addition, Saleh (2022) discusses the strategy of using of authentic materials in 

English grammar instruction. However, he suggests that not all authentic materials are 

suitable for use in an EFL setting and that educators should carefully select materials that can 

create a unique learning environment. This approach can enhance students’ understanding of 

the subject matter and prevent monotony from relying solely on textbooks. Moreover, 

reducing translation and increasing the use of authentic materials can make grammar learning 

more meaningful for students. 

Regarding songs, they are recognized as a valuable teaching strategy in grammar 

education as well. Songs serve as a source of entertainment and relaxation for learners during 

their grammar study or practice sessions, with their genuine context simplifying and 

elucidating grammar points (Saricoban & Metin, 2000). Nevertheless, it is crucial to take into 

account the learner’s age and interests, as well as the language featured in the song when 

choosing a suitable song. The tactics employed in children’s songs would vary from those 

used for teenagers and adults (Harmer, 2004). For teenagers or adults at intermediate or 

advanced proficiency levels, it is advisable to opt for songs that are more profound or popular 

(Saricoban & Metin, 2000). 

All in all, the teaching of grammar is a multifaceted process that can be significantly 

enhanced through various innovative strategies. The use of audio-visual aids, context-based 
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learning, social media, communicative tasks, authentic materials, and songs have all been 

shown to improve the effectiveness of grammar instruction. However, while these methods 

have shown promising results, further research is needed to continue refining and improving 

grammar instruction strategies for different learning environments and contexts. The ultimate 

goal is to create a more engaging, effective, and enriching learning experience for students 

as they navigate the complexities of grammar learning. 

2.3. Challenges and Solutions in Teaching Gerunds and Infinitives 

Mastering the use of gerunds and infinitives is a crucial aspect of understanding 

English grammar. As Gizatova et al. (2020) point out, students often struggle to distinguish 

when to use a gerund (verb + -ing) versus an infinitive (verb + infinitive). The primary issue 

arises from the fact that most verbs in English consistently take either the gerund or the 

infinitive. Yet, certain verbs, such as ‘begin’ and ‘start’, can accommodate both forms 

without altering the meaning. Furthermore, there are verbs like ‘try’ that can be followed by 

either a gerund or an infinitive, but with a consequent change in meaning. Hence, it is vital 

for learners to apply the correct structure. 

A prime example of this complexity is the phrase ‘look forward to’. In English, this 

phrase is typically followed by a gerund, which is the -ing form of a verb that functions as a 

noun. This is because the ‘to’ in ‘look forward to’ is a preposition, and prepositions are 

usually followed by nouns or noun phrases. In this case, the gerund acts as the noun phrase. 

For instance, we say ‘I am looking forward to the holidays’ or ‘I am looking forward to going 

on vacation.’ This is a rule that learners need to remember and apply consistently in their 

English usage. However, they might confuse this ‘to’ with the one used in ‘love to do’, which 
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is part of the infinitive form of the verb, not a preposition. Therefore, it is followed by the 

base form of the verb, not a gerund. 

However, there are words that can be followed by both a gerund and an infinitive, 

such as ‘stop.’ In these instances, the meaning of the sentence can change depending on the 

form used. For instance, ‘stop smoking’ and ‘stop to smoke’ convey different meanings. 

When ‘stop’ is followed by a gerund, it means to cease the action expressed by the gerund. 

So, ‘I stopped smoking’ implies giving up the habit of smoking. On the other hand, when 

‘stop’ is followed by an infinitive (to + infinitive), it means to pause one action in order to 

do another. Hence, ‘I stopped to smoke’ suggests taking a break to have a cigarette. This 

difference in usage can indeed be confusing for learners, and it is important to understand the 

distinction to use English correctly. 

The challenge of learning when and how to use gerunds and infinitives is further 

compounded in languages where this grammatical structure does not exist. Even when 

gerunds are present in these languages, they often serve a different function. For example, 

for Spanish and Catalan speakers, studying the topic of gerunds might be problematic 

because these languages use gerunds differently than English. In Spanish and Catalan, 

gerunds are typically used to express ongoing actions, similar to the English present 

progressive tense. This difference in usage can lead to confusion when Spanish or Catalan 

speakers are learning how to use gerunds in English. Therefore, it is important for learners to 

understand these differences and practice using gerunds and infinitives in various contexts.  
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When it comes to teaching these aspects of gerunds and infinitives in particular, the 

existing research shows typically two ways of teaching it - traditional through EFL grammar 

textbooks and through corpora. 

Gizatova et al. (2020) highlight that EFL grammar textbooks often present lists of 

verbs followed by either gerunds or infinitives, implying that learning is largely dependent 

on memorization. The number of verbs to memorize varies significantly across textbooks. 

For instance, in Gizatova et al. (2020)’ study, they mention “English Grammar in Use” by 

Murphy (2013) that lists 16 verbs followed by gerunds, 30 by infinitives, and 29 by both. In 

contrast, “Practical English Usage” by Swan (1998) only illustrates 24 verbs that can be 

followed by both gerunds and infinitives.  

The challenge lies in the fact that many grammar books attempt to define rules for 

using infinitives and gerunds. However, these rules often vary and can even contradict each 

other across different books. In essence, the use of gerunds and infinitives is more about 

understanding the context rather than following rigid rules, requiring students to rely heavily 

on their memory. The question of what determines whether a verb can be followed by an 

infinitive or a gerund often arises among English students and teachers. Understanding this 

distinction requires knowledge of how verbs are classified and their interaction with objects 

and complements. Sometimes, it may depend on whether the verb is dynamic or static. 

However, this is not always sufficient, making the topic complex and challenging to master. 

Another way to teaching to gerunds and infinitives is through corpora. The use of 

corpora in language teaching, as discussed by Kaleta (2022) and Gizatova et al. (2020), 

allows students to observe and analyze real-life examples of language use, which can enhance 
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their understanding and application of grammatical rules. In a corpus-based approach, 

students are exposed to authentic language data collected from various sources. This 

approach encourages active learning as students interact with the data, identify patterns, and 

formulate rules. It’s a more engaging and practical way of learning compared to traditional 

methods that rely heavily on memorization. For instance, students could be tasked with 

searching the corpus for instances of specific verbs followed by gerunds or infinitives. By 

analyzing these examples, they can gain insights into how these structures are used in 

different contexts. This hands-on experience with language analysis can help students grasp 

the nuances of using gerunds and infinitives, and apply this knowledge in their own writing 

and speaking. Moreover, the use of corpora can help address some of the challenges 

associated with teaching gerunds and infinitives. Since corpora represent language as it is 

actually used, they can provide a more accurate and comprehensive picture of language 

patterns than grammar textbooks. This can help students understand the variability and 

flexibility of language use, and become more adept at using gerunds and infinitives in a 

natural and fluent manner. 

While there is a scarcity of research specifically addressing the teaching of gerunds 

and infinitives through songs, some studies have touched on related areas. For instance, 

Yarmakeev et al. (2016) demonstrated that the use of folk music can positively influence 

grammar instruction; however, their research did not focus exclusively on gerunds and 

infinitives. This current study aims to fill that gap by concentrating solely on the teaching of 

these grammatical constructs through the incorporation of songs. 
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2.4. The Impact of Using Songs in ESL\EFL Classroom 

Some research has already been done on the matter of music and song implementation 

in English language classes.  

In their research, Kumar et al. (2022) explore the educational functions of music and 

songs, emphasizing their potential benefits for language acquisition. These benefits 

encompass aspects related to grammar, pronunciation, and vocabulary. They suggest that 

exploring popular songs from different languages allows learners to connect with diverse 

experiences and cultures beyond the classroom setting. The authors present a variety of 

educational functions, including ‘Discographies.’ This approach utilizes existing recorded 

musical fragments to convey ideas, facilitate conversation, or teach vocabulary, aligning with 

Howard Gardner’s (1983) Multiple Intelligence Theory. Kumar et al. (2022) suggest that this 

strategy helps learners retain information in their long-term memory. However, while 

students with superior musical cognitivism may memorize and recall new words more 

quickly, there are still benefits to using music in the EFL classroom for learners without 

exceptional musical intelligence. 

Adding to this, Vishnevskaia & Zhou (2019) highlight the positive impact of melodies 

and rhythms on memory retention, vocabulary acquisition and assimilation, and grammar 

comprehension within a lyrical context. They state that by introducing new words and 

expressions, songs provide familiar vocabulary in fresh contexts, fostering ‘linguistic flair’ 

and enhancing associative connections in memory. Furthermore, songs contribute to 

mastering foreign pronunciation and developing musical intonation. Frequent repetition of 

melodic phrases or short songs significantly improves pronunciation, and articulation, and 
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reinforces grammatical rules. They further state that instructional songs, designed for 

teaching common language constructions, are rhythmic and include explanations, comments, 

and interactive tasks to assess understanding and encourage discussions. Their research 

primarily focuses on music’s benefits for kindergarten-level children, drawing from personal 

observations and teaching experiences in China.  

In a similar vein, Shen’s (2009) study explores the notion that students perceive 

English songs as entertainment, leading to implicit and unconscious learning, was explored. 

The research suggests that this type of learning is not only enjoyable but also more effective 

in fostering language awareness compared to the rote memorization often associated with 

traditional course materials. Songs, often overlooked as valuable teaching resources, serve 

as a unique medium where language and music intersect, allowing for the conveyance of 

cultural realities. Their highly expressive nature, characterized by rhythms, conversational 

speech, and poetic expressions, presents a challenge that goes beyond mere vocabulary found 

in textbooks. Shen (2009) viewed songs as a means to captivate learners with their beautiful, 

poetic, colloquial, and clear lyrics, which can be easily memorized and cherished. 

Furthermore, Shen (2009) highlights the pronunciation benefits that songs offer, noting that 

difficult vocabulary can be more effectively learned within a melodic context. Supporting 

these findings, an experimental group in a course that integrated songs showed improved 

outcomes based on self-listening tests, final oral exams, and written assessments. 

From a different perspective, Bsharat et al. (2021) investigated the effectiveness of 

using music and songs in English Language Teaching, focusing on teachers’ perspectives. 

The study collected data from English teachers in the Jenin region of Palestine via a 

questionnaire to assess the impact of incorporating music into their classes. Findings revealed 
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that music and educational songs are underutilized for developing language skills among 

learners. The study recommends EFL teachers receive training on effectively integrating 

songs into their teaching practices, with schools providing relevant materials. According to 

Bsharat et al. (2021), songs can expand vocabulary, offer cultural insights, and enhance 

language acquisition. Teachers consistently report positive impacts, including motivation, 

improved comprehension, pronunciation, and exposure to colloquial language. 

Lastly, Roohani & Akbarpour (2016) examined the effectiveness of teaching English 

vocabulary to elementary Iranian EFL learners aged 9-12 through both song and non-song 

methods. They also explored how the gender of the learners impacted their success in 

vocabulary learning. The experimental group received song instructions while the control 

group received non-song instructions. The findings of the study revealed that both song and 

non-song methods had a significant positive impact on the learners' acquisition of 

vocabulary; however, female learners demonstrated greater improvement with the song 

method. They also suggested that utilizing songs as a supplementary tool, rather than a 

universal solution, is beneficial for teaching vocabulary, particularly for young female 

learners.  

While existing studies affirm the effectiveness of using songs for various purposes 

such as pronunciation and vocabulary enhancement, their potential for teaching grammar is 

a topic that warrants further exploration. Despite the proven benefits, this specific application 

of songs remains relatively unexplored in academic research. This sets the stage for the 

following subsection, where we will delve deeper into the use of songs for grammar 

instruction, a promising area that could contribute significantly to the field of language 

education. 
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2.5. Using Songs to Teach Grammar 

In the realm of language education, songs have long been recognized as a valuable 

tool for teaching grammar. The conventional approach typically involves the use of entire 

songs, each serving as a comprehensive resource for exploring a range of grammatical 

concepts. While this method is effective, it often spreads the focus across multiple aspects of 

grammar within a single song. In contrast, the present research introduces a novel approach 

to this field. Instead of using whole songs, it strategically employs excerpts from a variety of 

songs, each chosen for its emphasis on a specific grammatical concept. This focused 

approach allows for a more in-depth exploration and understanding of each individual 

grammatical aspect. This innovative method not only enhances the learning experience by 

providing a diverse range of examples but also underscores the novelty of the contribution to 

the field of language education. 

In the context of grammar instruction, songs have been identified as potent 

pedagogical tools. Shen (2009) underscores the repetitive and consistent nature of songs, 

which makes them effective for teaching grammatical concepts. This effectiveness is 

exemplified in the popular song ‘Lemon Tree,’ known for its prominent use of present 

progressive phrases. 

Building on this idea, Kumar et al. (2022) highlight the inherent musicality of songs 

and the repetition of grammatical structures and phrases within them. These elements 

facilitate memorization and recall, making songs an easy and enjoyable way to remember 

and internalize grammar rules. 



18 

 

In addition, Saricoban & Metin (2000) suggest that songs provide authenticity and 

context, making grammar points more understandable and easier to grasp. They emphasize 

that repetition in songs helps internalize grammatical structures effectively. Similarly, 

Vishnevskaia and Zhou (2019) also point out the advantages of using songs in language 

learning. They note that learners encounter grammatical concepts through songs, and 

connecting these concepts to prior knowledge enhances language absorption. 

Further supporting this approach, Roohani & Akbarpour (2016) cite a study 

conducted by Hashim and Abd-Rahman (2010) that explored the effects of using songs to 

teach subject-verb agreement (SVA) among students in Malaysia. The study found that 

incorporating songs was an effective method for reinforcing SVA learning. In the 

experimental group, SVA grammar was taught through songs during three sessions, while 

the control group received instruction without song-based tasks. Both qualitative and 

quantitative data analyses revealed the effectiveness of this method. 

Lastly, Yarmakeev et al. (2016) found that using folk music can have a positive 

impact on teaching grammar and improving vocabulary. The experiment spanned two 

semesters and involved 35 British and American folk songs, which were used in various 

exercises to teach grammar concepts such as Conditionals, Modals, Tense forms, Gerunds, 

Infinitives, Set expressions, and Idioms. The research, conducted in a Russian school, 

demonstrated that these topics can be effectively reinforced through the use of music. 

Strategies like Cloze Activities, Lyrical strips, Dictation, Storytelling, Finding collocations 

and expressions, and Isolation were employed to facilitate learning. The authors aimed to 

show that repeated exposure to songs can help expand students' vocabulary and enhance their 
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grasp of grammar. The materials selected for the study were positively received, confirming 

the beneficial impact of using folk songs in teaching English.  

In conclusion, while the researchers discussed have recognized the value of songs in 

language education, they have primarily focused on using entire songs. This differs from the 

present research, which strategically employs excerpts from a variety of songs, each chosen 

for its emphasis on a specific grammatical concept. This novel approach, which allows for a 

more in-depth exploration and understanding of each individual grammatical aspect, aims to 

fill this gap in the existing literature. 

Looking ahead, the next section will explore how music can not only enrich the 

learning experience but also positively impact students’ psychological well-being. This 

section will shed light on the emotional resonance and motivational power of songs, which 

are instrumental in creating a dynamic and memorable educational journey for English 

learners. 

2.6. The Psychological Benefits of Using Songs in ESL/EFL Instruction 

In the field of teaching English, the incorporation of songs has surfaced as a potent 

instrument with deep-seated psychological advantages. Kumar et al. (2022) underscore the 

profound influence of songs in English as a Foreign Language (EFL) instruction, enhancing 

learners’ psychological well-being and motivation. Echoing Kuśnierek (2016), they 

underscore the value of songs as motivational tools for EFL learners. The authors point out 

that successful EFL teaching encompasses more than just language instruction, addressing 

learners’ social and cognitive needs, as well as issues like anxiety and peer pressure. The 

study observes that classroom music offers a multitude of benefits, such as anxiety reduction, 
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stimulation of the language-related brain hemisphere, and fostering interest in the English 

language environment. It proposes that this relaxed and enjoyable setting enhances language 

acquisition. Furthermore, the research underscores the importance of music and songs for 

young and elementary learners. These tools facilitate learning without imposing excessive 

academic pressure, making education fun and engaging, and fostering a positive, relaxed 

atmosphere. 

Along with them, Vishnevskaia and Zhou (2019) provide a theoretical framework for 

the integration of music into English language instruction. They underscore the psychological 

and educational advantages of this approach, which include stress reduction, stimulation of 

the brain hemisphere associated with language, emotional engagement, and an enhanced 

interest in learning English. The authors acknowledge the challenges that both students and 

teachers may encounter. However, they propose music-based strategies to address these 

issues. For example, they suggest using an engaging song coupled with motor activity to 

recapture children’s attention when lessons are disrupted due to emotional factors. 

Furthermore, they emphasize the role of music as a bridge in the learning process. It 

facilitates quicker connections, builds trust, and keeps learners engaged, thereby enhancing 

the overall learning experience. 

In addition, Shen (2009) posits that engaging with songs is not only more enjoyable 

but also more meaningful than mere rote learning. This is because songs provide relaxation 

and recreation while simultaneously enhancing language awareness, which Shen describes 

as an internal, gradual understanding of the intricacies of language use. 
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In line with this, Bsharat et al. (2021) highlight in their study that songs can foster a 

positive learning environment. They achieve this by lowering the affective filter, a concept 

that aligns with Krashen’s (1982) Affective Filter Hypothesis which in turn boosts student 

participation and fosters a sense of unity in the classroom. The study further notes that 

teachers observed several positive effects on students as a result of using songs in instruction. 

These include increased motivation, heightened engagement, and improved listening skills. 

Thus, the use of songs in language learning proves to be both enjoyable and effective. 

In relation to motivation, Adara & Taufik conducted a study in 2020 where they 

explored the impact of integrating songs into language lessons. The study was carried out 

with junior high school students in Cibarusah, Indonesia. For the experimental class involved 

in the study, each lesson was initiated with a song, which the students viewed via a projector. 

This approach aimed to investigate how such a method could influence the students’ 

motivation in language learning. They were then encouraged to discuss the song lyrics’ 

meanings with their peers, using dictionaries as needed. The selected songs were relevant to 

the individual lessons. At the end of each class, teachers played another song, and students 

were required to discuss it. Adara & Taufik study’s (2020) findings were based on four 

variables identified in a questionnaire. Results showed that the experimental class exhibited 

more motivation to learn English and displayed more positive attitudes compared to the 

control class after the intervention. Additionally, the experimental class demonstrated 

increased motivation to understand English songs. This heightened motivation could be 

attributed to the effective integration of songs during their lessons. 

Overall, the incorporation of songs in language teaching not only enriches the 

learning experience but also bolsters its effectiveness, establishing itself as a crucial asset in 
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augmenting the educational journey and results for English learners. The present study will 

investigate if the motivation to learn English truly escalates when songs are utilized, and also 

assess if students retain the rules more efficiently when they are conveyed through song. 
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Chapter 3: Methodology 

This research employed a quasi-experimental design incorporating mixed methods. 

Quantitative data were collected through pretests and posttests administered to students in 

both the control and experimental groups. Additionally, the data were obtained via 

questionnaires distributed before and after the experiment to participants from both groups. 

The assignment of participants to these groups was done randomly. 

3.1. A Quasi-Experimental Design 

To understand the participants’ initial motivation for learning English and gather 

background information, a pre-questionnaire was administered. 

In an effort to answer the first research question - “Will students with Catalan/Spanish 

as their L1 learn gerunds and infinitives (verb + ing or verb + infinitive) more effectively 

through music-based language instruction compared to traditional learning strategies?” - a 

pretest was conducted with both groups of students to establish their baseline knowledge of 

grammar. Following this, both the control and experimental groups participated in three 60-

minute lessons with the researcher over a week. A posttest was administered at the end of the 

third session to assess the knowledge they had acquired. 

The second research question - “Will students’ motivation toward learning English 

increase if songs are incorporated into class?” - was addressed by having students in both 

groups complete post-questionnaires. This helped determine if their motivation to learn 

English had changed after the sessions. 
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To answer the third research question - “Will the experimental group experience a 

better long-term effect (consolidation of material) with the use of music?” - a delayed posttest 

was administered to both groups four weeks after the intervention period. This was done to 

assess whether the incorporation of songs had a lasting impact. 

In order to investigate the potential advantages of integrating music into English 

language instruction, the following testable hypotheses were developed: 

1. Students in the experimental group will show a statistically significant 

improvement in their understanding of gerunds and infinitives after incorporating music into 

English language lessons. 

2. There will be significant differences in motivation between the experimental 

group and the control group. 

3. The experimental group will demonstrate a more substantial long-term effect 

(consolidation of material) with the use of music in understanding gerunds and infinitives 

compared to the control group. 

The dependent variables in this study are the outcomes that we expect to change 

based on the teaching method used. These include: 

1. The students’ understanding of gerunds and infinitives, as measured through 

pretest and posttest assessments. 

2. The students’ impressions of the sessions, as measured through post-

questionnaires. 
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3. The long-lasting effect of music on understanding gerunds and infinitives, as 

measured through delayed posttest results. 

The independent variable in this study is the teaching method used. This variable is 

categorized as either traditional instruction or music-incorporated instruction. The aim is to 

observe how changes in this variable affect the dependent variables. 

3.2. Data Collection Instruments and Techniques 

The research process was initiated with the selection of songs. Popular TikTok songs 

and internationally renowned classics, such as songs by The Beatles, are considered. These 

songs were chosen based on their popularity, standard pronunciation to ensure clear 

articulation of words, and language levels that match student proficiency, ensuring the songs 

were neither too easy nor too difficult. 

Subsequently, song lyrics undergo examination to identify phrases where the gerund 

vs. infinitive rule applies. Analysis of 89 songs reveals that certain verbs appear more 

frequently than others. For instance, the verb ‘try’ and its past simple and past participle 

forms appear in 38 of the analyzed songs. 

Following a frequency-based approach, a set of songs gets curated for task 

implementation. Instead of using entire songs, specific lines that exemplify the grammatical 

aspect are extracted. Each word associates with two songs, and the lines distribute across two 

separate task sessions. Song selection ensures standard pronunciation, enabling clear hearing 

of the actual words, aiming to provide a comprehensive and effective learning experience. 
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When it comes to questionnaires and tests, they were distributed through Microsoft 

Forms and students filled the forms out using their laptops and mobile phones. To assure 

anonymity and privacy, each student was given a “Student’s number” which was 

consequently used to fill out all the forms. The researcher could not access the list of names 

and numbers to avoid biases.  

The software tools used for data analysis included JASP, Microsoft Excel, built-in 

statistics in Microsoft Forms, and Microsoft Word. 

3.2.1. The prequestionnaire 

In the prequestionnaire (see Appendix C. Prequestionnaire), background information 

was collected from the students. Names were anonymized for privacy reasons, being referred 

to as Student A, B, etc. This allowed for the assessment of test results and identification of 

participants. Information about age was gathered to validate the results of the intervention 

for the specific age group. The native language and any other languages spoken by the 

students were also recorded. 

In relation to English, data was collected on the duration of English language learning, 

whether it was in school, with a private teacher, or in a language school setting. Self-assessed 

language skills in listening, reading, speaking, and writing were asked for. Initial motivation 

towards English learning, the effort put into learning, and whether English was needed for a 

future job were also inquired about. This was done to observe any changes after the 

intervention. The frequency of hearing and using English was also recorded.  

An extract from the prequestionnaire is presented in Figure 1. 
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Figure 1 

 An extract from the prequestionnaire 

 

3.2.2. The postquestionnaire 

The post-questionnaire was designed to gather qualitative data on various aspects 

such as motivation, engagement, and understanding of grammar. This was done for both the 

experimental group’s students (see Appendix D. Postquestionnaire for the experimental 

group) and the control group’s students (see Appendix E. Postquestionnaire for the control 

group). The distinction between the two groups was that the experimental group was exposed 

to music, and it was crucial to assess its impact. 

The questionnaire for the experimental group consisted of 11 questions, while the 

control group’s questionnaire had 6 questions. The experimental group’s questionnaire 

included additional questions about their past experiences with music in class and their 

interest in having future classes incorporate music. Since the control group did not have 

exposure to music, these specific questions were not included in their questionnaire. 
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However, both groups were asked about their enjoyment and engagement in class. 

For the control group, these questions were carefully phrased to avoid any reference to music.  

An extract from the experimental group postquestionnaire is presented in Figure 2; 

an extract from the control group postquestionnaire is presented in Figure 3. 

Figure 2 

An extract from the experimental group postquestionnaire 

 

Figure 3 

An extract from the control group postquestionnaire 
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3.2.3. The pre and posttest 

The pretest and posttest were identical and consisted of 30 questions ensuring a 

comprehensive evaluation of language proficiency (Appendix F. Pretest and Posttest). To 

calculate the overall results, each section was given a particular number of points.  

In the first block, there were 10 controlled production exercises, where students 

needed to use the correct form of a verb from the box to complete sentences. For example, a 

sentence started with “She enjoys” and students could choose “be” from the box to create 

“She enjoys being outside”.  For each right answer in this section, 2 points were given.  

The pre and posttest first block is presented in Figure 4. 

Figure 4 

The pre and posttest first block 

 

The second block consisted of 17 sentences with multiple choice. For example, 

students were given such a sentence as “Let me ___ you a story.”, they had 3 options of verbs 
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to choose from. The first option was an infinitive with “to”, namely, “to tell”; the second one 

was a gerund – “telling”; and the last one was an infinitive without “to” - “tell”. For each 

right answer in this section, 1 point was given.  

An extract from the pre and posttest second block is presented in Figure 5. 

Figure 5 

An extract from the pre and posttest second block 

 

The third block was comprised of 13 questions aimed at production. Students were 

asked to answer the questions using the correct verb form. They firstly were given an example 

of what is expected from them to make sure that students would not answer the questions 

using nouns or other parts of speech. For each right answer in this section, 3 points were 

given. 

An extract from the pre and posttest third block is presented in Figure 6. 
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Figure 6 

An extract from the pre and posttest third block 

 

3.2.4. The delayed posttest 

The delayed posttest took the form of a selective cloze test, consisting of 15 sentences 

(Appendix G. A Delayed Posttest). To test residual knowledge, students were not provided 

with verb options. They were allowed to fill in each sentence with any verb they deemed 

appropriate. For example, in question “I will not__________ any form of bullying in my 

classroom.” Students could write “tolerate” or “accept”, both of them could be accepted. 

Another layer of assessment was to check their usage of the correct verb form. For instance, 

even if a student misunderstood the sentence and wrote “prohibit”, which would be suitable 

for an affirmative sentence, this response was still accepted as they used an infinitive, not a 

gerund. In essence, the primary objective was to assess whether they could instinctively use 

gerunds or infinitives. 

The delayed posttest is presented in Figure 7. 
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Figure 7 

The delayed posttest 

 

3.3. Data Subjects 

All the data about the participants was gathered through the prequestionnaire.   

3.3.1. Age and Distribution 

In Spain, Bachillerato is a non-compulsory stage of education for students aged 16 to 

18. This study involved 75 participants from Tarragona, Spain, who were at the B1-B2 levels 

according to the CEFR determined by the school tests. These participants were divided into 

two groups: BAT 1 (35 students) and BAT 2 (40 students), representing Bachillerato 1 and 

2 respectively. 

The participants were further divided into an experimental group of 35 individuals 

and a control group of 40 individuals. The experimental group included 19 participants from 

BAT 1 and 16 from BAT 2. Conversely, the control group was composed of 19 participants 

from BAT 1 and 21 from BAT 2. 
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Table 1 

The experimental and the control group distribution 

 The Experimental Group           The Control Group 

BAT1                                                     16 

BAT2                                                     19  
 

 

 

19 

21 
 

 

 

Total                                                       35                                          40                                         

Initially, there were 99 participants; however, 24 participants were excluded from the 

study for the following reasons: some participants were absent during one or more parts of 

the research, and others were excluded because they used AI assistants during the 

intervention. 

3.3.2. General Information about the Participants 

The linguistic composition of the participant group is diverse and multilingual. A 

significant proportion, 42%, of the participants identify Catalan as their L1, Spanish is the 

L1 for 17% of the participants, and a substantial number, 36%, are bilingual, speaking both 

Catalan and Spanish. A small segment, 5% (4 students), reported their first languages as 

being different from the majority, including English, Russian, Tagalog, and Italian (Figure 

8).  

Figure 8 

The results of the prequestionnaire’s answers to “The Participant’s L1” 
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In terms of foreign languages, English is not the only language spoken by the 

participants. French is spoken by the largest group, with 48% (14 students) of the participants 

reporting proficiency. German is spoken by 31% (9 students) of the participants. Other 

languages spoken by the participants include Italian (2 students), Portuguese (1 student), 

Russian (2 students), and Ukrainian (1 student). This further underscores the multilingual 

nature of the group (Figure 9). 

Figure 9 

The results of the prequestionnaire’s answers to “Foreign Languages” 

 

A significant majority, 81% (61 students), have been learning English in school for 

more than 10 years. A smaller group, 16% (12 students), have been studying for a duration 

of 5 to 10 years. A very small segment, 3% (2 students), have recently begun their English 

learning journey in school.  
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Figure 10 

The results of the prequestionnaire’s answers to “How long have you been learning English 

in school?” 

 

Beyond their school education, 68% of the participants (51 students) have also 

attended language schools. Among these students, 12% (19 students) have been studying for 

over 7 years, 9% (7 participants) for more than 5 years, and 33% (25 students) for less than 

3 years (Figure 11). 

Figure 11 

The results of the prequestionnaire’s answers to “Have you learned English in language 

schools?” 

 

When considering private English tuition, the majority (67% or 50 students) have 

never had a private English teacher. However, among those who have had private tuition, 

most have had a private teacher for less than a year (Figure 12). 
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Figure 12 

The results of the prequestionnaire’s answers to “Have you had a private English teacher?” 

 

3.3.3. English Language Learning: Motivation, Perception, and Future Relevance 

When it comes to motivation, 39% (29 students) of the participants are motivated, 

28% (21 students) are somewhat motivated, and a small group of 12% (9 students) are highly 

motivated. Conversely, 16% (12 students) have low motivation, and 5% (4 students) report 

no motivation at all (Figure 13). 

Figure 13 

The results of the prequestionnaire’s answers to “How motivated are you to learn English?” 

 

In terms of effort invested in learning English, 54% (41 students) expressed a desire 

to enhance their efforts. 43% (32 students) confirmed they are actively putting effort into 

learning English, while a small group of 3% (2 students) reported they do not put any effort 

into it (Figure 14). 
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Figure 14 

The results of the prequestionnaire’s answers to “I put effort into learning English” 

 

As for their perceptions of English grammar, 36% (27 students) indicated they mostly 

understand it. 21% (16 students) find it sometimes difficult, a sentiment shared by an equal 

number who believe it is not difficult at all. A smaller group, 14% (10 students), find it 

definitely challenging, and 8% (6 students) consider it mostly difficult (Figure 15). 

Figure 15 

The results of the prequestionnaire’s answers to “English grammar is difficult for me” 

 

Finally, when asked about the necessity of English for their future work, almost half, 

49% (37 students), affirmed they would need it while 33% (25 students) felt they would 

likely need it. A small group, 3% (2 students), firmly stated they would not need it, and 15% 

(11 students) felt they probably would not need it (Figure 16).  
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Figure 16 

The results of the prequestionnaire’s answers to “Do you think you will need English for 

your future career?” 

 

3.3.4. English Proficiency and Usage: Skills Assessment and Application 

The students were asked to rate their confidence in four areas of English proficiency: 

listening, speaking, writing, and reading. The confidence levels were measured on a Likert 

scale, which was then decoded into a 1-5 scale for easier interpretation, with 1 representing 

the lowest confidence (e.g., “I cannot understand anything”) and 5 the highest (e.g., “I feel 

confident writing in English”). 

In the 'listening in English' category, most participants rated themselves at level 4 (29 

students), with fewer at levels 3 and 5 (19 students each). Only a small number rated 

themselves at levels 1 (1 student) and 2 (7 students). 

For 'speaking in English,' the majority rated their confidence at level 3 (42 students), 

with very few at levels 1 (2 students) and 2 (3 students). Interestingly, only 20 students rated 

themselves at level 4, and just 8 felt confident at level 5, indicating the least confidence in 

speaking among all four dimensions. 
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In the 'writing in English' category, most participants rated their confidence at level 4 

(32 students), followed closely by level 3 (25 students). Writing ranked second in terms of 

confidence at level 5, with 12 students. Six students rated themselves at level 2, and no one 

rated themselves at level 1. 

Regarding 'reading in English,' many participants were confident at level 5 (27 

students), the highest among all dimensions, followed by level 4 (28 students) and level 3 

(17 students). Only three students were at level 2. Similar to writing, the least confidence was 

seen at level 1, with three respondents.  

When combining confidence levels 4 and 5 across all dimensions, the areas where 

students feel most confident are reading (55 students) and listening (48 students), followed 

by writing (44 students). As previously mentioned, speaking appears to be the area where 

students have the least confidence, with only 28 students expressing high or total confidence. 

In terms of moderate confidence (level 3), speaking has the highest number of 

students (42), while listening has the fewest (19). 

When considering the lower confidence levels (1 and 2), reading is the least 

problematic area with only 3 students expressing significant difficulties. This is followed by 

speaking (5 students), writing (6 students), and listening (8 students). This suggests that 

students generally feel more confident in reading and less confident in speaking English. 

The comprehensive results are presented in Figure 17. 
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Figure 17 

The results of the prequestionnaire’s answers for “four areas of English proficiency” 

 

Out of the participants, a majority (25 students) reported hearing English every day, 

indicating that exposure to the language is relatively common among them. However, only 

11 of these students actively use English daily. 

When asked about the frequency of hearing English, 20 students each reported “often” 

and “sometimes”. Interestingly, the number of students who actively use English “often” (12 

students) is lower than those who hear it “often”. On the other hand, a larger group of students 

(24 students) reported using English “sometimes”. 

It is noteworthy that the group of students who use English “hardly ever” is the same 

size as the group who use it “sometimes”. A small minority of participants (2 students) 

reported not hearing English at all, and a similar minority (4 students) stated that they never 

use English. 
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 A discrepancy between passive exposure to English and active usage among the 

students can be observed. While many students frequently hear English, fewer students use 

the language as often. 

In terms of qualitative data, the results mirrored the quantitative findings. Students 

reported hearing English in various contexts, including social networks like Instagram, video 

and music hosting platforms like YouTube and Spotify, TikTok, TV series on Netflix and 

Disney+, and in school. This aligns with the high frequency of passive exposure to English 

reported in the survey. 

As for active usage, the most common scenarios were conversing with foreign friends 

and writing comments on social media. Some students also mentioned using English while 

playing video games. These responses indicate that while active usage of English is less 

frequent than passive exposure, it still occurs in diverse and engaging contexts. 

The comprehensive results are presented in Figure 18. 
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Figure 18 

The results of the prequestionnaire’s answers for “How often do you (1) hear (2) use English 

in your daily life?” 

 

3.4. The Teaching Materials  

3.4.1. The Instructional Book 

"Foley & Hall’s ‘My Grammar Lab Elementary’ (2012), specifically units 83 and 84, 

was selected as the instructional book for both BAT 1 and 2. This choice was made due to 

the book’s clear instructions on gerunds and infinitives, including a table of specific verb 

groups that necessitate the use of a gerund, as well as verbs that require an infinitive with or 

without ‘to’. These two units provide a foundational understanding of this topic (see 

Appendix H: The Instruction Book). 

Unit 83 focuses on verbs that are typically followed by a gerund. These include verbs 

expressing likes and dislikes (e.g., ‘enjoy’ and ‘mind’), verb structures that incorporate a 
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How often do you hear English in your daily life? How often do you use English in your daily life?

How often do you (1)hear (2)use English in your daily life?

I don’t (1)hear (2)use English at all Hardly ever I (1)hear (2)use it sometimes Often Everyday
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preposition followed by ‘ing’ (e.g., ‘give up’), verbs indicating the commencement, cessation, 

or continuation of an action (e.g., ‘delay’), and the ‘go + ing’ structure. 

On the other hand, Unit 84 introduces infinitives, highlighting modal verbs that do 

not require ‘to’, such as ‘must’ or ‘can’, causative verbs like ‘let’ and ‘make’, the ‘would + 

like + to’ structure, and other bare infinitive verbs that can only be used with an infinitive, 

such as ‘want’." 

3.4.2. The Gerund and Infinitive Gap-fill Exercise 

This task, which involved the use of songs, was unique to the experimental group and 

marked the only exercise that differed between the control and experimental groups. This 

was due to the fact that the experimental group listened to the songs once the task was 

completed. 

As part of the exercise, students were given 36 lines from songs, divided into two sets 

of 18 lines per session (refer to Appendix I: Gerund and Infinitive Gap-fill Exercise 1, 

Session 1, and Appendix J: Gerund and Infinitive Gap-fill Exercise 2, Session 2). Unaware 

that these lines were extracted from songs, both groups treated the task as a regular exercise. 

Each line contained a gap to be filled with a verb, with the objective being to determine 

whether the verb should be used as a gerund or an infinitive. The main verb in each line was 

highlighted in bold. For example, consider the line: “Dolla’ bills, dolla’ bills, keep on 

_______ (fall) for me. I love the way it feels. I came here _______ (drop) some money, 

droppin’ all my money.” Students referred to “My Grammar Lab Elementary” to identify the 

correct form of the verb following the preposition. They then read the entire sentence aloud, 

using a gerund in the first instance and an infinitive in the second. They were also required 
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to explain why a gerund was appropriate based on the corresponding grammar rule. Both 

groups checked their answers using a standard right-wrong check. 

The key difference was that at the end of the task, the experimental group listened to 

the corresponding music track through classroom speakers and followed along with the lines. 

This allowed them to confirm that their chosen answers were indeed correct, as evidenced by 

the songs. In contrast, the control group did not participate in this additional step and instead 

reviewed the tasks independently. 

An extract from Gerund and Infinitive Gap-fill Exercise 1 is presented in Figure 19. 

Figure 19 

An extract from Gerund and Infinitive Gap-fill Exercise 1 

 

Some songs were modern, and some were considerably old (Appendix K. The List of 

Songs and the Dates of Their Release). For example, there were Dua Lipa’s songs (Dance 

the Night 2021 and Levitating 2020) and Selena Gomez's (Lose You to Love Me 2019 and 

Fetish 2017) as well as some songs of The Beatles (Hey Jude 1968 and A Hard Day’s Night 

1964), Frank Sinatra (New York, New York 1977) and Prince (Purple Rain 1984). The 

majority of the songs (29 out of 36 or 80.5%) were released after 2000, among them, there 

were 21 songs released after 2010 (58%), and 9 after 2020 (25%). By selecting age-
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appropriate songs that are popular on platforms like TikTok or classic pop songs, students 

may achieve better results due to increased exposure and improved memorization.  

3.4.3. Question and Answer Task (Q&A task) 

During the second session, students were given 20 questions that they needed to ask 

one another and write their answers (Appendix L. The Q&A Task). All the questions 

consisted of a gerund or an infinitive within. For example, “What is a game you prefer 

playing in your free time?” with a gerund and “Is there a place you’ve always wanted to 

visit?” with an infinitive. The idea of this task is to practice answering full sentences using 

gerunds or infinitives depending on a question. Even though the correct form was used in the 

question itself, students could still use other verbs to ensure free production. For example, 

when answering the “What is a game you prefer playing in your free time?” question, 

students could say “I really love playing Counter-Strike in my free time”.  

An extract from the Q&A task is presented in Figure 20. 

Figure 20 

An extract from the Q&A task 
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3.4.4. The “Believe It or Not” Game 

The procedure of the game was provided by Pearson Education Limited in 

Photocopiable (Appendix M. The “Believe It or Not” Game). Students had to work in pairs 

each filling in an individual worksheet made for Student A and Student B. They were asked 

to complete some sentences with a gerund or an infinitive. Some of the statements had to be 

true for them if there was a ✓ after the statement. If the statement was followed by a ✗, 

students completed the statement with fictional, untrue information about them. After that, 

each student took turns reading one statement to another, and another student needed to guess 

whether the information was true or false. For example, “Next year I want_________” with 

a ✗ mark meant that a student needed to make a sentence with fictional information and their 

partner needed to “uncover the truth”.  

An extract from the “Believe It or Not” Game is presented in Figure 21. 

Figure 21 

An extract from the “Believe It or Not” Game 

 

3.5. The Procedure  

The procedure was done in three sessions for all four groups. These sessions were at 

the same level and followed the same order and tasks. 
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Before the start of the research, students were provided with the Participant 

Information Sheet (Appendix A. The Participant Information Sheet) through their Google 

Classroom to familiarize themselves with the research's basic details. During the initial 

session, students were given the Informed Consent Form (Appendix B. The Informed 

Consent Form) to sign voluntarily, including their DNI. 

1. Session 1 (60 minutes): During the first session, both groups were given a 

prequestionnaire and a pretest on the topic of gerunds versus infinitives, without any prior 

instruction from the researcher. Following this, explicit grammar instruction was provided 

using traditional resources, specifically through a corresponding unit from My Grammar Lab 

(see Appendix H: The Instruction Book). 

Next, each group was given a task to individually complete 18 lines from songs (see 

Appendix I: Gerund and Infinitive Gap-fill Exercise 1 (Session 1)). The groups were not 

informed that these lines were from songs; they simply needed to fill the gaps with the verb 

forms they believed to be correct. 

Both the control and experimental groups then checked their answers, with the teacher 

providing feedback on correct and incorrect responses and participants explaining their 

choices. After this discussion, the groups diverged in their activities. The control group was 

asked to revise their answers individually, while the experimental group listened to a music 

track featuring all the lines from the exercise, demonstrating that the answers were indeed 

correct as evidenced by the authentic songs. This process was repeated in a second session 

with a different set of 18 lines. 

The summary of Session 1 is presented in Figure 22. 
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Figure 22 

Session 1 Summary 

 

2. Session 2 (60 minutes): During the second session, students applied the 

structures they learned through conversation. Both groups were given cards with questions, 

such as “What do you enjoy doing on the weekends?” to encourage the use of the learned 

structures (see Appendix L: The Q&A Task). To promote engagement, students were paired 

up to answer these questions. To ensure active participation, one student was prompted to 

ask a question, listen to their partner’s response, and write it down. Subsequently, a teacher 

would randomly select students to share their partner’s answer. For instance, “Student B 

enjoys going out with his friends on the weekends.” 

Following this, students addressed the remaining 18 lines for the second session 

(Appendix J. Gerund and Infinitive Gap-fill Exercise 2 (Session 2)). The procedure for 

checking answers was the same as in the first session for both groups.  
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The summary of Session 1 is presented in Figure 23. 

Figure 23 

Session 2 Summary 

 

3. Session 3 (60 minutes):  

This session began with the task named “Believe It or Not” (Appendix M. The 

“Believe It or Not” Game). The procedure, provided by Pearson Education Limited, required 

students to work in pairs and fill out individual worksheets. They were tasked with 

completing sentences using either a gerund or an infinitive. If a statement was followed by a 

✓, it had to be true for the student. Conversely, if a statement was followed by a ✗, students 

were to complete it with fictional information about themselves. Subsequently, each student 

read one statement to their partner, who then had to guess whether the information was true 

or false. 
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Upon completion of the exercise, both groups proceeded to the posttest. After the 

posttest, students from both the experimental and control groups were asked to complete the 

postquestionnaires. Although the control group did not receive any musical accompaniment, 

they were still required to fill out the questionnaire to assess their engagement, motivation, 

and attitudes towards the classes. 

The summary of Session 3 is presented in Figure 23. 

Figure 24 

Session 3 Summary 

 

Four weeks after the sessions, students were given the delayed posttest which aimed 

at measuring mastering the material effect. The delayed posttest consisted of 15 sentences 

with a blank space between the first verb and the rest part of a sentence. The idea of the task 

was not to see whether they could find a correct verb in their inventory or not but to see if 

they used the correct verb of the verb that followed the first verb. For example, in “I will 

not__________ any form of bullying in my classroom.” students could write “tolerate”, 
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“accept” or any other verb of their choice even if the verb did not fit the sentence in terms 

of context. All the answers with infinitives without “to” were accepted and counted as correct, 

the answers with gerunds or infinitives with “to” were counted as wrong since the initial idea 

was to check how well they remembered which verbs required using infinitives or gerunds.  

Figure 25 

The Delayed Posttest Summary 

 

In the forthcoming chapter, results from the pre and posttests of the Repeated 

Measures ANOVA, outcomes from the postquestionnaires of the Chi-Square Goodness of 

Fit test, and findings from the two-sample independent t-test of the delayed posttest are 

presented. 

  



52 

 

Chapter 4: Results 

This section presents the outcomes of our study, including statistical test results, descriptive 

analyses, and coded data.  

The total sample size was 75 participants (n = 75), divided into two distinct groups as 

shown in Table 1 (see Table 1: The experimental and the control group distribution), with 

two groups per level. 

The Repeated Measures ANOVA was performed to determine whether students in 

the experimental group showed a statistically significant improvement in the understanding 

of gerunds and infinitives after incorporating music into the English language lessons. This 

was done by analyzing the pre and posttests assessments.  

First, the results were compared between the experimental group and the control 

group within BAT 1 to identify any significant differences in performance. Similarly, the 

experimental group and the control group were compared within BAT 2. Finally, the results 

for both the experimental and control groups across BAT1 and BAT2 were presented to 

provide a broader perspective.  

Shifting the focus to the post-questionnaires administered to both groups, the Chi-

Square Goodness of Fit test was used to determine if there are significant differences in 

participants’ impressions of the sessions.  

Finally, the two-sample independent t-test was conducted to analyze the delayed 

posttest results. This test allowed us to compare the performance of the experimental group 

against the control group and assess whether there was a better long-lasting effect of music. 
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4.1. The Repeated Measures ANOVA 

The Repeated Measures ANOVA was performed to explore how incorporating songs 

in the classroom impacted students’ overall scores on the infinitives versus gerunds topic. 

The goal was to compare the means of two groups, namely those who received instruction 

through songs and those who did not, across both pretest and posttest assessments. 

Specifically, it was conducted to determine whether there was a significant difference in 

performance (scores) between these groups. In this study, the independent variable was the 

presence or absence of music instruction (songs vs. no songs), while the dependent variable 

was the scores achieved by each group. 

4.1.1. The Repeated Measures ANOVA BAT 1  

As depicted in the contingency table for the repeated measures ANOVA (see Table 

2), there is a significant difference in the Testing: F (1, 15) = 7.694, p= 0.014, with a small 

to medium effect size of η2 = 0.014. However, this divergence does not appear in the groups, 

as the main effect of the Group variable is not strong enough to be statistically significant: F 

(1, 15)= 2.639, p= 0.125, with a large effect size of η2 = 0.141. Moreover, the interaction 

effect between Group and Testing is also not significant: F (1, 15) = 1.159, p= <0.229. 

Table 2 

ANOVA: Student Groups and Tests BAT 1 
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As depicted in the contingency table for the repeated measures ANOVA (see Table 

2), there is a significant difference in the Testing: F (1, 15) = 7.694, p= 0.014, with a small 

to medium effect size of η2= 0.014. However, this divergence does not appear in the groups, 

as the main effect of the Group variable is not strong enough to be statistically significant: F 

(1, 15) = 2.639, p= 0.125, with a large effect size of η2 = 0.141. Moreover, the interaction 

effect between Group and Testing is also not significant: F (1, 15) = 1.159, p= <0.229. 

In this instance, the p-value is greater than the significance level of 0.05, indicating 

that the participants performed differently from the pretest to the posttest, but their group 

assignment did not appear to be a determining factor. This implies that the Testing variable 

intervention was an important factor in affecting the students’ pretest and posttest results. For 

further insights into these distinctions, refer to the Post Hoc test results (see Table 3). 

The Tukey Post Hoc test was conducted to pinpoint specific instances of interaction 

effects. Tukey’s HSD Test for multiple comparisons found that the mean value of the results 

was significantly different between the Experimental Pretest and the Experimental Posttest 

(p = 0. 038, 95% C.I. = -6.231, -0.019). 

Table 3 

Tukey Post Hoc Test BAT 1 
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Table 4 presents the descriptives contrasting the pretest and posttest outcomes of the 

two groups of students. As can be observed, the experimental group scored significantly 

lower than the control group at the pretest (M = 54.750 in the experimental group and M = 

63.000 in the control group). However, when looking at the posttest results, a noticeable 

disparity appears. The experimental group demonstrates superior performance (M = 57.875) 

compared to the control group (M = 64.688). To provide a more visual representation of the 

comparison between the control and experimental groups across the pretest and posttest, 

descriptives plots have been included (see Table 5). 

Table 4 

Descriptives comparing the experimental group and the control group in the pretest and 

posttest performance BAT 1 
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Table 5 

Descriptives plots showing the different BAT 1 groups and their performance on the pretest 

and posttest 

 

4.1.2. The Repeated Measures ANOVA BAT 2 

As can be seen in the table (see Table 6), among the three factors (Group, Testing, 

and Group * Testing), only Testing appears to be significant: F (1, 18) = 21.060, p= 0.001, 

with a medium to large effect size of η2 = 0.082. In comparison to Testing, the Group is not 

significant at all since its p-value is greater than 0.05, namely p=0.438. 

Table 6 

ANOVA: Student Groups and Tests BAT 2 
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The results of The Tukey Post Hoc test (see Table 7) indicate a significant difference 

between the Experimental Pretest and the Experimental Posttest, evidenced by a Ptukey value 

of 0.004 (95% C.I. = -8.567, -1.223), as well as the Control Pretest and the Control Posttest 

with Ptukey value of 0.001(95% C.I. = -9.093, -1.749). 

Table 7 

Tukey Post Hoc Test BAT 2 

 

As can be observed from the descriptives (see Table 8), the experimental group scored 

higher than the control group at the pretest (M = 61.000 in the experimental group and M = 

57.737 in the control group). However, when looking at the posttest results, the experimental 

group does not demonstrate superior performance (M = 65.895) compared to the control 

group (M = 63.158). According to the mean, the experimental group improved by 4.895, 

while the control group’s result is 5.421. To provide a more visual representation of the 

comparison between the control and experimental groups across the pretest and posttest, 

descriptives plots have been included (see Table 9). 
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Table 8 

Descriptives comparing the experimental group and the control group in the pretest and 

posttest performance BAT 2 

 

Table 9 

Descriptives plots showing the different BAT 2 groups and their performance on the pretest 

and posttest 

 

4.1.3. The Repeated Measures ANOVA BAT 1 and BAT 2 

In the contingency table (see Table 10), a significant difference in the Testing case is 

observed: F (1, 34) = 20.214, p= <0.001, with a small to medium effect size of η2 = 0.029. 

The Testing factor demonstrates statistical significance due to its low p-value. However, 

neither the Group variable nor the interaction effect between Group and Testing is 
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statistically significant: F (1, 34) = 0.240, p= 0.627, with η2 = 0.006 and F (1, 34) = 1.906, 

p= 0.176 respectively. The observed difference is relatively modest.  

Table 10 

ANOVA: Student Groups and Tests BAT 1 & BAT 2 

 

Tukey’s HSD Test for multiple comparisons (see Table 11) indicates a significant 

difference between the Experimental Pretest and the Experimental Posttest, evidenced by a 

Ptukey value of <.001 (95% C.I. = -6.207, -1.564), as well as the Control Pretest and the 

Control Posttest with Ptukey value of 0.012 (95% C.I. = -5.036, -0.393).  

Table 11 

Tukey Post Hoc Test BAT 1 & BAT 2 
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The descriptives (see Table 12) demonstrate that the control group scored higher than 

the experimental group at the pretest (M = 58.143 in the experimental group and M = 60.257 

in the control group). However, when looking at the posttest results, the experimental group 

demonstrates superior performance (M = 62.029) compared to the control group (M = 

62.971).  

Table 12 

Descriptives comparing the experimental group and the control group in the pretest and 

posttest performance (BAT 1 & BAT 2) 

 

Although the control group exhibited a higher mean during the pretest stage, the 

experimental group surpassed the control group in performance during the posttest stage. 

Over time, both groups demonstrated changes, but the experimental group showed significant 

improvement from pretest to posttest, while the control group also changed, with a smaller 

difference. 

To provide a more visual representation of the comparison between the control and 

experimental groups across the pretest and posttest, descriptives plots have been included 

(see Table 13). 
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Table 13 

Descriptives plots showing the different groups and their performance on the pretest and 

posttest (BAT 1 & BAT 2) 

 

4.2. The Chi-Square Goodness of Fit Test 

The Chi-Square tests were conducted to analyze the postquestionnaires and determine 

whether the participants of the experimental group and the control group were engaged in the 

offered activities, evaluating them statistically in relation to their perception of motivation, 

confidence in the topic, and other relevant factors. In this study, the independent variable was 

the presence or absence of music instruction (songs vs. no songs), while the dependent 

variable was student’s impressions including motivation. 

The results indicate that the responses of the students in the experimental group (refer 

to Table 14) are significant for all questions, with one exception: the p-value of each chi-

square test is less than 0.001. In the control group (refer to Table 15), the responses to all 

questions were statistically significant, with the p-value for each chi-square test being less 

than 0.001, except for one question which had a p-value of 0.051. Therefore, similar 



62 

 

responses can be expected if the study were repeated using a similar population. Moreover, 

for most questions (except one), the majority of participants in both the experimental and 

control groups chose the answer “agree” (in the experimental group, at least 10 out of 35 

participants and 17 out of 40 in the control group respectively). 

Table 14 

The results of The Chi-Square Goodness of Fit of the experimental group (a detailed analysis 

can be found in Appendix N) 

 Statements     χ²                   df                 p 

I am more motivated to learn English after doing this 

type of exercise. 

I feel confident using this grammatical aspect after 

learning with songs. 

After listening to the songs, it was easier for me to 

remember the difference between infinitives and 

gerunds after listening to the songs. 

I have already studied topics in English with the help 

of music in the past.  

I liked the songs that were used in this lesson. 

I enjoyed doing the task with music. 

I was surprised that the exercises in the task were 

music lines. 

I would like other English lessons to be conducted with 

the use of music. 

I liked the lesson with the use of music. 

I think listening to songs is a great way of learning 

grammar. 

I think I have learned gerunds and infinitives better 

through music. 

 

34.857 

 

32.857 

 

22.857 

 

9.429 

 

29.143 

43.714 

48.000 

 

32.000 

28.857 

25.143 

 

25.143 

 

4 

 

4 

 

4 

 

4 

 

4 

4 

4 

 

4 

4 

4 

 

4 

 

<.001 

 

<.001 

 

<.001 

 

0.051 

 

<.001 

<.001 

<.001 

 

<.001 

<.001 

<.001 

 

<.001 
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Table 15 

The results of The Chi-Square Goodness of Fit of the control group (a detailed analysis can 

be found in Appendix O) 

 Statements     χ²                   df                 p 

I think I have learned gerunds and infinitives better.  

I feel confident using this grammatical aspect.  

I am more motivated to learn English after these 

classes.  

It was easier for me to memorize the difference 

between infinitives and gerunds during these classes.  

I liked the exercises that were used in these lessons.  

I enjoyed the classes.  
 

 

34.250 

33.000 

43.250 

 

23.250 

28.750 

35.750 
 

 

4 

4 

4 

 

4 

4 

4 

 
 

 

<.001 

<.001 

<.001 

 

0.051 

<.001 

<.001 
 

 

The mean, standard deviation, and mode of students’ responses to each question are 

stated in the tables below: Table 16 for the experimental group and Table 17 for the control 

group, respectively. 

Table 16 

Chi-Square Goodness of Fit: Descriptive Statistics for Experimental Group 

 Statements Mean                     SD          Mode 

I am more motivated to learn English after doing this 

type of exercise. 

I feel confident using this grammatical aspect after 

learning with songs. 

After listening to the songs, it was easier for me to 

remember the difference between infinitives and 

gerunds after listening to the songs. 

I have already studied topics in English with the help 

of music in the past.  

 

3.486 

 

3.971 

3.914 

 

 

3.428 

 

 

0.69 

 

0.747 

0.853 

 

 

1.219 

 

 

3.000 

 

4.000 

4.000 

 

 

4.000 
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 Statements Mean                     SD          Mode 

I liked the songs that were used in this lesson. 

I enjoyed doing the task with music. 

I was surprised that the exercises in the task were 

music lines. 

I would like other English lessons to be conducted with 

the use of music. 

I liked the lesson with the use of music. 

I think listening to songs is a great way of learning 

grammar. 

I think I have learned gerunds and infinitives better 

through music. 

4.142 

4.457 

4.142 

 

4.171 

4.200 

 

4.142 

 

3.885 

0.733 

0.780 

0.601 

 

0.707 

0.797 

 

0.879 

 

0.832 

4.000 

5.000 

4.000 

 

4.000 

4.000 

 

4.500 

 

4.000 

 

Table 17 

Chi-Square Goodness of Fit: Descriptive Statistics for Control Group 

 Statements Mean                     SD          Mode 

I think I have learned gerunds and infinitives better.  

I feel confident using this grammatical aspect.  

I am more motivated to learn English after these 

classes.  

It was easier for me to memorize the difference 

between infinitives and gerunds during these classes.  

I liked the exercises that were used in these lessons.  

I enjoyed the classes.  
 

 

3.800 

4.053 

3.750 

 

3.750 

 

3.850 

3.750 

 

0.823 

0.815 

1.127 

 

0.870 

 

0.864 

0.809 

 
 

 

4.000 

4.000 

3.000 

 

4.000 

 

4.000 

4.000 
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Detailed analyses and descriptions of each statement are available in the appendices. 

For the experimental group, refer to Appendix N, titled “The Results of Questions Answered 

by The Experimental Group in The Postquestionnaire (The Chi-Square Goodness of Fit)”. 

For the control group, please see Appendix O, titled “The Results of Questions Answered by 

The Control Group in The Postquestionnaire (The Chi-Square Goodness of Fit)”. 

4.3. The Two-Sample Independent T-Test 

The two-sample independent t-test was performed four weeks after the intervention. 

Its purpose was to compare the means of the two groups and determine whether there was a 

significant difference in performance, namely scores, between the group that received 

instruction through songs and the group that did not. In this study, the independent variable 

was the presence or absence of music instruction (songs vs. no songs), while the dependent 

variable was the scores obtained by each group. 

The results show that the calculated t-statistic is equal to 2.016 with a p-value=0.047 

which is less than the common significance level of 0.05 and the size effect of 0.0467 (see 

Table 18).  

Table 18 

The results of the delayed posttest Independent Samples T-Test 
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Moreover, the mean of the experimental groups is 12.943 while the control groups’ 

mean is 12.125 (see Table 19), therefore, we provisionary reject the null hypothesis in favor 

of the alternative hypothesis that using songs in class will positively influence memorization 

of the grammatical aspect and have a long-lasting effect. 

Table 19 

The delayed posttest group descriptives results 

 

To provide a more visual representation of the comparison between the control and 

experimental groups across the delayed posttest, descriptives plots have been included (see 

Table 20). 
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Table 20 

Descriptives plots showing the different groups and their performance on the delayed posttest 

 

The subsequent section will delve into a comprehensive interpretation and discussion 

of the results obtained in this study. 
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Chapter 5: Discussion 

This study aimed to explore the potential impact of integrating songs’ excerpts into English 

lessons, with a specific focus on the understanding of gerunds and infinitives by students 

whose first languages are Catalan and Spanish. The research addressed three main questions 

related to the effectiveness of music-based language instruction, its influence on motivation, 

and any long-term effects of incorporating music into lessons. 

For the first research question, which aimed to compare the effectiveness of using 

music (music-based instruction) versus traditional teaching methods through pre and 

posttests, the results indicated that incorporating music into classes enhances students’ grasp 

of gerunds and infinitives (verb + ing or verb + infinitive). This was evident from the overall 

posttest scores of the experimental group. Both the experimental and control groups 

demonstrated progress from pretest to posttest. However, the experimental group, which used 

music during assessments, showed notably higher gains. Specifically, the mean score of the 

experimental group increased from 58.143 to 62.029, while the control group improved from 

60.257 to 62.981. This increase was statistically significant, as indicated by the low p-value 

(F(1, 34) = 20.214, p < 0.001). The effect size ranged from small to medium (η² = 0.029), 

highlighting the potential of music as a tool for language learning among Catalan and Spanish 

speakers. 

However, a more detailed analysis of each group separately revealed different results. 

In BAT 1, the experimental group outperformed the control group, with a mean increase of 

3.125 points compared to the control group’s more modest improvement of 1.688 points. In 

contrast, the experimental group in BAT 2 did not show a similar effect. They scored only 
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4.895, compared to the control group’s score of 5.421. This suggests that while the overall 

test showed the effectiveness of the method, the results varied when analyzing each group 

separately. 

The one-week duration for the three intervention sessions was supported by a study 

conducted by Yarmakeev et al. (2016), which showed that after two semesters of teaching 

grammar and vocabulary using British and American songs, students exhibited significant 

improvement in their results. Yarmakeev et al.’s study corroborates the positive effects of 

using music to reinforce learning topics, particularly through folk songs in English language 

instruction. Although this study adopted a shorter timeframe and not only American and 

British folk songs, aligning with the one-week intervention period in Yarmakeev et al.'s 

research, it is worth noting that longer interventions, as suggested by Yarmakeev et al., could 

potentially yield even better results. 

In summary, both groups demonstrated statistically significant improvements. 

Consequently, the first hypothesis - that the experimental group will show a statistically 

significant improvement in understanding gerunds and infinitives after incorporating music 

into English language lessons - is provisionally supported, leading to the rejection of the null 

hypothesis. However, the practical impact of integrating music into language learning over a 

short period, such as a week, may not be substantial due to the small effect size. This suggests 

that while students did improve, the difference might not significantly alter their overall 

learning experience. 

The second research question aimed to explore whether incorporating songs into 

class increases students’ motivation to learn English. According to the Chi-Square Goodness 
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of Fit analysis of Likert scale responses of the postquestionnaires, students in the 

experimental group, who engaged in the Gerund and Infinitive Gap-fill Exercise, expressed 

increased motivation to learn English (M=3.486, SD=0.69, χ² = 34.857, df=4, p-value <.001). 

Interestingly, the control group also showed an increase in motivation (M=3.750, SD=1.127, 

χ² = 43.250, p-value <.001), suggesting that factors beyond the intervention itself might have 

influenced this outcome. 

In terms of memorization, the control group’s results were not statistically significant 

(χ² = 23.250, df=4, p-value= 0.051), suggesting that the difference in their ability to memorize 

gerunds and infinitives was not significant. However, the experimental group, which 

incorporated music, showed a statistically significant improvement in memorization (χ² = 

22.857, df=4, p-value<.001). This point could be important for further analysis of delayed 

posttest results. 

Regarding the exercises themselves, the experimental group enjoyed the Gerund and 

Infinitive Gap-fill Exercise more than the control group, who checked the tasks traditionally 

without using music (M=4.457, SD=0.780, χ² = 43.714 for the experimental group vs 

M=3.750, SD=0.809, χ² = 35.750 for the control group). This heightened enjoyment may be 

attributed to their ability to perceive grammar in practical, real-life contexts, and the feeling 

that the knowledge can be applied practically every day. 

In terms of overall confidence in using gerunds and infinitives after the intervention, 

both the experimental group (M=3.971, SD=0.747, χ² = 32.857, p-value<.001) and the 

control group (M=4.053, SD=0.815, χ² = 33.000, p-value<.001) demonstrated similar levels 

of confidence. Interestingly, when asked about learning the topic better with the use of music, 
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the experimental group expressed a lower score (χ² = 25.143, df=4, p-value<.001) compared 

to the control group who learned without music (χ² = 34.250, df=4, p-value<.001). This might 

suggest that the researcher’s instruction was assumed by students to be effective even without 

music. 

For the questions asked only to the experimental group, the students were surprised 

to learn that the lines used in the Gerund and Infinitive Gap-fill Exercise were actually song 

lyrics (M=4.142, SD=0.601, χ² = 48.000, df=4, p-value<.001). They agreed that the selection 

of songs used for the exercise was appropriate and enjoyable (χ² =29.143, df=4, p-

value<.001). Furthermore, they expressed a desire for future classes to incorporate music 

(M=4.171, SD=0.707, χ² =32.000, p-value<.001), and affirmed their belief that songs are an 

effective tool for teaching grammar (M=4.142, SD=0.879, χ² =25.143, df=4, p-value<.001).  

In relation to previous research, such as by Adara & Taufik (2020) who incorporated 

songs in every class and observed an increase in motivation, and other researchers such as 

Kumar et al. (2022), Bsharat et al. (2021), etc. who received responses reflecting widespread 

positive attitudes and motivations among students, this study showed that the control group, 

which did not incorporate songs, showed a higher increase in motivation towards language 

learning. 

The second hypothesis stated that using songs in class will positively impact student 

motivation in the experimental group, the experimental group indeed showed a positive 

impact on students’ motivation. However, it was not high enough in comparison to the 

control group’s result, therefore, the second hypothesis is rejected in favor of the null 

hypothesis. It is worth noting that the duration of the intervention might have influenced these 
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results. The short timeframe may not have been sufficient to significantly alter the students’ 

overall perception. 

The third research question sought to determine whether the experimental group 

would experience a better long-term effect (consolidation of material) from the use of music 

compared to the control group, which was not exposed to songs. To answer this question, 

students participated in a delayed posttest four weeks after the intervention. The two-sample 

independent t-test revealed that the experimental group showed a better result, with a t-

statistic of 2.016 and a p-value of 0.047, which is less than the common significance level of 

0.05. Given that the mean of the experimental group was 12.943, compared to the control 

group’s mean of 12.125, the third hypothesis—that using songs in class will positively 

influence the memorization of grammatical aspects and have a long-lasting effect—is 

provisionally supported. 

This finding aligns with the work of Vishnevskaia & Zhou (2019), who also stated 

that songs increase memory retention, as well as Kumar et al. (2022), who suggested that this 

strategy helps learners retain information in their long-term memory. Interestingly, the Chi-

Square Goodness of Fit test showed that the control group’s personal perception of material 

memorization was not statistically significant (χ² = 23.250, df=4, p-value= 0.051). However, 

the experimental group showed a statistically significant improvement in memorization (χ² = 

22.857, df=4, p-value<.001), which was corroborated by this study, as they remembered 

better and showed superior results. 

Kumar et al. (2022) suggest that using music as a teaching strategy aids learners in 

retaining information in their long-term memory. While students with a high degree of 
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musical cognitivism may memorize and recall new words more quickly, music in the EFL 

classroom can still benefit learners who do not possess exceptional musical intelligence. This 

study suggests that even a brief intervention incorporating songs can impact the 

memorization of gerunds and infinitives among young adults, compared to traditional 

teaching strategies. 
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Chapter 6: Conclusion 

This research aimed to explore the effects of integrating songs into English language 

instruction, with a specific focus on understanding gerunds and infinitives among Catalan 

and Spanish native speakers. While songs are widely recognized for their benefits in language 

teaching, their specific impact on grammar learning remains underexplored. This study 

sought to fill this gap by examining the effectiveness, motivational benefits, and long-term 

impacts of using songs’ excerpts for grammar instruction among young adults, with a 

particular emphasis on gerunds and infinitives. 

The results from the pre and posttests suggest that incorporating music into classes 

enhances students’ understanding of gerunds and infinitives. Both the experimental and 

control groups showed progress, but the experimental group, which was taught with songs, 

demonstrated significantly higher gains.  

However, when it comes to motivation, this study could not confirm that music is a 

decisive factor. While both groups showed an increase in motivation, the control group, 

which did not use songs, showed a greater increase in their motivation towards language 

learning. This indicates that factors beyond the intervention itself might have influenced this 

outcome. 

In terms of memory retention, the students in the experimental group outperformed 

those in the control group. This was confirmed by the results of the delayed posttests 

conducted four weeks after the last intervention, demonstrating superior retention among the 

experimental group. 
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While the study achieved most of its objectives, the aspect of motivation remained 

unconfirmed. Nevertheless, the results underscore the novelty of this research. The 

innovative approach of systematically incorporating songs’ excerpts into grammar lessons, 

as opposed to traditional usage of entire songs, proved to be effective. This study, therefore, 

contributes to the field by demonstrating the potential of songs in enhancing grammar 

instruction, specifically in the context of gerunds and infinitives. 

6.1. Limitations of the Study 

The interpretation of the study’s findings should take into account several limitations. 

The primary constraint was the limited timeframe for instruction and the experiment itself. 

The need to cover the curriculum and adhere to the school’s annual plans restricted the 

experiment to only three sessions. Although this ensured efficiency, a longer experiment 

duration might have yielded more precise results. 

Another limitation was the students’ preferences. Some students expressed disinterest 

in the chosen popular songs, which may have affected their engagement with the lyrics and 

consequently, their concentration. 

Despite explicit instructions that no grades would be assigned, instances of cheating 

were observed during the tests. Some students, having access to the Internet via Microsoft 

Forms on their laptops, used artificial intelligence to write answers. As a result, these students 

initially achieved exceptional results in both the pretests and posttests, but their scores were 

later excluded from all tests. 
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Partial participation was another limitation. Some students only participated in certain 

parts of the experiment, leading to their exclusion from the test. A larger participant pool 

could have led to more accurate and comprehensive results. 

Lastly, the familiarity of the topic and instruction method posed a limitation. Some 

students, already familiar with the topic, showed a lack of interest in relearning it, which 

could have affected their engagement levels. 

6.2. Implications for Further Research 

Further research is encouraged to evaluate the efficacy of music integration as a 

primary pedagogical tool in English instruction. It would be intriguing to investigate whether 

this approach yields better results with groups who have not previously studied the topic, as 

opposed to revising the topic as was done in this study. The aim would be to determine if 

students understand the topic better with music and perform better in posttests. 

Additionally, it would be worthwhile to examine if the same degree of long-term 

retention of the subject matter is maintained.  

Potential future research could corroborate whether the inclusion of music that is 

well-known to students in the learning process significantly increases student motivation, 

thereby supporting the findings of other researchers who have demonstrated an increase in 

motivation with the inclusion of music. 
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Appendices 

Appendix A. The Participant Information Sheet 
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84 

 

Appendix B. The Informed Consent Form 
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Appendix C. Prequestionnaire 

Student’s number: 

 

Your school year: 

 

 

 

What is\are your first language(s)? 

 

 

 

If you chose "Other", write your language(s) here: 

 

Do you speak any other languages as a foreign language? 

 

 

 

BAT 1  BAT 2  

  

Catalan Spanish  Other  

   

Yes No 
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If "yes", state them, please. 

 

How long have you been learning English in school?  

 

 

 

 

Have you learned English in language schools?  

 

 

 

If yes, for how many years?  

 

 

 

 

 

Less than 5 

years 

5-10 

years  

More 

than 10  

   

Yes No 

  

I’ve never learned 

English in 

language schools  

About  

1 year 

About  

3 years 

More  

Than 5 

Years  

More 

Than 7 

Years  
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Are you still studying there? 

 

 

 

Have you had a private English tutor?  

 

 

 

If yes, for how many years?  

 

 

 

 

 

Are you still studying with a\the private teacher? 

 

 

Yes No 

  

Yes No 

  

I’ve never had 

a tutor  

About  

1 year 

About  

3 years 

More  

Than 5 

Years  

More 

Than 7 

Years  

     

Yes No 
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How motivated are you to learn English?  

 

 

 

 

How often do you hear English in your daily life? 

 

 

 

 

Can you specify where (e.g., a web search, social networks, YouTube, etc.)?  

 

How often do you use English in your daily life? 

 

 

 

I’m not motivated 

 at all  

Not motivated   I am a little 

motivated    

I am motivated Highly 

motivated 

     

I don’t hear it at all Hardly ever 

 

I hear it sometimes Often Everyday 

     

     

I don’t use English at all Hardly ever 

 

I use it sometimes Often Everyday 
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Can you specify where (e.g., a web search, chatting on social networks, writing comments 

on YouTube, etc.)? 

 

I put effort into learning English  

 

 

 

English grammar is difficult for me 

 

How good are you at listening in English? 

 

No I would like to do more Yes  

   

 

No I mostly 

understand it 

 

It is sometimes difficult It is mostly difficult  Definitely yes   

     

 

I can’t 

understand 

anything 

I need to 

concentrate to 

understand 

 

I sometimes 

have problems 

with listening  

I rarely have 

problems with 

listening  

I mostly don’t 

have problems 

with listening  
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How good are you at speaking in English? 

 

How good are you at writing in English? 

 

How good are you at reading in English? 

 

 

 

I can’t express 

myself in English 

It’s difficult to 

express myself  

I sometimes have 

difficulties when 

speaking English 

I hardly have 

difficulties when 

speaking English 

I feel confident 

speaking 

English 

 

     

 

I can’t express 

myself in written 

English 

It’s difficult 

to express 

myself  

I sometimes have 

difficulties when 

writing in English 

I hardly have 

difficulties when 

writing in English 

I feel confident 

writing in 

English 

 

     

 

I can’t 

understand 

anything 

I need to 

concentrate 

to understand 

 

I sometimes 

have problems 

with reading  

I rarely have 

problems 

with reading   

I mostly don’t 

have problems 

with reading 
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Do you think you will need English for your future career?  

 

 

 

 

  

No I will unlikely need it I will likely need it Yes  
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Appendix D. Postquestionnaire for the experimental group 

Student’s number: 

 

I am more motivated to learn English after doing this type of exercise. 

 

 

 

 

 

I feel confident using this grammatical aspect after learning with songs.  

 

 

 

 

 

 

 

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

     

    

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 
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After listening to the songs, it was easier for me to remember the difference between 

infinitives and gerunds. 

 

 

 

 

I have already studied topics in English with the help of music in the past.  

 

 

 

 

I liked the songs that were used in this lesson. 

 

 

 

 

 

 

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 
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I enjoyed doing the task with music.  

 

 

 

 

I was surprised that the exercises in the task were music lines. 

 

 

 

I would like other English lessons to be conducted with the use of music. 

 

 

 

 

 

 

 

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 
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I liked the lesson with the use of music. 

 

 

 

 

I think listening to songs is a great way of learning grammar. 

 

 

 

 

I think I have learned gerunds and infinitives better through music. 

 

 

 

 

 

  

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 
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Appendix E. Postquestionnaire for the control group 

Student’s number: 

 

I think I have learned gerunds and infinitives better. 

 

 

 

 

I feel confident using this grammatical aspect.  

 

 

 

 

I am more motivated to learn English after these classes. 

 

 

 

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 
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It was easier for me to memorize the difference between infinitives and gerunds during these 

classes.  

 

 

 

 

I liked the exercises that were used in these lessons. 

 

 

 

 

I enjoyed the classes.  

 

 

 

 

  

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     

Strongly 

disagree 

Disagree Neutral Agree Strongly 

Agree 

     



98 

 

Appendix F. Pretest and Posttest 

Student’s number: 

1. Use the correct form of a verb from the box to complete the sentences below. Use each 

verb only once.  

believe be stay play be 

go smoke read learn help 

 

She enjoys  

He is good at  

She couldn’t  

They apologized for 

He didn’t seem 

She wants 

She quit 

They decided  

He agreed  

He suggested 

 



99 

 

2. Choose the correct verb forms: 

A) Let me ___ you a story.  

1) to tell 2) telling 3) tell 

B) He keeps ___ his phone.  

1) to check 2) checking 3) check 

C) I feel like ___ a nap.  

1) to take 2) taking 3) take 

D) She wanna ___ to the party.  

1) to go 2) going 3) go 

E) He stopped ___ when he saw the police.  

1) to run 2) running 3) run 

F) They started ___ as soon as the movie began.  

1) to cry 2) crying 3) cry 

G) She could ___ a song for us.  

1) to sing 2) singing 3) sing 

H) He can ___ very fast.  

1) to swim 2) swimming 3) swim 
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I) I didn’t mean ______ your feelings. 

1) to hurt 2) hurting 3) hurt 

J) He made me ___the dishes.  

1) to wash 2) washing 3) wash 

K) Try ___ on time.  

1) to be 2) being 3) be 

L) She tried ___ the door, but it was locked.  

1) to open 2) opening 3) open  

M) It seems ___ a lot here.  

1) to rain 2) raining 3) rain 

N) Remember ___ your homework.  

1) to do 2) doing 3) do 

O) I want ___ a book.  

1) to write 2) writing 3) write 

P) I will not ___ with you.  

1) to argue 2) arguing 3) argue 

Q) I can't wait ___ you.  
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1) to see 2) seeing 3) see 

3. Answer the questions using the correct verb form. 

Example:  

Q: Do you have any predictions for the next year? 

A: I think I will___________________________ 

My answer: I think I will find a new job and live a happier life.  

1) When everything falls apart, what do you do? 

I try______________________________________________ 

2) What are your plans after this lesson? 

I wanna______________________________________________ 

3) What is a new hobby that you adopted recently?  

I have recently started______________________________________________  

4) What does “a good friend” mean to you? 

Being a good friend means______________________________________________ 

5) What is an activity that you tried but failed? 

I have tried______________________________________________ 

6) What daily habits or routines do you maintain consistently? 
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I always need to remember______________________________________________ 

7) What task do your parents encourage you to do regularly? 

They make me______________________________________________ 

8) What is an area where you have room for improvement? 

I need______________________________________________ 

9) What do you like to do on a rainy day? 

When it’s rainy, I usually feel like______________________________________________ 

10) Who do you dream of becoming? 

I want______________________________________________ 

11) What activity have you quit recently?  

I have recently stopped______________________________________________  

12) When you look outside a window and it is snowing, what might the weather be? 

It seems______________________________________________ 

13) What advice would you give to your friends when they are desperate? 

Just keep_____________________________________________ 
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Appendix G. A Delayed Posttest 

A delayed test 

Student's number: 

 

Use the correct verb (and a form) to complete the sentences below. 

1. My teacher lets me __________ my own project topics.  

2. Sometimes, I feel like__________ a nap in the afternoon. 

3. I wanna__________ homemade pizza this weekend. 

4. You should stop__________ about things you can’t control.  

5. She could__________ her heart racing during the presentation. 

6. He keeps__________ when his uncle’s birthday is. 

7. They want__________ the new art exhibit downtown. 

8. I try__________ eating sweets late at night. 

9. He tried__________ you several times yesterday. 

10. It seems__________ getting colder as the evening progresses. 

11. Spring starts__________ new life to the garden. 

12. You can__________ your language skills by practicing every day. 

13. Please remember__________ the door when you leave the house. 

14. The movie made me__________ with its touching story. 

15. I will not__________ any form of bullying in my classroom. 
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Appendix H. The Instruction Book 
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Appendix I. Gerund and Infinitive Gap-fill Exercise 1 (Session 1) 

Choose the correct form of a verb 

1. But you only need the light when it’s burning low, you only miss the sun when it 

starts _______ (snow), only know your lover when you let her _______ (go). 

2. Keep _______ (roll). 

3. Today I don’t feel like _______ (do) anything I just wanna _______ (lay) in my bed. 

4. Don’t you stop _______ (love) me, don’t quit _______ (love) me, just start _______ 

(love) me. 

5. I wish that I could _______ be like the cool kids, 'cause all the cool kids, they seem 

_______ fit in”. 

6. I'm blinded by the lights, no, I can't _______sleep until I feel your touch. 

7. I never meant _______ (cause) you any sorrow, I never meant _______ (cause) you 

any pain, I only wanted to one time see you laughing, I only wanted _______ (see) you 

laughing in the purple rain. 

8. That's me in the corner, that's me in the spotlight losing my religion, trying _______ 

(keep) up with you and I don’t know if I can________ (do) it. 

9. I tried my best _______ (feed) her appetite, keep her _______ (come) every night, so 

hard to keep her satisfied. Kept _______ (play) love like it was just a game, 

pretending______ (feel) the same. Then turn around and leave again. 

10. I want _______ (be) a part of it, New York, New York. 

11. I must have called a thousand times _______ (tell) you I'm sorry, for everything that 

I've done, but when I call you never seem _______ (be) home. 

12. So, take my strong advice, just remember _______ (always think) twice. 

13. I didn't wanna _______ (leave) you, I didn't wanna _______ (lie), started _______ 

(cry), but then remembered I, I can _______ buy myself flowers. 

14. Dolla' bills, dolla' bills, keep on _______ (fall) for me, I love thе way it feels, I came 

here _______ (drop) somе money, droppin' all my money 

15. I gave a second chance to Cupid, but now I'm left here feelin' stupid, oh, the way he 

makes me _______ (feel) that love isn't real, Cupid is so dumb. 

16. Baby, you can _______find me under the lights, diamonds under my eyes. 

17.  Set fires to my forest, and you let it _______ (burn). 

18. I push you out and you come right back, don't see a point in _______(blame) you, If I 

were you, I'd _______ (do) me too 
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Appendix J. Gerund and Infinitive Gap-fill Exercise 2 (Session 2) 

Choose the correct form of a verb 

1. Let’s _______ (raise) a glass or two to all the things I’ve lost on you. 

2. Watch me dance, dance the night away, my heart could _______ (be) burnin’, but 

you won’t _______ (see) it on my face. Watch me dancе, dance the night away, I’ll still 

keep the party_______ (run), not one hair out of place. 

3. Don’t feel like _______ (pick) up my phone, so leave a message at the tone, 'cause 

today I swear I'm not doing anything.  

4. Soul starts _______ (spin) again, I can't stop_______ (feel), No, I won't 

stop_______ (feel), and the fun's not fun anymore, I can't stop_______ (feel), No, I won't 

stop_______ (feel). 

5. Trouble that can’t _______ (be) named, the tiger is waiting _______ (be) tamed. 

6. But how can you complain, if it's the way it's meant _______ (be)? 

7. Cause sometimes I look in her eyes, and that's where I find a glimpse of us, and I try 

_______ (fall) for her touch, but I'm thinkin' of the way it was. 

8. They tried _______ (make) me _______ (go) to rehab, I said no, no, no. 

9. I want _______ (break) free, I want _______ (break) free. 

10. When I'm home everything seems _______ (be) right. 

11. Remember _______ (let) her into your heart and then you can start _______ (make) 

it better. 

12. Girl, take me back 'cause I wanna _______ (stay), save your tears for another day. 

13. We started_______ (live) in an old house, my mom gave birth and we were checking 

it out. 

14. Devils roll the dice, angels roll their eyes, what doesn't kill me makes me_______ 

(want) you more. 

15. Well, I've got thick skin and an elastic heart, but your blade, it might _______ be too 

sharp, I'm like a rubber band until you pull too hard.  

16. I do the same thing that I told you that I never would, I told you I’d change, even 

when I knew I never could, I know that I can’t_______ (find) nobody else as good as you I 

need you _______ (stay), I need you _______ (stay), hey 

17. If you want _______ (run) away with me, I know a galaxy, and I can _______ (take) 

you for a ride 
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18. Cause all of the stars are fading away, just try _____________ (not/ worry), You'll 

see them someday, take what you need, and be on your way, and stop__________ (cry) your 

heart out 
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Appendix K. The List of Songs and the Dates of Their Release 

Task 1 

Song Released on  Song Released on  

Passenger - Let Her Go July 24, 2012 Limp Bizkit - Rollin’ June 19, 2000 

Bruno Mars - The Lazy 

Song 

February 15, 

2011 

Rihanna - Love on The 

Brain 

January 27, 

2016 

Echosmith - Cool Kids May 31, 2013 The Weeknd - Blinding 

Lights 

November 29, 

2019 

Prince - Purple Rain June 25, 1984 R.E.M. - Losing My 

Religion 

February 19, 

1991 

Maroon 5 - This Love January 27, 

2004 

Frank Sinatra - New 

York, New York 

June 21, 1977 

Adele - Hello October 23, 

2015 

Michael Jackson - Billie 

Jean 

January 2, 1983 

Miley Cyrus - Flowers January 12, 

2023 

LISA - Money October 4, 2021 

fiftyfifty - Cupid (twin 

ver.) 

February 24, 

2023 

Dua Lipa – Dance The 

Night  

October 1, 2021 

Selena Gomez - Lose You 

to Love Me 

October 23, 

2019 

Selena Gomez - Fetish 

(feat. Gucci Mane) 

July 13, 2017 
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Task 2 

Song Released on  Song Released on  

LP - Lost on You November 20, 

2015 

Dua Lipa - Dance The 

Night 

October 1, 2021 

Bruno Mars - The Lazy 

Song 

February 15, 

2011 

Franz Ferdinand - Can’t 

Stop Feeling 

July 6, 2006 

Coldplay - Clocks March 24, 

2003 

Kevin Johansen - 

Everything Is (Falling 

into Place) 

November 23, 

2004 

Joji - Glimpse of Us June 22, 2022 Amy Winehouse - Rehab October 23, 

2006 

Queen - I Want to Break 

Free: 

April 2, 1984 The Beatles - A Hard 

Day’s Night 

July 10, 1964 

The Beatles - Hey Jude August 26, 

1968 

The Weeknd - Save Your 

Tears 

August 9, 2020 

The White Stripes - The 

Hardest Button to Button 

June 7, 2003 Taylor Swift - Cruel 

Summer 

August 23, 

2019 

Sia - Elastic Heart January 9, 

2015 

The Kid Laroi ft. Justin 

Bieber - Stay 

July 9, 2021 

Dua Lipa - Levitating March 26, 

2020 

Oasis – Stop Crying 

Your Heart Out 

June 17, 2002 
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Appendix L. The Q&A Task 

Ask your partner the following questions and write their answers down. 

1. What do you enjoy doing on the weekends? 

2. Can you describe something you love doing but your friends dislike? 

3. What is something you avoid doing because it scares you? 

4. Is there a hobby you have considered starting? 

5. Can you tell me about a book you have recently finished reading? 

6. What is a country you dream of visiting one day? 

7. Is there a skill you plan on learning this year? 

8. What is an action that you remember to do every day? 

9. Can you talk about a dish you enjoy cooking? 

10. What do you hope to achieve in the next five years? 

11. Is there a place you’ve always wanted to visit? 

12. Can you name a book you’ve decided to read this month? 

13. What is a dish you would love to learn to cook? 

14. Do you have a movie you plan to watch this weekend? 

15. What is a skill you’re trying to improve right now? 

16. Can you tell me about a project you need to start for school? 

17. Is there an event you expect to attend shortly? 
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18. What is something you promise to do for your health? 

19. Do you have a goal you aim to reach by the end of the year? 

20. What is a game you prefer playing in your free time? 
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Appendix M. The “Believe It or Not” Game 
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Appendix N. The Results of Questions Answered by The Experimental Group in The 

Postquestionnaire (The Chi-Squire Goodness of Fit) 

 

Question 1. I am more motivated to learn English after doing this type of exercise. 

Multinomial Test  

  χ² df p 

H₀ (a)  34.857  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  2  7.000  0.245  6.705  

B Agree  15  7.000  9.213  21.226  

C Neutral  16  7.000  10.090  22.174  

D Disagree  2  7.000  0.245  6.705  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

 

Descriptives Plot 
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Question 2. I feel confident using this grammatical aspect after learning with songs. 

Multinomial Test  

  χ² df p 

H₀ (a)  32.857  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  8  7.000  3.647  14.048  

B Agree  19  7.000  12.826  24.910  

C Neutral  7  7.000  2.954  12.928  

D Disagree  1  7.000  0.025  5.221  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

 

Descriptives Plot 

 

  

 

 



117 

 

Question 3. After listening to the songs, it was easier for me to remember the difference 

between infinitives and gerunds. 

Multinomial Test  

  χ² df p 

H₀ (a)  22.857  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  9  7.000  4.371  15.140  

B Agree  16  7.000  10.090  22.174  

C Neutral  8  7.000  3.647  14.048  

D Disagree  2  7.000  0.245  6.705  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Question 4. I have already studied topics in English with the help of music in the past. 

Multinomial Test  

  χ² df p 

H₀ (a)  9.429  4  0.051  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  7  7.000  2.954  12.928  

B Agree  13  7.000  7.516  19.277  

C Neutral  5  7.000  1.682  10.590  

D Disagree  8  7.000  3.647  14.048  

E Strongly Disagree  2  7.000  0.245  6.705  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Question 5. I liked the songs that were used in this lesson. 

Multinomial Test  

  χ² df p 

H₀ (a)  29.143  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  12  7.000  6.696  18.274  

B Agree  16  7.000  10.090  22.174  

C Neutral  7  7.000  2.954  12.928  

D Disagree  0  7.000  0.000  3.501  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Question 6. I enjoyed doing the task with music. 

Multinomial Test  

  χ² df p 

H₀ (a)  43.714  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  21  7.000  14.739  26.645  

B Agree  10  7.000  5.122  16.207  

C Neutral  3  7.000  0.631  8.070  

D Disagree  1  7.000  0.025  5.221  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 

 

  



121 

 

 

 

 

Question 7. I was surprised that the exercises in the task were music lines. 

Multinomial Test  

  χ² df p 

H₀ (a)  48.000  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  9  7.000  4.371  15.140  

B Agree  22  7.000  15.723  27.484  

C Neutral  4  7.000  1.121  9.358  

D Disagree  0  7.000  0.000  3.501  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Question 8. I would like other English lessons to be conducted with the use of music. 

Multinomial Test  

  χ² df p 

H₀ (a)  32.000  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  12  7.000  6.696  18.274  

B Agree  17  7.000  10.984  23.104  

C Neutral  6  7.000  2.297  11.777  

D Disagree  0  7.000  0.000  3.501  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Question 9. I liked the lesson with the use of music. 

Multinomial Test  

  χ² df p 

H₀ (a)  28.857  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  14  7.000  8.355  20.261  

B Agree  15  7.000  9.213  21.226  

C Neutral  5  7.000  1.682  10.590  

D Disagree  1  7.000  0.025  5.221  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Question 10. I think listening to songs is a great way of learning grammar. 

Multinomial Test  

  χ² df p 

H₀ (a)  25.143  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  14  7.000  8.355  20.261  

B Agree  14  7.000  8.355  20.261  

C Neutral  5  7.000  1.682  10.590  

D Disagree  2  7.000  0.245  6.705  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Question 11. I think I have learned gerunds and infinitives better through music. 

Multinomial Test  

  χ² df p 

H₀ (a)  25.143  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  8  7.000  3.647  14.048  

B Agree  17  7.000  10.984  23.104  

C Neutral  8  7.000  3.647  14.048  

D Disagree  2  7.000  0.245  6.705  

E Strongly Disagree  0  7.000  0.000  3.501  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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Appendix O. The Results of Questions Answered by The Control Group in The 

Postquestionnaire (The Chi-Squire Goodness of Fit) 

 

Question 1. I think I have learned gerunds and infinitives better. 

Multinomial Test  

  χ² df p 

H₀ (a)  34.250  4  < .001  

  

Descriptives Plot 
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Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  7  8.000  2.935  13.112  

B Agree  20  8.000  13.521  26.479  

C Neutral  12  8.000  6.625  18.613  

D Disagree  0  8.000  0.000  3.524  

E Strongly Disagree  1  8.000  0.025  5.263  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Question 2. I feel confident using this grammatical aspect. 

Multinomial Test  

  χ² df p 

H₀ (a)  33.000  4  < .001  

  

Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  12  8.000  6.625  18.613  
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Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

B Agree  20  8.000  13.521  26.479  

C Neutral  6  8.000  2.284  11.934  

D Disagree  2  8.000  0.245  6.768  

E Strongly Disagree  0  8.000  0.000  3.524  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 

 

  

 

 

 

Question 3. I am more motivated to learn English after these classes. 

Multinomial Test  

  χ² df p 

H₀ (a)  43.250  4  < .001  
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Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  17  8.000  10.817  23.644  

B Agree  0  8.000  0.000  3.524  

C Neutral  19  8.000  12.605  25.549  

D Disagree  4  8.000  1.117  9.465  

E Strongly Disagree  0  8.000  0.000  3.524  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 

 

  

 

 

Question 4. It was easier for me to memorize the difference between infinitives and 

gerunds during these classes. 

Multinomial Test  

  χ² df p 

H₀ (a)  23.250  4  < .001  
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Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  8  8.000  3.621  14.259  

B Agree  17  8.000  10.817  23.644  

C Neutral  12  8.000  6.625  18.613  

D Disagree  3  8.000  0.630  8.155  

E Strongly Disagree  0  8.000  0.000  3.524  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 

 

  

 

 

Question 5. I liked the exercises that were used in these lessons. 

Multinomial Test  

  χ² df p 

H₀ (a)  28.750  4  < .001  
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Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  9  8.000  4.336  15.380  

B Agree  18  8.000  11.704  24.604  

C Neutral  12  8.000  6.625  18.613  

D Disagree  0  8.000  0.000  3.524  

E Strongly Disagree  1  8.000  0.025  5.263  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 

 

  

 

 

 

 

Question 6. I enjoyed the classes. 

Multinomial Test  

  χ² df p 

H₀ (a)  35.750  4  < .001  
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Descriptives  

 95% Confidence Interval 

Likert_Scale Observed Expected: H₀ (a) Lower Upper 

A Strongly Agree  6  8.000  2.284  11.934  

B Agree  20  8.000  13.521  26.479  

C Neutral  13  8.000  7.429  19.652  

D Disagree  0  8.000  0.000  3.524  

E Strongly Disagree  1  8.000  0.025  5.263  

Note.  Confidence intervals are based on independent binomial distributions. 

  

Descriptives Plot 
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