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ABSTRACT

Many primary schools in Vietnam are still using translation and rote learning methods in teaching vocabulary, which limit students’ engagement with word
meaning in context. The present study examined the viewpoints of one teacher with regard to the utilization of a series of 10 to 15-second-long video clips designed
around a single target word (tailored YouTube Shorts) for teaching English vocabulary meanings to 44 fifth-grade learners in a public primary school in Hai Phong,
Vietnam. The two-cycle action research design (planning, action, observation and reflection) was used in this 10-week intervention. Classroom observations, video
recording and reflective field notes were gathered by the teacher-researcher and analysed using six-phase thematic analysis. The teacher noted that the videos were
multimodal inputs which allowed students to infer word meanings before translating into Vietnamese, limiting translation dependence. The videos were, however,
used only at the “Meaning” stage of a Meaning-Use-Form sequence: teacher mediation (questioning, modelling, scaffolding and feedback) was required to move
students from observation to comprehension and was enhanced across the two cycles. The study proposes that when embedded in a structured sequence and
supported by active teacher mediation, video clips created by the author in the form of YouTube Shorts can be used as a supplement in teaching students vocabulary.
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TOMTAT

Day tir vung tiéng Anh & nhiéu trutng tiéu hoc Viét Nam van dua nhiéu vao dich nghia va ghi nhd may mac. Nghién ctiu tim hiéu quan diém mét gido vién
vé dung YouTube Shorts thiét ké riéng (video 10 - 15 gidy, mot tir muc tiéu) dé day nghia ti vung cho 44 hoc sinh I6p 5 tai mt trutng tiéu hoc & Hai Phong.
Qua nghién c(fu hanh dong hai chu ky (10 tuan), gido vién thu thap di liéu bdng quan st, ghi hinh va nhat ky phan tu, phén tich theo quy trinh chd dé séu giai
doan. Gido vién xem video la dau vao da phuang thiic gitip hoc sinh suy ludn nghia tir truéc khi cd ban dich. Video chi hd trg giai doan Nghia trong trinh tu Nghia
- Stt dung - Hinh thic; su trung gian ¢6 cha dich cGa gido vién la diéu kién can d€ hoc sinh chuyén tir quan sat sang hiéu nghia, va dugc tinh chinh dan. YouTube
Shorts thiét ké riéng ¢o thé 1a hoc liéu bé trg hiiu ich khi Iong trong trinh tu day hoc ¢6 cdu tric, cling trung gian tich cuc cta gido vién.

Tir khod: YouTube Shorts; nhdn thuic gido vién; day tirvung; trung gian cia gido vién; nghién ciu hanh dong; hoc sinh tiéu hoc.
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1. INTRODUCTION

Vocabulary is a foundation of English proficiency,
especially for primary students who are still developing
their basic language skills [1, 2]. For fifth graders,
vocabulary also supports their reading, listening, and
speaking skills. Many EFL classrooms in Vietham are still
dominated by the translation method in teaching
vocabulary, which provides little chance for learners to
explore meaning in context and retain new vocabulary [3].

Short-form video platforms have become prominent
among young people, particularly TikTok, which has
gained a massive young user base and high engagement
rates in Vietnam [4]. Research in this area has so far
focused on full-length YouTube videos used as
supplementary classroom material [5]. YouTube Shorts,
by contrast, communicate meaning in terms of image,
sound and action within 10-15 seconds and with little or
no explanation, offering a more compressed form of
multimodal input. They are appropriate for young
learners who need concrete, engaging input rather than
abstract explanations [6] and who learn through
observable action and classroom interaction [7].

Limited exposure to English outside the classroomis a
particular problem in Vietnamese primary schools, where
students have little opportunity to encounter real
English. According to international research, video
including YouTube has a positive impact on vocabulary
learning and attitudes [5, 8], and learners generally hold
positive perceptions of YouTube use in the language
classroom [9]. However, three important limitations
remain in the existing body of research. First, the vast
majority of research is on full-length video, and the short
duration of a Short raises concerns about processing;
studies using repeated viewing of dual- subtitled videos
indicate that repeated viewing improves vocabulary
learning more than single viewing [10]. Second, many
existing studies do not connect their design to an explicit
theoretical framework. Third, for teachers the pressing
question may be less whether Shorts are effective than
whether they are manageable given the documented
barriers to English language instruction in Vietnamese
primary education, including limited lesson time [11].

The research gap, therefore, is not whether short-form
video is “effective”, but how teachers, who organise and
mediate its use, perceive its role, potential, and
limitations in teaching word meaning. Few studies have
linked ultra-short video to the teacher’s mediating role
within a sociocultural framework in a mainstream public
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primary EFL classroom in Vietnam. This study addresses
that gap by exploring one teacher’s perspectives on using
tailored YouTube Shorts to teach vocabulary meanings to
fifth graders in Hai Phong, and by documenting her
mediating role when ultra-short video is embedded in a
structured instructional sequence.

The study is guided by the following research
question: “What are the teacher’s perspectives on the use of
tailored YouTube Shorts in teaching vocabulary meanings
to fifth graders?”

2. LITERATURE REVIEW

Vocabulary knowledge is widely regarded as a strong
predictor of overall language proficiency [1]1and a central
strand of instruction rather than a marginal sub-skill [2];
the primary years matter particularly, since the lexical
base built there underlies later literacy and content
learning [7]. Young learners are still developing
cognitively and linguistically and depend more than
adults on contextual information and implicit learning [6,
12], so they learn best when word meaning is tied to
concrete experience rather than to abstract explanation.
Translation and rote memorisation are thus poorly
matched to how they learn.

This study applies a Meaning-Use-Form (MUF)
instructional sequence, treated here not as a fixed
method but as a researcher-adapted sequence
operationalising word knowledge within a sociocultural
view of learning. Its ordering follows a broader principle
in communicative and task-based pedagogy, in which
attention to form is embedded within, or follows,
meaning-focused activity [13, 14]. The sequence is also
compatible with Larsen-Freeman’s [15] account of
language as interconnected dimensions of meaning,
form, and use, arranged here to suit young learners, who
benefit from concrete, contextualised experience [7];
Nation’s [2] description of word knowledge (form,
meaning, use) informs the dimensions addressed but
does not prescribe this order. In practice, meaning is
established first through multimodal input; learners then
engage in guided use of the word; explicit attention to
pronunciation and written form follows.

The sequence is likewise consistent with sociocultural
theory [16], in which learning is mediated through
cultural tools and social interaction rather than produced
by exposure to input alone. Video used merely as
entertainment wastes its learning potential, whereas
video around which the teacher pauses, questions, and
co-constructs meaning can become a powerful
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mediational tool [17]. This mediation corresponds to
Vlygotsky's [16] idea of learning as a process of guidance
from a more knowledgeable other, and Wood, Bruner,
and Ross's [18] idea of scaffolding that is tailored to the
learner's level and gradually removed. Without such
mediation, there is a possibility of “watching” and
“learning” being separated.

The research conducted on YouTube shows that there
are positive outcomes of using YouTube: better
vocabulary learning and attitudes [8]; higher motivation
with authentic language exposure [5]; higher level of
enjoyment and participation among young learners [17];
higher level of vocabulary mastery when using video with
Total Physical Response (TPR) [19]; and uneven attention
across verbal and visual channels in multimodal materials
[20]. In these studies, multimodal input appears to be
effective when images, sound, and movement serve to
stabilise meaning and foreground the target word for
reuse, rather than when these elements merely co-occur
in the input.

The number of processing turns that a single 10-15-
second Short can sustain has not been determined,
though there is some evidence in video that repeated
viewing of dual-subtitled video enhances vocabulary
learning more than single viewing [10], something that is
seldom studied in shorter forms. The major concern in
English teaching for primary school students in Vietnam
is its feasibility within documented resource and time
constraints, not its general value [11] since vocabulary
teaching is still largely based on translation [3]. This study
therefore focuses on the teacher's perspective as the
person responsible for mediation.

3. RESEARCH METHODOLOGY
3.1. Research design

The study was of a classroom-based action research
(AR) design with two cycles of planning, action,
observation, and reflection as developed by Kemmis and
McTaggart [21]. Instead of conducting experiments to
examine the effectiveness of YouTube Shorts in a
controlled setting, it sought to investigate the teacher’s
perceptions and develop her instructional practice and
instructional practice during an iterative cycle of
reflection and adaptation [22] as the teacher adapted and
incorporated a specific type of video into one particular
classroom. “Improvement” was defined not as gains in
students’ vocabulary scores but as improvements in the
teacher’'s mediating practice (e.g., an improved MUF
sequence or more appropriate scaffolding strategies).
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The study involved two sets of 5 lessons (in total 10
lessons in 10 weeks). Two cycles were judged appropriate
as a single cycle would not have allowed any meaningful
problems to be identified and then addressed, while
more cycles would have been impractical in the school
timetable, and would have risked repetition of data.
YouTube Shorts were incorporated into lessons designed
and delivered in Cycle 1 and observation focused on
qualitative data (classroom observation, video recording
and field notes) relevant to the teacher's perspective. The
plan for Cycle 2 was then modified with additional pause
and predict opportunities, more opportunities for peer
interaction, more scaffolding prompts, and more
frequent word recycling based on the reflections from
Cycle 1.

3.2. Participants, setting, and teaching materials

The teacher-researcher, who worked with the
participants and designed the videos, taught the lessons,
observed the classroom, and reflected on both cycles,
was the participant relevant to the research question. She
had more than ten years of experience in teaching
English in primary school and was acquainted with the
grade 5 curriculum and students’ learning needs.

The study was carried out in one intact class in Grade
5 with 44 students (aged 10-11) of a public primary school
in Hai Phong, Vietham, who have studied English for
approximately three years (on the national curriculum)
and who have reached an English proficiency level close
to A1 on the Common European Framework of Reference
for Languages (CEFR). The sessions were 35 minutes each
and were conducted based on the General Education
Programme of the Ministry of Education and Training,
and the lessons used Wonderful World 5 in a setting
typical of public primary EFL teaching in Vietnam where
classes are large, lessons are short, and there is a heavy
focus on translation for the purpose of learning
vocabulary.

The teaching material was a collection of 40 YouTube
Shorts created by the teacher that were 10-15 seconds in
length and based on one target word from the Grade 5
syllabus. Each video conveyed meaning through familiar
actions, objects, and situations, and the written form
appeared only once meaning had been established.
Language was controlled at A1 level, distractions were
minimised, and all clips were vetted by the supervisors
and by peer teachers before use. In the video for
“butterfly”, for example, a boy watches a butterfly and
says, “Look. It's so pretty. It's flying.” The movement is
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repeated slowly, after which the written form is displayed
with slow, clear pronunciation. No explanation or
translation was given: students were expected to infer
meaning through observation, discussion, and guided
interaction. Table 1 summarises the design principles
applied across all 40 videos.

Table 1. Design principles for tailored YouTube Shorts

Design criterion Description

Target vocabulary One target word per video

Duration Approximately 10 - 15 seconds

Language level Al-level English

Visual context Familiar actions and daily objects

Meaning presentation | Meaning presented before written form

Visual design Limited distractions, simple visual focus
Pacing Slow and clear actions and narration
Teacher mediation Pausing, questioning, discussion
Pronunciation support | Slow, clear pronunciation provided

(lassroom suitability Used under teacher-controlled conditions

3.3. Research instruments

Three data collection instruments were employed to
document the teacher’s instructional practice and
reflections throughout the study. The first instrument was
a classroom observation checklist which had three parts.
Part A recorded instructional implementation (use of
Shorts as meaning-focused input, pausing and guiding
questions, guided-use activities such as pair work, TPR, or
role-play, scaffolding, and brief attention to form); Part B
recorded engagement as low, medium, or high and Part
C consisted of short reflective notes on what worked,
what was difficult, and planned adjustments. Classroom
observation was chosen as the main data collection
method because it is a valuable means of helping
teachers reflect on and develop their practice [23]. Every
lesson was also video-recorded with two cameras to
verify the observations, and field notes combined a
descriptive part (context, sequence, interaction,
behaviour) with a reflective part (effectiveness,
engagement, difficulties, improvements).

3.4. Data collection

Observation was carried out under natural conditions
over 10 weeks, one lesson per week (10 lessons of 35
minutes, coded Lessons 1 - 10). The teacher acted as both
instructor and observer; records were cross-checked
against recordings and field notes to avoid reliance on
memory. Observation focused on how the teacher
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presented and paused the videos, what questions she
asked, how activities were designed, and how students
inferred meaning from visual and contextual cues. At the
end of each cycle, she reflected on what had worked,
what was difficult, and what adjustments were needed.

3.5. Data analysis

The qualitative data were analysed using Braun and
Clarke’s [24] six-phase thematic analysis: familiarisation,
initial coding, searching for themes, reviewing themes
against the data, defining and naming themes, and
producing the report. Coding was largely inductive, with
the themes and categories derived primarily from the
data. Only findings from the teacher’s observational,
field-note, and reflective data are reported here.

4. RESULTS AND DISCUSSION

4.1. Multimodal input helped the teacher reduce
reliance on translation

Field notes and observation checklists show that the
teacher clearly recognised what multimodal input
(image, action, context) contributed to students’ ability to
infer meaning without lengthy explanation in
Vietnamese. In Lesson 1, students identified the verb “fly”
from a butterfly’'s wing movement; in Lesson 3 they
correctly guessed “puppy” from an image of a small dog;
in Lessons 8 and 10 they inferred “bitter” and “mountain”
from images and context. Students also distinguished
easily confused items such as “run” and “sail”, or “river”
and “waterfall”, by attending to differences in movement
and setting.

The reflective notes return repeatedly to the same
point: the visual context supplied by the videos reduced
the amount of Vietnamese explanation required and left
students more room to work meaning out for themselves.
After Lesson 5 the teacher wrote that “the multimedia
approach significantly reduced the time needed for
explanation, allowing more time for speaking practice”.
After Lesson 9, when teaching the more abstract
antonym pairs bright/dark and easy to see/difficult to see,
she described the videos as “a very effective way to elicit
the vocabulary without translating”, an indication that
the benefit of multimodal input extended beyond
concrete items to some abstract ones as well.

Video was used consistently at the “Meaning” stage
across both cycles, supplying the context from which
students inferred the target word, with the written form
introduced only after meaning had been established. The
reflective notes state this helped students “understand
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the concept visually before moving to the challenging
pronunciation of words like binoculars” (Lesson 1) and
“grasp the long compound word sleeping bag through
visual association before formal practice” (Lesson 2). The
“Use” and “Form” stages, by contrast, depended on
activities that did not involve video: pair work, TPR, choral
and individual drilling, and rhythmic clapping for
multisyllabic words. Table 2 summarises the
implementation of seven instructional components
recorded across the 10 observed lessons.

All seven components in Table 2 were implemented in
every lesson. This uniformity indicates that the planned
Meaning-Use-Form sequence was delivered as intended
from the first lesson; it does not indicate that nothing
developed across the two cycles. Change was visible
instead in overall engagement (Part B): medium in
Lessons 1 and 2, the only two lessons with technical
interruptions in loading or switching clips, and high in
each of the remaining eight, including all five lessons of
Cycle 2. This pattern suggests that the improvement the
teacher perceived lay not in adding instructional
components, present from the outset, but in the quality
of the mediation delivered within them, and particularly
in how far students were required to predict, discuss, and
justify meanings before she confirmed them.

Table 2. Instructional implementation across the observed lessons

No. Observation focus Representative evidence

1 YouTube Shorts used as
meaning-focused input

Lesson 1: a butterfly clip shown
before the word was named.

2 Teacher paused thevideoand | Lesson 10: paused at the
asked guiding questions waterfall; “Is the water going up
or down?”

3 Students attempted to infer
word meaning from visuals

Lesson 6: “riding a bike” called out
before “cycle” was introduced.

4 Guided-use activities (pair
work, TPR, role-play)

Lesson 2: mimed sleeping in a
sleeping bag; mime-and-guess in
pairs.

5 Students orally reused the
target vocabulary

Lesson 8: “It's spicy” / “It's sweet”
in choral and group repetition.

6 Teacher provided scaffolding
when needed

7 Brief attention to
pronunciation/spelling after
the meaning stage

Lesson 1: gestures and sentence
frames on the board.

Lesson 7: rhythmic clapping to
practise “Bas-ket-ball.”

The teacher perceived the videos as multimodal input
that enabled students to infer word meanings before any
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Vietnamese translation was supplied, thereby reducing
reliance on translation. This stands against the
translation-dominated vocabulary instruction
documented in Vietnamese schools [3]. This finding is
broadly consistent with previous research on multimodal
and video-based vocabulary learning: Almurashi [5] and
Kabooha and Elyas [8] similarly report that video-based
input increases learners’ motivation, while Tragant
Mestres and Pellicer-Sdanchez [20] show that young
learners distribute their attention unevenly across the
verbal and visual channels of multimodal input. The
present findings extend this line of research by
suggesting that an ultra-short format such as tailored
YouTube Shorts, and not only full-length video, can
support this stage of meaning construction in a large,
translation-oriented Vietnamese primary classroom,
though the videos were always used within the Meaning-
Use- Form sequence and alongside the teacher’s
deliberate withholding of translation.

4.2. Teacher mediation in supporting meaning
construction through the videos

Alongside her recognition of what multimodal input
contributed, the notes reveal a consistent second
perception: the videos alone were not sufficient to
support students’ meaning construction. Reflecting on
Lesson 5, the teacher wrote, “The interaction was mostly
teacher-led; | need to find ways for students to ask each
other questions rather than just answering me.” From
then on, she gave hints rather than answers, encouraged
students to infer meaning through discussion, and asked
them to justify what they proposed. The checklists record
concrete forms of scaffolding: gestures and sentence
frames (Lesson 1); narrowing options with a choice
question such as “Is it a tiger or a cheetah?” (Lesson 3);
descriptive adjectives to support sentence-building
(Lesson 5); directing attention to salient visual details
(Lesson 7); gesture combined with repeated modelling
when a student could not produce “sunny” (Lesson 9);
and modelling pronunciation with hand movements
(Lesson 10).

This perception, and the practice that followed from
it, developed over the two cycles. In Cycle 1 the notes
dwell mainly on what the videos did for the teacher’s
own instruction, chiefly reducing the time spent
explaining in Vietnamese, while some students still
waited for her direct explanation instead of attempting
to infer meaning themselves (Lessons 1, 2, 4). She
therefore adjusted Cycle 2 in three ways: more pause-
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and-predict questions before confirming meaning,
more structured pair and group interaction, and clearer
sentence frames and scaffolding prompts. The main
changes in the teacher’s mediating practice from Cycle
1 to Cycle 2, together with supporting classroom
evidence, are summarised in Table 3.

Table 3. The Development of Teacher’s Mediating Practice between Cycle
1and Cycle 2

Issue in Cycle 1 A-djustment Evidence in Cycle 2
in Cycle 2

Students waited for | More pause-and- | Independently named verbs
the teacher’s predict questions. | (Lesson 6), weather/nature
explanation (Lessons words (9-10) before
1,2,4). confirmation.
Peer interaction limited | More structured | Asked/answered about video
to repeating model pair/group content (6-7); expressed
sentences (3, 5). activities. preferences with support (8-10).
Interaction mainly (learer sentence | Longer, supported responses in
teacher-led; students |framesand guided speaking (8-10).
hesitant (5). prompts.

Despite these adjustments, several instructional
challenges remained unresolved across the two cycles.
Pronunciation difficulties (final consonants and
consonant clusters, multisyllabic items, silent letters)
were recorded in 9 of the 10 lessons; noise during choral
repetition and pair work was recorded in all 10, despite a
proposed stop signal such as a bell or clapping pattern;
and students seated at the back or sides participated less
in every lesson. The teacher’s own position recurred as a
concern: moving to the back focused the students seated
there (after Lesson 3), while staying near the projector
risked overlooking the far-back corners (after Lesson 6). A
further difficulty emerged in Cycle 2, once tasks moved to
extended output: several students could not produce full
sentences without a model on the board (after Lesson 9).
Other constraints included one clip judged “a bit fast”
(Lesson 6) and screen glare affecting students at the sides
(Lessons 5, 7). Collectively, these observations indicate
that the development of the teacher’s mediating practice
was partial rather than complete.

The second finding is that the teacher did not regard
YouTube Shorts alone as sufficient; in her account, active
mediation through questioning, modelling, scaffolding,
and feedback was a necessary condition for moving
students from observation to comprehension. The
teacher treated the videos less as a self-sufficient tool
than as a source of input that required deliberate
mediation before it became learning.
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This is consistent with Vygotsky's [16] concept of the
Zone of Proximal Development, in which the teacher acts
as the more knowledgeable other, and with Wood,
Bruner, and Ross's [18] concept of scaffolding, evident
here in the teacher's flexible adjustment of support to
students' actual needs. It also aligns with Tohamba's [17]
observation that video-based instruction realises its
potential when teachers actively guide learners' attention
rather than using video as entertainment.

Her understanding of what the videos were for
developed across the two cycles, from an initial focus in
Cycle 1 on reducing her own explanation time to a
stronger concern in Cycle 2 with creating conditions for
students to propose meanings before confirmation. This
shift was shaped progressively through practice and
reflection, consistent with the nature of action research
[21, 22].

In practice, this meant that the assumption of the
benefits of the technology in terms of learning outcomes
had to be questioned, as the result of the videos largely
depended on how they were used pedagogically rather
than on their properties. Given a 35-minute lesson and a
class of 44 students in this public primary EFL context,
distributing mediation evenly was a genuine challenge,
as reflected in students seated farther away participating
less in all 10 lessons.

5. RECOMMENDATIONS AND SUGGESTIONS

Based on the observations made in this study, the
teacher recommends the following four suggestions:

First, YouTube Shorts should be used as input in the
“Meaning” stage of a structured sequence (e.g., MUF) and
not used as a stand-alone activity. “Use” and “Form”
should follow in pair work, TPR, and pronunciation
exercises.

Second, teachers should make deliberate moves
towards mediation by pausing the video, asking pause-
and-predict questions, and asking students to give
reasons before confirming the meaning. As suggested by
Cycle 2, this appears to help students shift from waiting
for explanation towards active inference.

Third, in large classes with short lessons, teachers
should distribute mediation more evenly among
students seated further away, for instance by varying
their own position or using a turn taking device.

Fourth, systematic reflection after each lesson and
cycle offers a practical route to developing mediating
skills; in this study it was reflection on classroom
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evidence, not the videos themselves, that produced the
changes between cycles.

These recommendations derive from one teacher's
practice under an action research design, not a large
sample or a comparison group, and are offered as
practical suggestions for comparable contexts rather
than generalisable prescriptions.

6. CONCLUSION

This study explored one teacher's perspectives on
using tailored YouTube Shorts to teach English
vocabulary meanings to fifth graders in Hai Phong,
through a two-cycle action research design drawing on
classroom observation, video recordings, and field notes.

Tailored YouTube Shorts functioned, from the
teacher’'s perspective, as a valuable multimodal
mediational tool that supported the meaning-
construction stage and helped reduce reliance on
Vietnamese translation. That value, however, did not
come from the video itself: it came from how the teacher
mediated its use through questioning, modelling,
scaffolding, and feedback within a structured Meaning-
Use-Form sequence. Neither the perception nor the
practice was fixed; both were refined progressively
through systematic reflection across the two cycles.

The teacher perceived a gap between “watching” and
“learning”: viewing a video alone did not necessarily lead
students to demonstrate an understanding of word
meaning; such understanding was supported through
her active mediation.

The study’s contribution is concrete, practice-based
evidence of the teacher's mediating role when an under-
researched format - ultra-short clips of 10 - 15 seconds - is
integrated into vocabulary teaching in a large-class,
short-lesson public primary EFL classroom in Vietnam.
Theoretically, it specifies the role of ultra-short video
within one stage of the vocabulary-teaching sequence
rather than treating video as a general solution;
practically, it offers primary teachers concrete guidance
on mediating short video purposefully.

Several limitations of the present study should be
acknowledged when interpreting these findings. The
study reflects one teacher's perspectives in one
classroom over 10 weeks. Her dual role may have shaped
how observations were interpreted, though video
recording, field notes, and supervisor consultation
strengthened  trustworthiness.  Finally,  students’
vocabulary outcomes were not measured with an
objective instrument, so findings should be read as the
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teacher's perceptions and interpretations, not direct
evidence of learning outcomes.

Future research could examine several teachers across
classrooms or schools, or combine teacher-perception
data with objective vocabulary measures, to clarify the
relationship between mediating practice and actual
learning. Given the study’s focus on one teacher and one
classroom, the findings are context-specific and should
be interpreted as practical insights for comparable
settings rather than as generalisable conclusions.
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