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Foreword

It is my pleasure to welcome you to the XVIIith International CALL Research Conference at

the University of California at Berkeley. Almost 100 participants from more than 20

countries have submitted papers whi ch al CAWL drc u s on
Contexto.

The international CALL Research Conferences focus on the role of technology in the
language learning, teaching and testing process. Our 2017 conference focuses on the role of
the local context of the learner:

- How does the local contexts  hape the design of our learning environment?

- How to determine the role and shape of the most appropriate technologies for our

context?

- To what extent can general theories such as Constructivism, Social Semiotics,
Dynamic Complex Systems and Self -Determinat ion Theory be applied to our local
context?

- How generalizable are the findings from experimental research in our context?
- How can/should we detect and formulate to what extent learners and teachers are

different?

- To what extent do technologies afford conte xt-dependent enrichment and
personalization of the learning process? What are the routines and models for doing
so?

- What is the impact of context -dependency on the development and use of Open
Educational Resources?

- How do publishers deal with adaptation of their content to various CALL contexts?

- To what extent can technology contribute to contextualization of the learning
process?

The context is also being discussed in connection with other current topics such as:
- MOOCs
- Telecollaboration
- Flipped Classrooms
- Corpora
- Speech technology
- Fonts
- Cultural differences
- Tracking and logging; learning analytics
- Language testing
- Open Data
- Semantic Web
- Specialized Domains
- Digital literacies/multiliteracies
- Augmented reality; ambient intelligence

| wish to thank my associ ate editors, the members of our editorial board, the local
organizers Rick Kern and Mark Kaiser at the Language Center of the University of California
Berkeley, our keynote speakers Phil Hubbard and Dorothy Chun, conference manager Ann
Aerts, and all the p  articipants.

The International CALL Research Conferences were initiated by Keith Cameron, the founding
editor of Computer Assisted Language Learning , at Exeter University. In 2002, | was asked



to take over both the editorship of the journal and the organi zation of the conferences.

Since then, the following have been organized:

Xth edition: ACALL Professionals and the future of CALI
Xl'th edition ACALL and Research Methodol ogieso (Ant we]
Xl'l'th edition AHowL&a&r ande MDoi hg?Pi 84 the Learnero (Ant:
XI'l'l'th editi oBased&iPPactiaec tOird ent ed CALL Researcho (Ant werp,
XlI'Vth edition iMotivation and Beyondo (Antwerp, 2010)
XVth edition AiThe Medium Mattersod (Taichung, 2012)

XVith editon: fiResearch Chall enges in CALLO (Antwerp, 2014)
XVIlth edition: fiTask design and CALLO (Tarragona, 201

It is our intention to make the CALL conferences annual instead of biennial, and to change
the continent every year. Should you be interested in hosting one of our conferences, just
let us know.

Jozef Colpaert

Editor CALL Journal
Organizer International CALL Research Conferences
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Dorothy Chun
University Of California, Santa Barbara, U SA

dchun@education.ucsb.edu

Contextual Challenges of Telecollaboration 2.0

Abstract

This presentation will be a journey navigating through some key contextual issues that

should be considered when designing and researching a telecollaborative project in the 21

century. With the so -cal |l ed Aintercul tur al turno i n |l anguacu
technologies that can support telecollaboration, we explore such issues as: determining a

theoretical basis for the exchange (e. weComitencg més | nte
Kramschés Symbolic Competence, Garrison et al . 6s Comm
suitable methodology for analysis (e.g., ethnographic, qualitative); accommodating different

geographic, institutional, and course contexts; establishing the goals for the learners in

each context, which may be different; negotiating roles and tasks of teachers and students

on both sides of the exchange; and identifying appropriate technologies (e.g., asynchronous

vs. synchronous CMC, text -based vs. video -based, social media) depending on the
participants. As an application of the issues discussed, you will be asked to design your own
telecollaboration with several of your colleagues at this conference who are engaged in
different research projects with the goal of publishing together around a common topic or
theme.
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Phil Hubbard
Stanford University, Stanford, U SA
efs@stanford.edu

Theory in CALL Research: The Role of Context

Abstract

As a fundamentally transdisciplinary field (Colpaert 2004), CALL has historically been a

consumer rather than producer of theories (Levy & Stockwell, 2006). Researchers and

developers have relied on a wide variety of theories, frameworks, and models to inf orm

design and evaluate outcomes of applications, tasks, and environments, sometimes singly

and sometimes in combination. To distinguish theory from research and practice, | have

previously defined CALL theory br dAldlthgoryais thd setiof o ws : fi C
perspectives, models, frameworks, and specific theories that offer generalizations to

account for phenomena related to the use of computers and the pursuit of language

learning objectives, to ground relevant research agendas, and to inform e ffective CALL

design and practicedo Hubbard (2009). I will rely on th;

I will first provide an overview of the ways that theory can be incorporated into CALL studies

based on the framework of Hubbard & Levy (2016) and speculate on how theory and
context intersect. In the second part, | will review several talks from the present conference

to explore how context has been incorporated into the theoretical orientation underlying the

research design, the interpretation of results, or bo th. | will also endeavor to identify any
interesting trends. For instance, an initial review of the proposals accepted for the
conference shows the following patterns.

1. Some research studies appear to be conducted without reference to any theoretical
frame work or model, relying instead on perceived gaps within the prior research
base.

2. Some draw on models or frameworks from SLA or another source that do not
explicitly take into account context.

3. Some rely on theories that are instantiated within a given cont ext, such as dynamic
systems theory, activity theory, or grounded theory,

4. Some use multiple theoretical perspectives in an attempt to capture the nuances of a
particular contextual combination of setting, technology, learners, and teachers,
expressed ast heory ensembles.

My objective is to provide both a general sense of the role of context and to use example

studies from this conference to help illuminate the importance of considering context as it

relates to theory in CALL research, encouraging colleague s to explore this relationship in
greater depth.
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Liliana Cuesta Medina, Mauricio Esteban Buitrago

Universidad de La Sabana, Chia, Colombia
Universidad Libre, Bogota, Colombia

liliana.cuesta@unisabana.edu.co , mauricioe.buitragor@unilibrebog.edu.co
Di scovering studentsod6 digital footprints in|thei
Bio data

"/ Liliana Cuesta Medina i s a professor i n t he Master o

English Language Teaching at the Department of Languages and
Cultures, Universidad de La Sabana (Chia, Colombia). She holds a PhD
in English Philology from the Faculty of Humanities at UNED (Madrid,
Spain). Her r esearch areas include CALL, CLIL, cyberbullying, academic

writing, and | -eegulation r is 6blended/dnline learning

L | environments, on which topics she has led research projects, and
published in books, international journals and conference proceedin gs.
Mauricio Buitrago Ropero is a professor at the Faculty of Educational

Sciences at Universidad Libre de Colombia, where he is the academic
coordinator of the Ma Edueatiodad Technologydraak.at i o n
He holds a Master’s in Education and is currently pursuing his PhD in
Education at Universidad de La Sabana, Colombia. His research areas

include educational technology, knowledge representation, ICT

pedagogies.

Abstract

The demands of an increasingly knowledge -driven society and economy, characterized by
the emergence of more interconnected communities and ever -growing numbers of digitized
users, have imposed a dramatic shift on the understanding and practices of living, of

learning, and of recognizing different ways to learn and be taugh t. The digitization of daily

living practices produces vast quantities of data on numerous aspects of life. However, such
data, representing the digital footprints of each individual, tends to remain unknown or
unused, locked away in inaccessible corners o f cyberspace.

In educational scenarios, not least those concerned with language learning and teaching,

learners now have access to a wide range of technology -mediated opportunities for
developing their linguistic, communicative, and intercultural competen ces. Yet these
opportunities are not always contextualized and managed appropriately (by either
instructional agents or by learners themselves), resulting in deficient instructional
design/implementation and inhibiting the development of learner autonomy.

This presentation reports on the first phase of a larger study investigating the different ways
that individuals shape their knowledge, as represented through their digital footprints and
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traced through their learning trajectories. The qualitative, explor atory phase reported on
here identified sources for collecting and using digital data to support language learning and
teaching, as well as factors affecting this collection and usage. Following a mixed -methods

design, we used a semi  -structured questionnai  re to collect data from 44 participant students
at 2 universities in Bogota, Colombia, focusing on how they selected and stored data from

various digital environments, such as social networks and online communications platforms

(e.g. Facebook, WhatsApp, Tw itter, Gmail, Hotmail, Yahoo), as well as their preferences
regarding the use of mobile applications and similar resources for learning English. We then

held semi -structured interviews with 1 0 of the survey ed participants to inquire about their
experiences with collecting personal data and using it for specific purposes, as well as their
predictions about effects of collecting and storing digital data on their learning processes.

Qualitative data gathered from the survey and interviews were analyzed through the
grounded theory approach, while quantitative data were considered statistically.

Based on the results of the data analysis, we discuss the challenges of training students to
make more controlled and more efficient use of technological resources and d ata in their
lives. Learners should be scaffolded in the competences needed to distinguish between
relevant and irrelevant content for their needs and purposes. Teachers should learn to

exploit the customizable opportunities presented by technologically ba sed resources to
enrich and personalize context -dependent educational processes
specific experiences, needs, and wants. Such approaches can broaden the still limited range

of opportunities for learners and instructors to take grea ter advantage of existing digital

information, thereby affording enhanced usability in educational processes. Likewise,
learners can also be fostered to become more conscious, responsible, and flexible at the

continuous management of their own life -long le arning. Finally, the session equips
attendees with guidelines for the provision of data used to map personalized learning
trajectories and strategies for identifying useful data sources that support teaching and
learning.

Conference paper

Introduction

At the opening of the 21 century , digitization offers possibilities for decoding and
operationaliz ing what lies beyond the digital environment itself & and, thus, to examine daily
living practices more closely. Various studies have argued that better understanding of
digitization is needed to bridge gaps between contexts and individuals and to promote
digital interaction practices that are not only safe but more democratic and less hegemonic
(Taylor & Gibson, 2017; Worcman, 2002) . However, much remains to be done regarding
information diffusion targets (Cohron, 2015) and participatory actions in economic, social,
educational , and political scenarios. Unfortunately, as Worcman (2002) and Anderson and
Rainie (2014) point out, even if individuals have access to information and communication
technology services, there is no guarantee they will make optimal use of them unless
sufficiently prepared  for their use or to recognize the ir potential benefits for them selves and
their communities. Thus, we argue that global citizens in the information age should be
equipped with  the media literacy skills needed to overcome digital divides and inequalities.

st

Nevertheless, s tudies on how users access, collect, and use personal digital content to
produce and diversely  represent knowledge  are still embryonic  (Pandey & Mittal, 2016) . At
times, data merely end up stored in the cloud without further interaction because
individuals lack intelligent services to organize such data properly (Wu et al.,, 2016)
Moreover, f ew studies have examine d the implications of the shift from physical to digital
formats with regard to the target users 6 v alconeesning , challenges with, and overall
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experience of media (Lee, Holmes, & Lobe, 2016) . Although governmental institutions (such

as Ministries of Education and of Technologies), privately -own companies, and individua Is
have access to a seemingly unlimited amount of information via the Internet and other
online services, large portion s of key data remain remotely stored, resulting lack of access
to knowledge that could be crucial for educational research and practitioner -led analyses.

Additionally, the ready accessibility of social networking services and customized
applications, as well  as the pervasive use of portable wireless mobile computing devices,
suggest thatt he proportion of the population that engage s in integratin g the physical world

and cyber/digital space is increasing everyday (Zhou et al., 2016) . Universities currently
recruiting the so -called Mille nnial generation (or G eneration Y) are welcoming culturally
diverse multitaskers, highly engaged with multimedia environments (Hanzaee & Aghasibeig,
2008) . Nevertheless, although assimilation of th is audience & needs may prove challenging,

they also bring with them certain sociocultural advantages, such as familiarity with social
networking for  social and political action, supporting social causes, engaging in social
entrepreneurship, and managing charitable activities (Ferris, 2010; Furlow, 2011)

Their generally  well -educated, sophisticated, tec  hnologically savwy , and group -oriented
nature (Syrett & Lammiman, 2003; Valentine & Powers, 2013) can be exploited through
socially connected teamwork to enhance ins truction and learning practices (VanMeter,
Grisaffe, Chonko, & Roberts, 2013) . Not only is this generation the first to use digital media

more than traditional media ( e.g. online games, streaming music, movies, and TV
programs) , but it also is the first to engage in non -traditional  online media activities:
accessing and sharing information, socializing and conversing with friends, purchasing

prod ucts, and posting comments and videos on current events  (Geraci & Nagy, 2004;
Lester, Forman, & Lloyd, 2005; Taken Smith, 2012) . These activities are linked to a
constant drive for self -expression (Gupta & Jackson, 2010) but also create considerable
potential to  exert control and power over other s. Social media companies, Web sites, and
interactive technologies are already taking advantage of (but also empowering) Millennials
through the promo tion and development of products, brands and services o for example, by
encouraging them produce content in the form s of product reviews and feedback,
commercials, podcasts, blogs (Taken Smith, 2012) , and Y outube videos and channels

However, this new and more dynamic digitized environment, infused with non -traditional
approaches to knowledge , has yet to be effectively harnessed either inside or outside the
classroom to assist new generations of learners to cope with the essential literacy and
lifelong -learning skills needed to contribute to global socio -economic development, while
also developing their capacities for social awareness a nd critical reflection as fundamental
conditions for personal and social change (UNESCO, 2006) .

A practical approach to achiev ing such goals is found in Bélisle 6 2006) triad of literacy

models for instruction and learnin g, respecting their functional, socio -cultural and
transformational essence. In the functional model , literacy is conceived as the mastery of

the basic cognitive and practical skills required to function effectively within the community ;

it is a more evolu tionary approach that moves further from a focus on mechanical skills  for

reading and writing. The socio -cultural model views literacy as an ideological construct

(Street, 1984) and places it in an interdependent relation ship with its social context,

suggesting that access to cultural, economic , and political structures come through this
relationship. The intellectual empowerment (transformation)  model argues that literacy goes

beyond the means and skills to deal with written texts and numbers within specific cultural

and ideological contexts but instead represents a fAprofound enrichment and
entails a transformation of l{Belisle, 200G, p.i5#&)Kk i. Alys ccaus aci t i es.
when individuals equip themselves with new cognitive tools ( e.g. writing) or with new
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technical instruments ( e.g. digital technologies). Technologies, viewed as support sources,
should help users bridge barriers to accessing and using knowledge needed to generate
such an intellectual ly empower ing transformation. However, to realize this potential,
educational agents need to be cognizant of the actions, preferences, tools , and routes
individuals take whe n accessing and modeling information so as to help them make more
informed decisions and thereby scaffold the transition. Learners need assistance in the

selection and construction of specific and purposeful learning resources ( e.g. learner profiles
and learner traje  ctories) that can positively influence wide -ranging learning experiences.

We investigate this issue, specifically within the context of English -language learning, to
examine the modes and purposes users employ to access, use , and store digital content,

and we especially target how i ndi vi dual s& di ad shapdd tofbettert punderstans
the implications for language learning and teaching agents. Digital footprints are
conceptually defined in this study as the traces of data an individual leaves, deliberately or
unwittingly, online . These traces can be of two kinds: passive or active. According to
Madden (2007) , passive digital footprints consist of personal data made accessible online
with o u t an i n d deliberdter anterGention. Active digital footprints, however , are
contribute d voluntar ily, often in specific contexts with specific audiences in mind (Madden et
al., 2007, p.4) ,suchaswhen generated by the deliberate posting or sharing of information.

In this study, we  argue that only when information is critically utilized and processed are
learners ready to produce/represent new knowledge efficaciously. Accordingly, when

learners become more aware of how their digital footprints  are used, they become better
able to make decision s about how best to create, store, access, sha re, or
publish personal content online and identify risks forits unintentional disclosure or misuse .

Method

This study was carried out during the first half of 2017 at two universities in Bogota,
Colombia . The sample population was one of convenience (Gravetter & Forsano, 2009;
Patton, 1990) , consisting of 44 undergraduate students (mean age 19.48), studying for

various degrees. We distributed a semi - structured questionnaire (through Google Docs ) and
a semi -structured interview ( to a subset of 10 participants) to get a general overview of
st udent s 6to amd wse ofstechnologies and personal data in both their daily li ves and
for language learning. The survey included both open and closed questions. The Research
Committees of the participant institutions approved the implementation of the
guestionnaire, and participants provided , via a form, informed consent for the use of their
data in the study . The researchers (authors) assessed the vali dity of the questionnaire
before its implementation. Qualitative data gathered from the survey and interviews were
analyzed through the grounded theory approach, while quantitative data were considered

statistically.  Triangulation measures were also exerci sed.

Results

The results provide both quantitative and qualitative data that allow identif ication of

preferences and trends in t he populoaling behados , their current uses of data and
technologies , and promising future potentials in both language learning and teaching
domains. They also raise critical questions about personal information storage and use of

data in educational practices (either self - or co -constructed). We also highlight directions for
further research to help learners and educators better recognize practices and strategies
that lead to smooth, practical , and customizable digital literacy development.

Device ownership and usage for academic purposes

The results indicated that 100 % of the respondents owned a smartphone device. Students
used various mobile functionalities to support their academic work, with the most frequent
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reported being the search of information (n = 17). They also  reported that communication
via chats with peers about course assignments (n = 5) was encouraged through their
mobiles, as well as basic transfer s of information, such as downloading files for reading (n =
4), exchanging information via e -mail or other means (n =2), performing group coursework
assignments (n = 2), reading text s (n = 3), completing short individual coursework
assignments (n = 1), using dictionaries (n = 2), using translation services (n =2), and
accessing general English learning resources (n =1). Only 4 participants repo rted they did
not use their phone s for academic purposes. One response was discarded as it dealt only
with social network ing leisure preferences.

All of the participants surveyed possess ed an e -mail account and used it diversely. 39
participants use their e -mail to send files , four (4) partici pants use d e-mail to establish
communication with other s, and only one person use d it to send and receive natifications.
The most preferred  e-mail service was Gmail (n = 23), following by Outlook (n = 11) and
Hotmail (n = 10).

Being wired in social networking lands
The participants  used social networks extensively in their personal lives. The most

frequent ly used instant messaging application was WhatsApp (n = 30), followed by the
social networking site Facebook (n = 9), Twitter (n=3) ; t he least used social network was
Instagram (n = 2). There were three major categories regarding usage preferences : most

students reporting using social networking  services to establish communication with close
contacts and with university and co  -workers and to keep in contact with existing friends and
acquaintances .

Among the reasons reported for particular  preferences in social networking services,
participants claimed WhatsApp allowed free, fast and easy access to contacts . They also
rat ed its services and updates positively, and reported that with it they felt closer to others
but also safe using it. As for Facebook, participants  reported it facilitated human contact and
had a very complete interface, also perceiv ing it as very dynamic. However, o nly 3
par ticipants reported using Facebook for leisure activities ( e.g. using memes or killing time).
Twitter stood out as a source of information that was thoughtto keep users informed of the
latest happenings. Surprisingly, however, only 1 participant viewed Twitter as a platform for
free expression. Instagram was used mainly to watch photos and videos.

When learning on their own, students reported using very diverse mixes of equipment. Most
reported using laptops and mobile phones (n = 11) together more than only desktop PCs
(n = 4), only laptops (n =7), or only mobile phones (n =3). Others reported us ing desktop

PCs with mobile phones (n=4), desktop PCs and laptop s (n=6), desktop PCs with mobile
phones and tablets (n =2), desktop PCs with laptop and mobile phone s (n =6), or laptop s
with mobile phones and tablets (n =1).

We also examined student sd wusage of di gital environments ins
classroom learning context. The most frequen tly use d environment was blogs (n=12),

followed closely by virtual communities (Mendeley, Academia.edu) (n = 11), then f orums

(n=7), groups (Yahoo, Google, n=  9), virtual -learning environments (n=1) , and wikis (n=2)

Two (2) responses were discarded as learners indicated they used other environments  but

did not specify which.

Use of technologies to aid language learning

Thirty -four percent ( 34%) of students reported using Web sites and apps (n = 15) ; for
learning English , some reported using mobile app s (h =11) or Web sitesin general (n =5).
Some used combinations of these : Web sites and Facebook pages (n =4) , and Web sites
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and online courses (N =4). Only 2 students reported using free online courses (n =2), while
2 students also reported watching movies and listening to music/videos on Web pages (n =
2), and 1 made combined use of Web sites, blogs , and chatrooms (n =1). For those who
used apps , Duolingo was the most preferred, while YouTube was the most preferred Web
site. Reasons cited for prefer ring apps included appealing interface s, interactivity,
navigation, efficiency, usefulness, interoperability for self -access and self -learning.
Participants claim ed that apps are easy to use, often free of charge, innovative and allow

real -time response and feedback ; all claimed that apps help them develop vocabulary and
listening skills  through interactive methodologies. Students reported that these resources
display clear er, more practical instructions than th ose provided by teachers. Regard ing
online courses, participants highlighted the appeal of face-to-face interaction with native

speakers. Facebook was preferred for its i c o mmu rsietnyse o and for taki

formal academic contexts. Learners who preferred Facebook claimed that its leisure and
entertainment  activities ( e.g. memes, jokes, humorous videos) also helped their language
development, mainly  interms of vocabulary.

Student sé answer s iWhatteboerceswoeldybu likerto use to aid your English

learning? 0 varied significantly. Songs, videos, movies , and online books (n = 10) w ere the
favorite set of resources . Mobile apps (n =7) were also rated highly , followed by video -
conferencing (n  =5), online support chats (n =2), and video chats (n =3). Special interest
groups were also mentioned by a few students (n =2) , as were learning objects (n =2),
online platforms (n  =1), academic exchanges (n =1), virtual reality platforms and
immersion courses (n =1), and online lessons (n =1). Nine (9) responses were discarded as

being incomprehensible.

Only 13 participants reporting using onlin e resources (e.g. W eb pages/sites, apps, forums)
to support their language learning. Th ose that did claimed that they use such resources to
enhance writing in the target language, to review posts and content, to curate and share

content with others, to ask questions, and to revisit previously = completed assignments .
Forums were mostly used to review content and assignments, usually for test preparation.
Interestingly, a few respondents (n = 3) claimed to use information recorded on a daily
basis to map out  pending tasks and course assignments , support ing information storage and
retrieval with both images and texts. In contrast , 31 students claimed not to do anything
with the data they produced in cyberspace.

Finally , a majority of students (n =40) believe instructors do not use information produced
by their students to aid learning. The 4 respondents who did think their teachers do this
highlighted t e a ¢ h e r sf&uchuisfamation to clarify doubts or questions, send reminders,

and/or provide general feed back.

Discussion

Oneofth i s st udily gaals was to identify the types of resources students use in their
daily li ves and then determine whether they also use the se to aid their language learning.
Addition ally, we were interested in finding out whether instructors and students used the

data they produced (digital footprints) to support language learning and teaching practices.
We found that students had difficulties understanding that the online data they produ ced,
deliberately or un wittingl y, could benefit both their daily lives and academic purposes. For
many, this was a totally unknown and therefore neglected area . Although all participants
had mobile devices and were cognizant of the technolog ical goods and services these
offered, these are nevertheless as yet largely unexploited in the English language
classroom . Much remains to be done to make effective use of technologies through
customizable language -learning targets and actions and context -dependent situ  ations.
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Thus, to better cater to student needs while enhancing productive language -learning habits,
instructors and university stakeholders should firstly implement mechanisms that facilitate
learner profiling, as early as the commencement of each academi ¢ term. The establishment

of information systems to assess | earnerds profiles

and learning trajectories , while keeping in mind (as Chakrabarty & Roy, 2016
recommended) the priorities and interests of users . As yet, for many  educational institutions

and teachers, little is known about their studentsd | earning preferences

technology usage. The identification of profiles can certainly inform educational communities
about ways to exploit all available ICT opportunities (Scherer, Rohatgi, & Hatlevik, 2017)

Furthermore , our findings highlight the many lost chances make pedagogical use of
accessible digital content produced by students. We suggest that there are substantial
opportunities for educators to not only bridge the gap in learner profiling but also to assist
learners in mak ing more informed choices regarding data selection, usage , and production.
Not only would students be better able to represent knowledge and harmoni ously integrate
their learning trajectories with their outcomes, necessities , and skills, but they would also
be better equipped to use technolog ical tools to enhance their general well-being. We
cannot ignore the potential that such transition s (and evolution s) could have for supporting
learners in their self -regulatory development, as they are scaffolded in recognizing their

own skills and learning modes. With success in these areas, learners would be more likely to
use available resources and capabilities efficiently to control their learning and develop their
self-efficacy skills.  Overall , this study opens a way towards new research that further
investigate st he transition between the recognition
footprints, assessing the ways that learners store, use , and produce knowledge

CALL in Context

This study makes a call for the training of studen ts to make more efficient use of
technological resources and digital data in their lives and in their learning practices. At
present, e ducators (and learners) are losing valuable pedagogical opportunities mediated by
technology to assist context -dependent and personalized learning processe s, since neither
learners nor teachers make informed choices regarding data (and knowledge) selection,

w

a

usage, and production to trace and shape their learning trajectories based on students

target goals , needs, and capabilities . Information systems should be essential support
sources in situating digital literacy practices within CALL contexts to achieve such goals.
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Abstract

This telecollaboration study ~ * aims to advance our understanding of the question of how the

local context shapes the design of our learning environment. Against the backdrop of socio -

institutional constraints such as learning culture and course requirements, this spring 2016

study inve stigates how undergraduate English majors in Hong Kong engaged and interacted

via Facebook with telecollaborative partners in the U.S. Participants included 55

undergraduate English majors enrolled in an Intercultural Communication course at a public

resea rch university in Hong Kong and 19 undergraduates in a professional writing course at

a private research institution on the East Coast in the U.S. Five telecollaborative Hong Kong -

U. S. teams completed a set of increasinglowd&Mampl ex t as
2009).

This project adopts an ethnographic case -study approach (Yin, 2013) because intercultural
exchanges are by definition socially and culturally situated in unique learning contexts. Data
triangulation includes a needs analysis and post -project questionnaire, Facebook
interactions, and course artifacts (projects). Three trained raters coded the data through
MaxQDA. The researcher was participant observer in her function as project designer and

course instructor.

Conference paper

BACKGR OUND

This case study is part of a larger study and investigates the online collaboration between

55 undergraduate English majors enrolled in an Intercultural Communication course at a
public research university in Hong Kong and 19 undergraduate students en rolled in a 300 -
level professional writing course at a private research university on the East Coast in the

U.S. The theoretical contributions of this project are twofold. First, it seeks to advance our

! This project was funded by a Teaching Development Grant from EDGE, City
University of Hong Kong.
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understanding of Hong Kong | e alinen taskss With genggaphicalyne n t in o]
di stant partners. Second, it aims at exploring partici|
telecollaborative work.

Prior research in the field of language education suggests that interactions in globalized,

online space s can provide opportunities for informal language and intercultural learning

(Benson, 2015). However, there are currently only a few Asian institutions represented on

leading platforms for international online exchanges (e.g., UNI -Collaboration). While mos t

Hong Kong universities have an English as a Medium of Instruction (EMI) policy (Dearden,

2014), they have been scrutinized for underexploring what Kirkpatrick has termed the

Admul tilingual capital 60 of their studeemanteakaofr k patri c
this exploratory case study is to promote Hong Kong learner engagement with other

multicultural speakers of English via telecollaboration (e.g., Belz, 2003), and research

questions include the following:

1. How did Global Teams collaborate online to complete tasks?
2. How did Hong Kong participants perceive their participation in task completion?

RESEARCH DESIGN

Participants

This spring 2016 project took as its site 55 Hong Kong students in an Intercultural
Communication course at a public research university in Hong Kong, and 19 undergraduates

enrolled at a private research university on the East Coast in the U.S. The course in Hong

Kong was streamlined with another section (taught by another instructor but not part of t he
telecollaboration). The 55 Hong Kong students were divided into 13 Local Teams consisting

of three to five team members. The 13 Local Teams merged to form a total of five global

teams who were then paired with three to four U.S. students by their instru ctor. Of the
students in Hong Kong, all were local except for two international students in Team E who

were both Indian (one of them grew up in China). While all 74 students (55 Hong Kong

students plus 19 U.S. students) participated in the telecollaboratio n, only 49 Hong Kong
students signed the consent form. Online interactions took place via a private Facebook

group, and each of the five Global Teams (A -E) had their own team sub -page. All
participants had used Facebook before. One student (Kingston, Team D10) chose not to use
social media; yet, he participated in the online exchanges and the final reflection post (Task

3) by having two teammates post on his behalf.

Tasks and Exchanges

The five global (telecollaborative) Hong Kong -U.S. teams completed a s et of tasks over 10

weeks (Figure 1). Tasks built on each other ranging in complexity from information

exchange to compare, contrast, and analysi s, to a col
2009, p. 175 -178). The content of the online exchanges centered ar ound parallel readings

on business and corporate cultures and ideologies in the U.S., China and Hong Kong

(Scollon, Scollon, & Jones, 2012).

Figure 1. Timeline for the Tasks
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Individual introductory bios Comparing & contrasting Wrap-up reflection
& team intro videos personal experiences on top take-aways
from Tasks 1 & 2

Analyzing different institutional

& professional experiences

The information exchange task (Task 1 in weeks 1 -2) required students to pos t and
comment on each ot her 6s introductory profiles on Fac
analysis task (Task 2 in weeks 3 -9), global teams explored personal experiences,

institutional and educational systems, and corporate and business discourse. In the
collaborative task (Task 3 in week 10), Hong Kong teams were encouraged to analyze their

Facebook exchanges using a discourse analysis approach for their final ethnographic
research project, a course requirement.

Methodology

This study adopts an ethnographi ¢ case -study approach (Yin, 2013) because intercultural
exchanges are by definition socially and culturally situated in unique learning contexts (see

al so Dooly & 06 DowdHartmand,12012; Rainhardt, 2012). The study shares
ethnographic characte ristics of emic and holistic principles (van Lier, 1988). The status of

the Author was that of participant observer (Denzin, 1989) in that she co -designed the
course (with her colleague in the U.S.), and taught the course in Hong Kong.

Data Collection and Analysis

The data collection took place in spring 2016, and instrument triangulation included a needs

analysis, post -project questionnaire (both administered via Qualtrics), Facebook

interactions, and course artifacts in the form of final ethnographic projects. The objective of

the needs analysis questionnaire was to elicit i nf or me
experience and skills, and their goals and expectations for the project. The post -project
guestionnaire ai med at e Ipérspectivésn gegardma rtheir cprojeca nt s 6
participation.

In order to answer research question 1, the Author draws on the pre - project questionnaire
and private Facebook posts (Tasks 1 -2). To answer research question 2, the Author draws

on the post -project quest ionnaire, and the final project reflection (Task 3). Coding was
conducted by three trained raters using the qualitative analysis software MaxQDA. In line

with a Grounded Theory approach (Glaser & Strauss, 1967), in vivo codes from participants
that capture d the main theme ("I want to meet some new friends and we can be long
lasting friend."  "Making new friends who can communicate in a long term, not limited to the

assi gnment) wdrdthemrcatégorized (  making long -term friends ).

RESULTS AND DISCUSSION

Project Goals and Expectations

In the needs analysis at the beginning of the project, Hong Kong students (N=30) listed
@ultural e x ¢ h egagliagd thei( &xpectations for team work and their virtual
exchanges.
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Gl obal Teamsdé onl i ne c daskcentpletora(RQlpo n and

With regard to the question of how actively Global Teams collaborated online to complete

the tasks, t he teams with the highest average number of posts and those who used their
Facebook interactions for their final ethnographic projec t are listed as follows in descending
order:

E 452.56 (3 out of 3)
C 380.83 (2 out of 3)
B 314.89 (2 out of 2)
A 304.13 (1 out of 2)
D 176.55 (0 out of 3)

IS

These findings indicate that Local Teams from almost all Global Teams T with the exception
of the three Local D Teams 1 used their Facebook interactions for their final ethnographic
projects.

Global Team A Excerpts

The examples below illustrate the nature of questions asked by Hong Kong students. For

example, Kira (A1) asked her partners about their personal or educational backgrounds - as

part of Task 1 fulfillment.

Figure 2. Global Team A Excerpt 1

KiraGTAL, April 3:

AHey GTAC | know that vyou | ove reading accordinjg to yc
writer? Mine will be Roald Dahl and Edgar Al l an Poe (I crave gothic ptuffs)
I n Figure 2., Kira asks GTAC about favorite writers (

the intro bio). The question remains unanswered.

Figure 3. Global Team A Excerpt 2

KiraGTAL, April 3:

AHIi GTAC

So in [the Hong  Kong institution] there is a wide range of foreigners coming from different
countries, and the university has prepared different language courses and cultural
workshops for these different cultures to get along well, so is there any these kind of
programm es in your country to assist foreign students to accustomed to the cultures that
they are not familiar to?b0

In Figure 3., Kira asks GTAC a second question on the same day. She inquires about the
existence of cultural programs to help foreigners to adapt. GTAC answers this second
guestion 15 days later (on April 18) informing her that international students at the U.S.

institution took the same courses as everybody else but that it would be good to offer
something specific for them.

These excerpts illustr  ate that there were responses to only some of the questions. This may
have been due to the fact that U.S. students were outhnumbered and had to answer many
more questions. In the examples above, the U.S. student might have prioritized the task
related quest ion about the educational system and intercultural on -campus training.

Global Team D Excerpts
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Team D was the Global Team with the lowest interaction. They further chose not to analyze

their Facebook interactions for their final paper. Instead, they chose  the topic Comments on
the popular posts on Instagram. An example from D10 shows that the student who had
opted out of social media realized that he had not taken full advantage of the online
exchanges. Kingston (D10) posted the following for his Task 3 re flection on Facebook (via
his teammates Juliet and Tory):

In his two Facebook posts (posted via Juliet on March 6 and April 1), Kingston formulated
guestions based on his U.S. partnersd bios.

Figure 4. Global Team D Excerpt 1

JulietGTD10

March 6, 2016

Hello thisis  KingstonGTD10 and i would like to raise a question to GTDA and GTDJ with the
help from my friend, JulietGTD10, to post it here for me.

GTDA: Hey GTDA, i saw you are interested in the field of sustainability, which presumably

leads to the ass umption that you are pro -environmental friendly. So the question is, do you
think the ongoing environmental issues are being established in a sense that the tyrants are

using it as an agenda for scamming or as an attempt to make a lucrative profit from it?

GTDJ: Hi GTDJ, you seemed really indulging in sports and sports relating stuff. As a soccer

player myself, it happens to be that | suck at almost all the sports that require the
incorporation with hands. How do you find the enthusiasm for such different s ports in a way
that one sport is more physically demanding whereas the other is more mentally
demanding.

In the March 6 post in Figure 4., Kingston first asks one partner (GTDA) about the
environment and problems with sustainability and then the other par tner (GTDJ) about
different demands of her sports activities. These were required posts for Task 1.

Figure 5. Global Team D Excerpt 2

JulietGTD10

April 1, 2016

From KingstonGTD10:

GTDJ, how does your school and your teacher support you playing sports? Like for example,
a deadline postpone?

GTDA, how does your academic knowledge complement or provide a foundation to your

robot builds?

As can be seen in Figure 5., on April 1, Kingston asks GTDJ about whether her teacher was

supportive of her sports activ ities, and if and how GTDA®&6s academi

impact on building robots. These are the questions that meet the Task 1 criteria, but not the

Task 2 criteria (the latter required asking about professional/ideological discourse based on
thetex t book reading for that week). GTDA replied
First, the U.S. student apologizes for the tardy reply, he then explains how his personal

learning experience has inspired his work on robots.
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Figure 6. Global Team D Excerpt 3

ToryGTD10

April 21, 2016 - Hong Kong

Wrap up for KingstonGTD10

After participating this brief discussion, it has been a great chance for me to learn how not
to make assumptions to othersodo 1|ife. For exampll, It F
have joined college sports team just because she studies in sport management and used to
play golf, soccer, and some other sports. My assumption had drove me to ask some not
really good questions and i somewhat wasted the chance to communicate.

In this p ost-project reflection for Task 3 (Figure 6.), Kingston states that he isomewhat
wasted the chance to communicateo and explains this &
guestions . &et, it remains unclear what he wishes he had posted instead. For instance, it is

not clear if he was not satisfied with the content of his questions or the structure of his

guestions. Thi s underlines Kur ek and Hauckds cal l t h
environments require learners to go beyond interpreting meaning and express ing their own

opinions (2014). In other words, students need to be
function as a stimulus for further online discussion, not as an end in itself. This is even more

pressing for those teams (such as D8, D9, and D10) who chose n ot to make connections

between their online interactions and the final ethnographic project.

Hong Kong participantsé6é perceived task participation (
Completion of all Tasks

With regard to the question of how they fared in all the required posts, the majority of

students (N=31) indicated partial completion (61.3%). 38.7% stated they completed the

t asks, while 0% indicated fAno completiono. Mhowresevho s
reqguiremento as the reason. This is in line with Belz
wer e concerned about compl eting graded tasks. Those
mentioned: Aiti me constraints, no i ncentetindgudetoack of p

forward questions and make responses, mess up the due dates of each post, mechanical

way of communicating with overseas peers. o0 This points
students seemed to post the required question; yet, a few went be yond what was expected

and used their U.S. counterparts as cultural informants. These reflections seem to contradict

Hong Kong students6 expectations (as per their needs
exchangeo, working fAcl osetgamnmbembddrixsdo,enahg Mvadcthi ve i n
as expressed in the needs analysis questionnaires. However, those who engaged and used

their interactions for their final projects (B3, C6) seemed to have taken advantage of the

linguistic and cultural opportunitie s available in telecollaboration.

In the post -questionnaire (N=33), a number of Hong Kong students complained about the

lack of responses from U.S. students and about the exchanges being too stiff or static

Aimerely a sort of quest|aolnncaomreurrladawtelrontohannweelrd f orn
and answer (feeling stressful to put for wamehirdlguesti on:
was the uneven number of participants (55 in Hong Kong versus 19 in the U.S.).

Most Challenging Course Aspect

In response to the question of when Hong Kong students felt the most challenged in the

course and why, participants (N=33) replied the following: group project (appropriate topic,

HK-U.S. project collaboration), learning objectives and guideline, understanding of theori es,
in-depth data analysis, stressful assessment including group project and exam, class size,

unclear instructions
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Institutional parameters such as final exam, course streamlining, and alignment of content
and tasks across institutions posed major hurdles. Socio -institutional constraints included
limited Facebook interactions due to task design and participant numbers.

Moreover, the comment flack of professional knowl edge
make responsesoO -projectiqiesitn opoatre seems to ref-upct Ki nc
statement of not having been able to ask better questions. This points to the need for

learner training prior to this kind of exchange. One way of doing this would be to ask

learners to work with their own tran scripts, i.e., to ask them to analyze their own questions

or answers to questions. More specifically, learners need to develop critical analysis,

evaluation, and interpretation skills through filtering and synthesizing input by different

people. In doing s 0, learners will be able to recognize and interpret social (power) relations,

cultural references, and establish a feeling of belonging with the target language community

(Kurek & Hauck, 2014).

CONCLUSION

Overall, interactions appeared to be somewhat one -sided due to the unbalanced number of
participants in the Global Teams. Thus, while the majority of teams did seem to have taken

to the notion of telecollaboration and its usefulness for cultural exchanges and inter cultural
communication in a context such as Hong Kong, task design and prompts need to be
reconsidered given institutional constraints such as streamlining with another course

section, and a final exam. These results are not unexpected due to the complex a nd
complicated nature of working cross -institutionally especially with regard to different
learning cultures (i.e., the examination culture in Hong Kong) and the socio -institutional
constraints of streamlining with other course sections (see Belz & Muller -Hartmann, 2003).
Yet, this implies thati  n an instructional context where course streamlining and examinations

are prevalent, the standard telecollaboration task succession needs to be restructured in a

way that encourages students to go beyond assignment requirements by engaging with
overseas partners.

CALL in Context

This contribution highlights how the local context in Hong Kong shaped the design of the
telecollaborative learning environment with the U.S. The course in Hong Kong was a core

course for BA students majoring in English Studies, which was not the case in the U.S.

Thus, institutional parameters (final exam, course streamlining, and alignment of content

and tasks across institutions) posed major hurdles in the Hong Kong context. Instead of
completing more in -depth tasks with telecollaborative U.S. partners, virtual exchanges

stayed on the surface and were based on question -and -answer patterns. Each student had

to ask their partners two questions for each topic, which consequently resulted in | imited
Facebook interactions where students stuck to the minimum task fulfilment requirement.

Another issues was that U.S. students were outnumbered by Hong Kong students by far.

These external factors also had an impact on how participants viewed the suc cess of their
participation in the telecollaboration.

Resulting questions are if and how such socio -institutional constraints could be mitigated, or
if additional learner training is called for so as to help participants cope with possibly
unrealistic exp ectations. How can the added value of telecollaborative partners as cultural
informants be foregrounded in an examination culture such as Hong Kong, where students

are primarily concerned with studying for exams and test results? Especially when there is
another section of the same course (taught by another instructor), which is not part of the
telecollaboration. What incentives can be offered to students and faculty to put in the extra
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work involved in telecollaboration I especially if the outcome is not d irectly related to the
final exam? Ultimately, this begs the question how we can still pursue telecollaboration in

contexts where institutional constraints seem to leave little room for the explorative nature

of such projects.
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Abstract

Since its introduction by Glass in 1970s, meta -analysis has become a widely accepted and
the most preferred approach to conduct research synthesis. Overcoming the weaknesses
commonly associated with traditional narrative review and vote -counting, meta -analysis is a
statistical method to systematically aggregate and analyze empirical studies by following
well -established procedures. With the growing number of publications employing meta -
analysis across a wide variety  of disciplines, meta -analysis, however, has received criticism
due to its inconsistent findings derived from multiple meta -analyses in the same research
domain. These inconsistencies have arisen partly due to the alternatives available to meta -
analysts in each major meta -analytic procedure. Researchers, therefore, hav e
recommended a transparent reporting on decision -making in every essential judgment call
so that the results across multiple meta -analyses become replicable, consistent and
interpretable. This research examined the degree to which meta  -analyses in CALL di scipline
transparently  reported their procedures, decisions, and judgment calls. To achieve this aim,
we retrieved 15 eligible meta -analyses in CALL published between 2003 and 2015. Features

of these meta -analyses were extracted based on a codebook modifie d from past second -
order syntheses Cooper (2003) and Zeynep, Aytug, Rothstein, Zhou, & Kern (2011). A
transparency score of reporting was then calculated to examine the degree to which these
meta -analyses closely followed the  norms of reporting recommended in the literature. Our
results generally endorsed those found in previous second -order analysis in different
disciplines (e.g. Aytlung and Plonsky, Ahn, Ames and Myers, 2012). Among all five sections,
methods and results are two areas that deserve much im provement. Specifically, in
methods section, operational definitions of variables, quality of primary studies, data
dependency handling and heterogeneity identifying and analysis in included studies need to
be considered and described in appropriate depth. When reporting results, we hope to see
information provided for the number of effect sizes contributed by each study, meta -
anal y stiofake for the selection of moderators and results of publication bias analyses
and sensitivity analyses if they are conducted. Procedures of dealing with heterogeneity
among studies need to be addressed as well. We will end the presentation by providing
suggestions of conducting quality meta -analyses in this domain. We also call for a need for
validating instruments that can reliably evaluate quality of meta -analyses.
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CALL in Context

The findings of this study can be used to provide suggestions of reporting when researchers

in our field prepare their manuscripts on meta -analysis.
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Abstract

As a result of the advan  ces in information and communication technologies (ICT) and the

wide spread of technology use by personal users, English language teachers are expected to

integrate Web 2.0 tools for creating global language classes, in which the learners are

trained to be competent enough to communicate with the citizen of digital world. Thus,
technology integration during the pre -service teacher training program will be a factor that
affectspre -servi ce teachersd attitude towards CALL wnd thei
for their future teaching career. In this ongoing study, the benefits of flipped classroom

model while training pre  -service teachers in Computer Assisted Language Learning (CALL)
course was explored. As the theoretical framework, self -determination theor vy, which gives
prior importance to learner autonomy and motivation of the learners, was determined. The

research questions were as follows: (a) what are the perceptions of participants on flipped

learning experience; (b) what are perceptions of participant s on the online platform, Google
Classroom, which was used in this study. The participants of this study were 60 pre -service
teachers enrolled at a state  -run university in Turkey. During the data collection procedure,
different types of tools were used in order to ensure triangulation. In order to explore the
perceptions of pre -service teachers on flipped classroom model, Perception of Flipped
Learning Experience questionnaire, developed by Chen Hsieh, Wu and Marek (2016), was

used. Moreover, focus group in terviews were also carried out in order to have a deeper
understanding of t he participants?®o perceptions. For
Technology Acceptance Model questionnaire, developed by Davis, Bagozzi and Warshaw

(1989), was used. At the end of th e study, the implications and recommendations related to

the flipped classroom model in training pre -service teachers of English were suggested. The
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findings of this study might be a guideline for the ones, who would like to implement Flipped
Classroom Mod el for their courses. Moreover, CALL course was chosen for the data
collection so that the pre  -service teachers could find the opportunity to experience this
learning model as a learner and could use it for their future teaching career.

Conference paper

As a result of the advances in information and communication technologies (ICT) and the wide

spread of technology use by personal users, English language teachers are expected to
integrate Web 2.0 tools for creating global language classes, in which the | earners are trained
to be competent enough to communicate with the citizen of digital world. Although there are

many Web 2.0 tools to be used directly in classroom activities for engaging students, most of

them allow students to study before or after the c lass at their own pace and to study anytime
they need. Students have the opportunities to work online at home and learning process is not

limited with the classroom hours. These kinds of changes have paved the way to hew models

in teaching and learning. Th e most recently emerged model is Flipped Classroom Model, which
give importance to studentso6 pr ep dnrtlstmodeh students are e t he
expected to come to class having studied on the topic so that teachers guide some activities in

the classroom.

Flipped Classroom Model is also called as inverted classroom, in which the lectures or teaching

and homework are inverted. In a traditional perspective, teachers are expected to give lectures

and give instruction about their content and the stu dents are responsible for completing an
assignment related to that topic. In this model, the place of these two activities are inverted or

flipped so that the students start learning before the class hour; they are provided with
materials, such as video pr  esentations, articles, questions related to the upcoming course and
teachers and students work in collaboration during the course hour in order to complete some

tasks. In other words, students have a general introductory knowledge about the course
beforeha nd and the class hour is allocated to work in collaboration. When the content of
Computer Assisted Language Learning course is considered, the flipped classroom model fits

well. In previous years, the course time was spent with getting accounts, creating u sernames
and to get a general idea about the topic of the week  and the producing a material was left to
the students at home. They had some technical problems or they could not find an opportunity

to show their materials to their classmates. However, after the implementation of this model,
students came to class having read an article about the topic of the week, creating their
accounts for different platforms and exploring how it can be used for language teaching. Then,

they start working in collaboration to create a language learning material in the class hour. If
they have any technical or pedagogical problems, they could solve this problem with their
classmates and the instructor. As soon as the class hour ends, the topic of the week ends there

and they start working on the following topic. In this model, the role of the instructor in the
classroom is questioned; however, the instructor becomes more important. The role of the
teacher moves from knowledge provider to facilitator in activities. The students have
information about the topic and teachers guide these students while they are working on a
collaborative work with their peers.

As the theoretical framework, self -determination theory, which gives prior importance to
learner autonomy and motivation of the learners, was determined. In this theory, it is claimed

by Deci and Ryan (2000) , who are the originators of this theory, people could function if three

basic needs - competence, relatedness, and autonomy - are met and if their social
environment is  designed accordingly. In Flipped Classroom Model, students come to class

having a prior and introductory knowledge through videos, articles, and questions. Teachers

prepare students before the class and all students are expected to learn the topic of the w eek
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in their own pace so that the students could feel competent enough to work on the topic. Then,

they relate the topic with their future teaching career. The students are all aware of the fact

that they are living a digital world and they should somehow integrate Web 2.0 tools in their
classrooms; yet, they are not very competent in this process. When they see the ways of
integrating technology in language classes, they relate this to their teaching career. Finally, the

learners are autonomous. They are r esponsible for their own learning and could design their
learning according to their pace. They do not have to learn the topic in the classroom so that

they feel the necessity of studying in order to take part in classroom activities. These three

needs are crucial for the motivation of the students and this was accomplished through Flipped
Classroom Model.

In this ongoing study, the perceptions of pre -service teachers of English on flipped learning
clasroom model and Google Classroom as a learning manageme nt system in Computer

Assisted Language Learning (CALL) course was explored. Within the scope of this study, , the

research questions were as follows: (a) what are the perceptions of participants on flipped
learning experience; (b) what are perceptions of p articipants on the online platform, Google
Classroom, which was used in this study. Not only the perceptions but also the online platform
was questioned in this study. There are a great number of learning management systems on

the Internet and teachers sho uld choose the most appropriate one for their objectives and
goals.

The participants of this study were 58 pre -service teachers enrolled at a state -run university in
Turkey. They are senior students at the Department of Foreign Language Education and

enro lled in Computer Assisted Language Learning course, which is offered as an elective course

in 2016 -2017 Spring semester. Of these participants, 15 were male and 33 were female
participants, whose ages ranged from 21 to 24. The participants were taught in two sections
and the courses were carried out in a computer lab for two hours a week.

The data collection and analysis procedures are still in progress and the findings will be
presented at the conference. As for the the data collection procedure, diffe rent types of tools

were used in order to ensure triangulation. In order to explore the perceptions of pre -service

teachers on flipped classroom model, Perception of Flipped Learning Experience questionnaire,
developed by Chen Hsieh, Wu and Marek (2016), w as used. Moreover, focus group interviews
were also carried out in order to have a deeper
For the second research question, which focuses on Google Classroom, Technology Acceptance
Model questionnaire, develo  ped by Davis, Bagozzi and Warshaw (1989), was used.

At the end of the study, the implications and recommendations related to the flipped classroom
model in training pre  -service teachers of English were suggested. The findings of this study
might be a gui deline for the ones, who would like to implement Flipped Classroom Model for

their courses. Moreover, CALL course was chosen for the data collection so that the pre -service
teachers could find the opportunity to experience this learning model as a learner and could

use it for their future teaching career.

CALL in Context

This study is about determining the perspectives of pre -service teachers of English on
Flipped Classroom Model and Google Classroom as the online platform used throughout the
semester. In our context, Turkey, all classrooms are equipped with technological devices

within the scope of FATKH Project ( Movement of
Technology) (http://fatihprojesi.meb.gov.tr/en/). As a result, the future teachers are also
expected to integrate technology in their classes in order to enhance t he opportunities for
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their students. For this purpose, the pre -service teachers should be provided with some
practices which they could take as models.
Flipped Classroom Model has been very popular in recent years and the pre -service teachers

should be fam iliar with this model so that they could use this model for their own
classrooms in the future. In order to exemplify this model, Computer Assisted Language

Learning course, which is an elective course at the Department of Foreign Language
Education was ch osen. This course is quite appropriate for this model because the pre -
service teachers usually spend too much time in the classroom on getting accounts,
understanding the rationale of using specific Web 2.0 tools for teaching a foreign language.

By means o f this model, students came to class having completed registration process and

read an article on the topic of the week so that they could spend more time to work in
collaboration with their peers and producing materials.

Since Flipped Classroom Model is a very recent model and some institutions trying to
implement this model for teaching, pre -service teachers in our country should also be
familiar with this model and this study will help to create an awareness about this model.

From this perspective, this study will be very helpful for pre -service teachers of English.

As for the theoretical framework, self -determination theory, which focuses on motivation,
autonomy, relatedness and competence, was determined. As the participants had general
information abou t the topic of the week, they were more motivated and competent to use
technological tools. Since this is an ongoing study, the findings will be presented at the
conference and it would be very useful to see the perceptions of pre -service teachers on
Flipp ed Classroom Model and Google Classroom.
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Abstract

In this auto -ethnographic study, | describe my learning experiences as a novice lea rner of
Spanish through mobile apps . The aim of this study was to experience language learning

with apps from a | ear ner é&sand pe m@gase cnyi v awareness of learning
opportunities in an informal learning context. Over a period of six months, | explored and
used a wide range of diff  erent language apps and features from my mobile phone to study
Spanish . | documented the use of these apps, my observations and reflections on my
learning process with the journaling app Day One .

Based on the analysis of my learning journal, in this pres entation | will describe the informal
learning opportunites | discovered on my Spanish learning journey. | will focus on a

selection of five apps - Memrise , Duolingo , Busuu, HelloTalk and Reverso Context 1 to
illustrate how my awareness of the informal lea rning context developed through exploration

and reflection.

Conference paper

In 1988, Higgens used the metaphor of the pedagogue , the figure of the Greek slave who
responds t o hi s young mastero6s demands at t he
supporting role of the computer in learner -centered learning environments. The pedagogue
flanswers t he young master 6s q upeemi tramstates wordg playsd acgameaor
even, if that is what the young master demands, gives a test. The young mast er snaps his
fingers again, and  the pedagogue goes back to his pl aceo ( Hipglg) .itss tempting to
replace the pedagogue with the personal assistant that has become the mobile phone for
many of us in our everyday lives. The variety of applications on the mobile  phone, with
communication being only one, provide unprecented personal access to the target language

(TL). Apps such as  Spotify (for songs in the TL) , Google translate (for written and voice
translations),  Mindsnack (for playing language games) and Duolingo (for practicing and
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testing) are not only avail able at the ti
createdthe setting for falternative pathways f
2016, pp. 153 -154).

p of the | an
o+Hulmheg ar ni ng

The availability of the pedagogue and the access to his expertise alone, however, does not

necessarily lead to successful learning. After all, the pedagogue is at the service of a  young

master who might misuse his powers or simply ask the wrong questions. To engage in

rigorous and structured learning a magister mi ght be needed, who #fi mposeso

and oversees/ monitors the pupdgéns 4988, p.d3).nWhilegsomgr ogr es s (
language apps provide a guided structure, they are generally met with mistrust by the

magisters of language education. When interviewed on the topic, Robert DeKeyser
explained : "Many of us in academia have quite a bit of di sdain for the endless series of
gadgets and apps that are supposedly going to solve all our problems". This sentiment is

shared by fellow linguist Suzanne Flynn who considers Duolingo "good for learning new
voca bulary at best" (both quoted in Pearl, 2017 , n.p.).

Intrigued by the pathways for language learning that mobile apps might offer, | started to
use my iPhone as a personal assistant to learn Spanish in December 2015 . Without any
magistral support, | explored the affordances of my phone and a wide range of apps to

create my personal learning environment. For six months, | documented my use of these
apps, my observations and reflections on my learning process with the journaling app Day
One.

My findings in relation to the conference theme were that effectiveness of language learning
apps, which vary widely in scope, should not only be measured by the features of an
individual app but rather on the ability of learner s to create their personal learning context

through the affordances of these language tools.

For example, in  Duolingo learners can sub mit their responses using siri/ voice recoghnition to
provide answers instead of typing. This is especially effective in the recently introduced chat

bots. Learners can resort to various apps to complete a task or to solve a problem. The

translation and dictionary app Reverso Context matches words and phrases with chunks of
original L2 texts. This app can be used for chatting, for example through HelloTalk , an app -
based mobile language learning community with over 4 million users. While the app has

integrated support features, learners might find more suitable apps for their individual

needs which can be used in concert.

Mobile apps provide tools for language learning, yet it is up to learners to build their

individual toolkits. The construction of this toolkit requires, as Kukulska -Hulme put it, an

flawareness of onebds shairpotentiahtaprovide snformatidn and rich

| earni ng e x p2910jpeln cThis dpprdach to learning differs fundamentally from the

already structured environment that language learners encounter in formal language

education, and both learners and teachers have to develop a sense of t
awarenesso to engage in and to foster mobile | anguage |

CALL in Context

My contribution addresses the topic of context -awareness for informal app -based
language learning. | found the work of Kukulska -Hulmes (see references) especially helpful.
Here is a quote from an earlier text which provides a definition of context -awareness:
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Learners are increasingly in a position to engage in educational activities motivated

by their personal needs and circumstances, including those arising from greater

mobility and travel, and to draw on the resources of communities of like -minded

learners. Context -awar eness o, t hat i s, sumoardiegs ersd stheiro f oneds
potential to provide information and rich learning experiences, becomes a starting

point for learning. Context ~ -aware learning is about enabling learners to use personal

and social technologies to draw on aspects of their environment, including people

who can join in or help, approaching the environment as a dynamic learning resource

(Kukulska -Hulme, 2010, p. 4).

Research so far has shown that only a minority of | ear
their use of personal mobile de viceso and that most | earners need so0me
aware of existing opportunities for |l anguage |l earning

| earner sd -Himek 2016s h. d48). Teachers, however, are not necessarily well -
equipped to advise their students appropriately, as their reference framework for evaluating

apps is anchored in the context of formal language education (Rosell -Aguilar, 2017). | argue

in this presentation that |l anguage teachers wil!/l have
l earneamddto explore alternative pathways for |l earning
order to foster context  -awareness in their students. My own experience has also shown me

that an informal learning context is always a personal one. That means that my relati onship

with my resources can not be transferred to others. My understanding of this process,

however, can help me to enable my language students to create their own learning
environments. One of the underlying principles seems to be that learners have to w ork out
how the affordances of various apps work together/interact for their individual learning

needs.
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Abstract

Within the socio -cul t ur al school of thought, Gal d6perin, was in
of mind . Foll owing Vygotskyds argument about the [ eading
of proxi mal devel opment (ZPD) , Gal 6perin developed an

Systemic Theoretical Instruction (STI), which encourages the active construction of

materialized concepts and their monitored transformation into mental processes in order to

foster development. This study adopted a mixed methods exploratory sequential approach

and collected various types of data to support the cognitive development of 1 3 UK based L2

learners who were pursuing postgraduate studies. Importantly, while existing STI

investigations have employed mainly qualitative data, the analysis conducted for this study

included both quantitative and qualitative data such as introspection techniques, recorded

interviews, pre -post interview tasks, concept -mapping, online Moodle tasks and

guestionnaires, screen -captures and audio recordings of the online activities.

The findings from the comparison of the pre and post concept maps have revea led that the

Moodl e wuni't was successful in fostering the student s
specific scaffolding features and types of tasks have contributed towards this direction.

Furthermore, this study contributes to the growing body of research into the potential role

of scaffolding to enhance ZPDs in online environments
EAP training. It also sheds light into the affordances of STI and online environments to

develop the student sd ac adimgndkiks arsl peadatdk averadl coaceptual r e a d
development. Finally, it highlights the potential role of verbalisation (introspection tasks,

concept maps and oral presentations) as a means of assessing conceptual development

within the specific L2 online contex t.

Conference paper

Introduction
Online learning in higher education institutions expects students to be able to cope with
complex and advanced reading while also being able to deliver good quality oral presentations.
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This implies the development of specific reading and speaking strategies that could facilitate

the delivery of any computer assisted language learning (CALL) activity. However, t o date

there are no empirical studies documented in the literature about the role of verbalisation

during the delivery of an oral presentation for speaking skills development or in the area of

| anguage wuse for Airegul atory purposeso, especially wh
focused pedagogic tasks ( Ganem 1 Gutierrez Gutiérrez & Roehr, 2011: 299), such as the

learning of EAP reading discourse. This paper aims at investigating a) the affordances of an

online (Moodle -based) Pedagogic Unit to potentially foster L2 English online academic training

with specific reference to Applied Linguistics terminology b) th e effectiveness of the online
scaffolding mechani sms that were developed for each o1
with regards to all the previous.

Systemic theoretical instruction - a pedagogic approach

Building on Vygotsky's ideas about human dev elopment and internalization, Galperin conceived

the |l atter as a transformati on process that i nvol ves
external activity into other mental forms of the same external activity and as a specifically

human form of appropri ati on of new knowledge and skillso (Ariev

He contended three stages in the process by which such transformation occurs. These stages
included progressing from physical action to oral verbalisation and, finally, to ‘internal speech

(Galperin, 1989a,b,c). These internalized actions constitute the essence of the mind in terms

of structure and content. Importantly, according to Galperin, the transformation of material

actions into internalized 'mental processes' is a complex procedure that involves mastery of
cultural tools such as language functions, etc. Therefore, exploring the process by which

cultural tools are acquired (or learned) by individuals is a crucial component in studying
cognitive development (Arievitch & Stetsenko, 200 0). Based on these theoretical claims,
Galperin developed his mental action model according to which he interpreted actions as
fificonscious attempts to change objects according t o S
Haenen, 2005: 159).

Based on the previou s, development at a conceptual level is understood as the increased

ability of the participants to perform higher mental functions (i.e. planning, voluntary

attention , reasoningetc). A studentdés | evel of conceptual ability v
consideration whether for instance the ability to plan or formulate assumptions was evident in

the pre and post treatment concept maps.

Materialisation is the process of concretising abstract information by employing tools (i.e.
concept maps) that can enab le students to verbalise (i.e. talk about and explain) the target
concepts by relying on the use of the tools at an initial stage and then later without the need

to use the tool anymore.

During this process the | earner sd @83ta0)defimedthetgrmi r e supp

Scaffolding as fia process of 6setting upbdé the situat
successful and then gradually pulling back and handing the role to the learner as he becomes
skill ed enough t o man adseitis atpédagodicrtool dhathregers towthe graded

assistance that is provided to the learner until the latter is able to perform a task
independently and without support.

The scaffolding framework used for the present online course was adapted by Fu -Yun Yu
(2009: 24) who worked on not only scaffolding student activities on an online learning
environment but also used Moodle specific features. The developed framework was
characterized by the following features: a) Reflective social discourse features (i .e. comment
boxes, peer -evaluation, notification system with message alerts), b) Process prompts (i.e.

built -in hints for the completion of the tasks), c) Process displays (i.e. task completion and
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progress indicators, learner portfolios), d) Process model s (i.e. accessing exemplary answers,
concept maps, external links, etc.) and e) Customizable options: sets of criteria for peer T
assessment, sets of exemplary answers.

Moodle and online learning affordances

Course management systems (CMSs) are sophisticated, virtual environments, such as Moodle

and Blackboard, designed to enable real -time computer -mediated interaction. Within these

settings, learners can access course contents in different formats (text, image, sound), as well

as interact with i nstructors and classmates, via message boards, forums, chats, video -
conferencing or other types of communication tools (Sanchez & Hueros, 2010). These

environments offer a set of configurable features, in order to facilitate the creation of online

courses, work groups and learning communities (Paulsen, 2003). Apart from the pedagogical

functions, these platforms provide a set of management features for learner registering,
monitoring and evaluati on activities, enabling t he
Foll owing Piotrowski 6s a-pearning platiorm ¢epr€sént )a,systéng whicle

provides integrated support for six different activities: creation, organization, delivery,

communi cati on, coll aboration and assestheseeaentironmentfhe f ol |
are highlighted as particular affordances for language learners and educators for the purposes

of the present study: a) Organization features that allow users to access content in a well -
structured way, b) Variety of task creation option s, ¢) Opportunities for synchronous and a -
synchronous collaborative / peer activities, d) Links to the internet or other online sites and e)

Multiple evaluation options.

EAP reading and speaking

For the purposes of the current project, academic reading a s a skill will be approached by
adopting the SCT theoretical approach. This includes seeing the development of reading as
closely linked to the use of higher order cognitive processes such as reasoning, development of
concepts, planning, voluntary attentio n, etc.

Therefore, the students for the present study were expected to plan their approach when

reading a text online by identifying top -level structures or by formulating self -generated
guestions. The students were then trained to focus their attention to specific terminology by
underlining and then to plan and depict the relationships of specific article terms with the use

of concept -mapping, to develop their understanding of concepts. Following from this the
studentsd reasoni ng pr octe desideson nete r -¢akirg mam lthenyptamhing the
structure of notes for summary creation.

In addition, as Nuttal, (1996) argues, EAP students are often not taught how to approach
academic texts. There is therefore, a wide range of macro and micro T reading skills that EAP
students should develop with the use of appropriate strategies (Nuttall, 1996).

The specific reading skills that were addressed during this training were the following: a)
Developing reading comprehension abilities (i.e. Strategy use and strategic processing, goal

setting, activation of schemata, etc., b) Developing the awar eness of academic genres (i.e.
identifying different purposes for reading, and different types of texts will also lead to more
emphasis either on a text comprehension or text interpretation (Kintsch, 1998) and c)
Developing the awareness of discourse struc ture knowledge since this could enable readers to
organise the content and thus develop reading comprehension and retention (Carrell, 1984,

1985, 1992).

Turning to academic speaking the students were expected to create an oral presentation and
introduce a topic, develop and plan the steps of giving a presentation and learn to sequence,
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compare/contrast and illustrate points in academic speaking situations. More specifically, the
previously mentioned speaking skills are translated into the following more sp ecific ones:
Preparing presentation notes — Notetaking (pedagogic aim of online teaching Uit 3)

o Summarizing

o Distinguishing key ideas

o Creating a presentation plan

o Introducing a topic

o Structuning a presentation

o Preparing for and delivering a 10 minute presentation of the treatment academic article

(Moticing)

With regards to the materials used to support the development of the reading and speaking
skills, there were 3 academic articles with a focus on applied linguistics topics such as
motivation, input and feedback (on which the students should deliver an oral presentation
about the main article concepts and ideas) . All students were working in a lab in front of a

computer and logged into Moodle in order to complete their tasks. All tasks were designed by
the researcher.

Methodology
This section will provide more information on the designed pedagogic unit, the participants and
the data collection tool s. The graph below provides a

four different phases:

Figure 1: Study c ycle

d Phase 2 — The Pre-
Phase 1-Pilot study of teaching sessions:

the technical, evaluation of the
scaffolding feasibility students’ conceptual
and the i derstanding and
value of the unit speaking skills
Phase 4: Post-teaching Phase 3: Offer of 2 6-

session: to evaluate the

: = month training course
students’ post-training
level

on Moodle with 3 main
teaching sessions of a

‘ 2h duration

The pedagodic unit
The Pedagogic Unit 1 Scaffolding Advanced Academic Skills (SAAS) was organised into 3

teaching units on Moodle. The first teaching session was an introduction to the topic, the

treatment text and understanding the main ideas. The second session was a hands on practice
where the students experimented with identifying specific text details, concepts and with peer

- evaluating work online. In the final session the students were trained on summarising text

parts, reducing content for presentations, note -taking and creating a presentation structure.

The students worked on an academic article on the notion of noticing during the three day

training and they went through a series of tasks whose design and objectives will be analysed

later on. Their activities were recorded by digital recorders and by using screen T capture
software. The Pedagogic Unit on Moodle also contained feedback questionnaires for each

session. At the end of the session the students were asked to submit their presenta tion of the
academic article online and to deliver it orally. An example reading task is a concept map task
that was also offered to students during the first session of their online training. They will
function as examples to showcase how various scaffold ing mechanisms were implemented to
support the devel opment of t h eThesmaterthls proviléd inclugleddai ng s ki |
word document for the concept map and the Forum area of the Moodle course. The aims of the

task were to enable students to develop an understanding of text structure and to identify the

main ideas and concepts of each article section. The task offered scaffolding in the form of
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comment boxes (Forum area), peer -assessment (comments) and by providing model concept
maps (external linkt o website).

The participants

The participants in this project included student volunteers (N=13) and a language tutor that

was also recruited at the University of Essex. All the students were speakers of English as a

foreign language and their native lang uages included Chinese, Arabic, English, Hungarian and
Greek. The students were enrolled in a general English course at an upper -intermediate level
(level C1 according to the CEFR) and were also attending an MA course in the Department of

Linguistics. Thei r familiarity with computer enhanced learning (CEL) ranged from none to some

familiarity but they were all computer literate, familiar with Moodle, which is the platform used

at the University of Essex for course management, and academic article reading. T he
participants6é interests differed in terms of their stu
of Linguistics such as Second language acquisition, Bilingual development and evaluation of

course materials.

The participants for the study were guide d by the researcher who also acted as facilitator of

this pedagogical intervention unit. The selection of the students was based on the level of

studies they were carrying out (postgraduate level), their interests (i.e. Applied Linguistics,

etc.), and avai lability to participate in the project after a brief discussion about the project.

The data collection tools

The data collection during the training cycle took place at three different stages: the pre -
treatment session, the main 3 day teaching cycle and the post -treatmen t session . The
students were audio recorded during the pre - and post -interviews and they also had to
complete a task and deliver a presentation. During the teaching cycle the students were audio

and video recorded, their online activities were captured by using screen capture software and

the materials that they created on Moodle and their online tasks and questionnaire answers

were also considered for analysis. A more detailed analysis of the tools used during each

phase, the rationale beh ind them, and the data collect ion procedure is detailed in Table 1
below . Our focus in the present paper however will be on concept maps, oral presentations and

scaffolding features.
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Table 1: Overview of data collection tools

Session

Article

Activities

Session 1:

‘Feedback’ article

= Introspection — Thunk aloud task
=  Concept maps
- Oiral presentation

(3 days. 3 sessioms,
Zh per session)

Day 1
session:
reading
nnderstanding
keywords

— Teaching
Developing
and

of

Day T — Teaching
session: Feading and
understanding to
develop  conceptual
and critical thinkang

I'ay 3 — Teaching
session: Preparing
presentation notes

and note-taking

‘MNoticing™ Article

Pre-treatment
SeEsion Iz General activity types:
Treatment

=  Ddoodle features: fonmn, glossary
- Individual online hMoodle type tasks
=  Oral presentation

Introducton to the topic, the text amd

understanding the main 1deas

treatment

Hands on practice where the students expenimented with
identifying specific text details, comcepts and with peer -
evaluating work online

Traiming on summansmg text parts, reduocing content for
presentations, note-taking and creating a presentation
structure.

Omnline submission of presentation and oral delivery

Session 3: Fosit-

treatment

‘Mhlotvation”
article

Introspection — Think alowd task
Concept maps

Oral presentation

Semi structured-imterviews
Task questionnaire

Scaffolding questionnaire

The rationale for asking students to create concept maps is in line with STI requirements about
materializing abstract concepts and the maps serve as a tool in this process. Text

comprehension (Kintsch, 1998) alone is not sufficient for academic succ

application to define purpose(s), to verify hypotheses, and to infer and question content is also
required (Macaro & Erler, 2008). The maps offer a view of learning as a cognitive change

within a single continuum that extends between r
istics (Novak, 1998: 19).

following character

(1) Relevant prior knowledge.

(2) Meaningful material.

(3) The learner must choose to learn meaningfully.

A quantitative approach was followed for assessing maps by co
maps [ one expert map for each academic article (pre and post sessions)

mparing them to t wo

was adapted from Novak and Gowin with three main concept map components: propositions

(i.e. number, accuracy, cross
divided by the criterion (expert) map score to

between the coders was 92.3%,
agreements and 1 disag

percentage

Findings and discussion

-links),

hierarchy levels and examples. The studen
give a baseline for comparison. The a
Cohends

reement in total.

Insights from concept maps

The

compar.i

son of t

it can be seen in Table 2 below:

he studentsd pre and post
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Table 2: Pre and post-treatment concept map scores i Student and expert map scores

Pre-treatment concept maps Post-treat; t pt maps

Student Raw CM | Similarity with Raw CM Similarity with

score expert map (%) score expert map (%)
51 20 66.1% 70 90.9%
32 101 33.4% 71 92.2%
33 20 74.3% 70 90.9%
34 58 47.9% 71 92.2%
33 60 49.6% 54 70.1%
36 922 T6% 69 80.6%
37 62 31.2% &0 77.9%
38 78 64.4% 62 83.3%
59 29 73.5% 70 90.9%
s10 44 36.3% &0 77.9%
s11 33 27.2% 53 63.8%
812 21 66.9% 71 92.2%
513 635 33.7% 47 61.0%
Average 7.7 38.6% 64.1 83.3%
Expert map score 121 100% 77 100%

At a post -treatment stage, the stude ntsd raw concept nmerpased o gimilargy h a d
with the expert 6s sibecqusedhe chaps vieie snorevemriched after the treatment
phase . Student 12 whose post -treatment raw concept map score was 71 and was lower than

the pre -treatment concept map has now created a map that is 92.2% similar to the relevant

expert map (compared to the pre -concept map which was only 68.9% simi lar to the relevant

expert map). This suggests that the studentdés map repr
concepts and the student was successful at identifying the various levels of hierarchy and at

establishing links between concepts (cross -links). T his can therefore translate into an ability to

demonstrate high levels of comprehension since the student is able to evaluate the importance
of terms, add them and synthesize a map that depicts the complex relationships between
concepts.

Successful types of online support and tasks

In terms of the 4 broad scaffolding techniques the re
revealed that the Process models (i.e. accessing exemplary answers, concept maps, external

links, etc.) were viewed as having the highest support with 11 of the students indicating this

support l evel as fimajoro. The Reflective social -discol
evaluation, notification system with message alerts) were rated second as 8 students indicated

it offered fAmaj or 0 s up p(oerhbuilt -iR hintsdoethescompletomod thestasks)

were rated third as 6 students indicated it offered major support. Finally, Process displays (i.e.

task completion and progress indicators) were the least supportive features with only 4

students indcating it offered fimajord support.

With regards to tasks, the peer -assessment workshops were very popular among students.

The use of comment boxes was a quite frequently used source of scaffolding for students. It

was mentioned by nine out of the thirteen students and it was mostly related to cases where

the students received (or gave) feedback from/to peers or the tutor either in the workshop or

Forum areas. Student 7 mentions that in one case the
areao al | owe delop therstages of d &sk later on and that the advantage of this was

that feedback was not visible to other users. However, Student 8 mentions that did not feel
uncomfortable by the feedback in the forum area as th
feedback from others and make comparisons or incorporate
work. With regards to the peer -feedback option Students 3 and 6 ment.
positive when appropriate comments (in det aStudentand f ai
menti oned that fAit was enlightening to experience this
doing the same task?o.
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Verbalisation and conceptual development
By analysing the interview data, two general patterns of presentation structure emerg ed at

both pre and post treatment stages and are presented below. Some of the students were

already familiar with the delivery of presentations and followed a generally acceptable pattern

and others experimented with their options. The Pattern of presentat ion structure 2 (Table 3

bel ow) corresponded to 7 of the studentsé presentat.
organisation though, and the explanation of related links (d) below was not a fully developed

section. This reflects t hlabigytatthisstage @dHthel weve nat abletoe pt u a
establish/describe connections between concepts).

Table 3: Patterns of presentation structure at a pre and post treatment stage

Pre-treatment stage Post-treatment stage
Pattern of Pattern of presentation Pattern of Pattern of
presentation structure 2 presentation presentation structure
struciure 1 structure 1 2
a. Introduction to a. Introduction to the a. Introduction to the a. Introduction to the
the topic topic topic topic
b. Definition of b. Outline of the article b. Definition of the b. Presentation of the
concept 1 structure main concepts key concept
c. Example c. Presentation of the c. Examples c. Overview of the
main ideas concept map and 1deas
d. Explanation of | d. Explanation of related d. Analysis of the d. Explanation of the
how it relates to links relationships connections between
other concepts in between concepts ideas
the field
e. Definition of e. Provision of examples | e Definition of extra | e. Presentation of how
extra concepts concepts this links to the article
f. Explanation of f. Conclusion f. Explanation of the f. Examples
the article’s author’s purpose and
arguments stance
g. Coneclusion g Conclusion g. Conclusions
From the analysis of the interview data, it appeared that the students were guided through the
various steps of presentation preparation during the three -day training, incorporated feedback

and suggestions from the previous two presentations and followed a much more improved and

acceptable presentat ion pattern. The post -treatment presentations show that the students

adopted an improved presentation organisation and the analysis of related links is an issue

t hat reflects the studentsdé higher conceptual abil it
establ ish/describe connections between concepts, bring examples and critically analyse and

synthesise a presentation that reveals their per sonal
and concepts).

Conclusion

Subsequently this study contributed to the growing body of research into the potential role of
scaffolding and ZPD in online environments as a means
into the affordances of online environments to develop
overall conceptual development. It has also extended the boundaries of the reading and

speaking EAP i nstruction context by transferring the | earne
within a course management system like Moodle and by adopting a Socio -cultural theory (SCT)

approach that has not yet been explored and therefore calls for more research.
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With regards to suggestions about how the scaffolding options could have helped students

proceed with completing tasks successfully, students mentioned that an additional idea would

have been to fiuse more external links to websites with
task such as creating a concept mapo whereas it was b
have been better if during workshops student work was allocated fo r marking to other students

anonymously. Finally, it has also been found that in the future more online feedback should be
provided to the students who make mistakes if they wish to see more examples of specific
suggestions for instance. This opens up poss ibilities for further research studies with a higher
number of online participants and with a longer duration.

CALL in Context

This contribution shows in more detail the extent to which technologies and in particular

learning management systems such as Moodle can be personalized and address the local

context of the EAP learners in an academic environment. Our online pedagogic unit is a
good example of how educators can create courses that address the needs of higher

education students by preparing exercises and embedding scaffolding features that the

students can consult depending on their own personal needs. The design of our onli ne unit
is also in line with the UK higher education requirements as its purpose is to address specific

language training needs. Therefore, context in this case dictates certain choices in terms of

the types of tasks and student ffordantes rcancsatisfio (peert h-a t Mo o d
review, self -assessment, creation of concept maps, creation and delivery of oral
presentations). With regards to personalizing the learning process, as the unit has taken

into account the fact that different types of scaffoldin g features could support the
completion of different tasks the students free to choose which features they would use to

ensure successful completion of the tasks. Finally, this study forms an example of the way

in which teaching practitioners could exploit the affordances of learning platforms and a
range of features and tasks in order to offer a varied learning experience (depending on

their set learning objectives). The designed pedagogic unit could be adopted by different

tutors and the proposed tasks an d content could be very easily adjusted to meet individual

student needs.
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Abstract

Since Information and communication Technology (ICT) has revolutionized society in the
20™ and 21 % centuries, it is evident that innovative approaches based on the advanced and
dynamic technologies are challenging traditional pedagogy approaches. Although there has
been an extensive growing amount of research literature showing the positive impact of
Information and Communication Technology (ICT) on the quality of teaching and learning,
the evidence base for ICT integration in classroom remains largely underdeveloped and
underperformed. Findings from the previous recent studies show a gap between the

proposed ICT curriculum at the macro -level and the actual use of ICT in the classroom. This
current study identifies types of lesson learned from an interview conducted to a group of
20 secondary school English for Foreign Language teachers in Indonesian Pro vince of

Gorontalo coming from different schools from different areas in respect to their ICT access

and integration. The questions that have guided this interview were to what extent they

integrate ICT in their classroom, how they encountered challenges a nd what should be done
to help them successfully integrate ICT in classrooms. Teachers in this study have reported

that regardless their willingness to integrate ICT in their pedagogical practice, ICT works in

some schools but hardly in another schools for some reasons. Institutional support, basic
infrastructure and ICT -related facilities, teacher professional development and teacher
collaboration have been suggested as key factors for the sustainability and success of their

ICT integration in their classr ooms.
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Conference paper

Introduction
The vast spread of Information Communication Technology (ICT) has impacted education in

gener al as one of the many strata of a nationds
within the education sector by gover nment is part of the overall national development
strategy to be competitive and invest in creating a 21 s' century nation. The implementation

of ICT in education and the potential for its growth has only been limited by the capacity of
individuals, organis ations and countries to acquire and deploy the necessary technology

skills, resources and strategies. A number of studies suggest that one of the significant
issues in education field, particularly in English as a Foreign Language (EFL) is that teachers

do not make maximum use of Information Communication Technology (ICT) available to

them (Cahyono, 2012 ; Pelgrum, W. J., 2001; Tondeur, J.,et al., 2008) . There have been a
lot of reasons given for the rel ative lack of use of ICT, such as an under -commitment to
include ICT training in in  -service programs ( Ana-Belén Sanchez -Garcia, et al, 2013; Nair,
G.K.S et al, 2012) , Professional Development (PD) programs that have failed to utilise best
practice criteria  (Brown, 2003; Hew, K. F., & Brush, T., 2007 ), and the amount of support
by management within educational institutions ( Harendita, M. E., 2013).

Settings and Methods

As one of the 34 provinces in Indonesia located in the main island of Sulawesi, Gorontal 0

province has been rapidly growing in their economy, demography and human development

and socio -culture. Over the past three decades governments, school systems and schools

have made considerable investments in providing information communication technolo gies
(ICT) to support teaching and learning. These initiatives have been strongly endorsed by

national and international organization and authorities across the world. The major aims of

this provision have been to enhance teaching and learning, and to bett er prepare students
for participation in the emerging knowledge economy and information based society.
Numerous studies have provided accounts of successful and impressive use of ICT in
schools and classrooms yet there is little evidence of a sustained tra nsformation occurring.
In particular, teachers need to be in the frontline of this transformation on their capacity

and pedagogies change for the potential benefit in their classroom.

This report is the part of the study conducted to investigate ICT integ ration in EFL
classrooms in Indonesian province of Gorontalo as the context. The semi -structured
interview was conducted to a group of 20 Secondary high school EFL teachers. The

questions that have guided this interview were to what extent they integrate | CT in their

classroom, how they encountered challenges and what should be done to help them
successfully integrate ICT in classrooms.

Findings

The study identifies types of lesson learned from an interview conducted to a group of 20
secondary school Engl ish for Foreign Language teachers in Indonesian Province of Gorontalo
coming from different schools from different areas in respect to their ICT access and
integration.

A. Some Common Misconceptions of ICT Integration in Classrooms and How They
Affected their Teaching Practices

1. lam not good at technology

The findings of the study show that teachers used their lack of confidence and skills in using

ICT as one of the main reasons why they did not use ICT in classrooms. There had been a
misconception among teachers about ICT integration. Understanding the com plexity of
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technologies and their application, it caused anxiety and misconception among teachers
saying that only those who are good at technologies who can use it.

2. Using ICT takes a lot of time and preparation

This study found that there have been quite significant numbers of teachers who mentioned
that using ICT in the classrooms required a lot of time to prepare and it was somewhere
preventing them moving forward with technology integration. In addition, teachers had

faced a high pressure of being able to follow the curriculum standard set by the national
policy makers, provincial/regency officials and school officials. They were also required to
ensure that their students are being ready for the national exam. With those sorts of
mandates and standards leave no desire of many teachers to try new approaches. Using ICT
was becoming new load or even burden if they are not well prepared to plan and implement

it properly.

With this situation, it is important for teachers to realize that students now live t heir lives
with technology and the teachers should make time for technology to relate better with
their students. It may take time to starting out on teaching with technology, but like all

experiences, as it turns into a routine, it will be quicker and eas ier. And there are many
usages of technology that can actually help teachers to save time such as managing
studentsé profile and grading assignments.

3. Technology brings negative effects to students

Another misconception about the ICT retrieved from the int erview in this study was that the
teachers and parents worry that introduction of technology in school will distract students

and impede their learning.

iTechnol ogi es may bring negati ve effects to student
inappropriate conten ts from the website or social medi a. That a
concerno (Extract: Participant #6, 05:30)

Al just do not want my students get distracted with t
activities, | have already had a lesson planning in pl ace that need to be compl et
(Extract: Participant #9, 04:10)

With the above mentioned misconceptions , they could potentially promote a sense of fear

among teacher s and impede the adaption of educational technology. The fact that

technology is going to encompass into every aspects of education and changes, both subtle

and disruptive, are inevitable. Teachers, national/provincial government, school officials and

other s including parents  should work together and make the best use of technology to

improve teaching and learning and prepare students for the future.

Teachers who felt positive about using technologies in their classroom shared their

experiences and lesson learned in how they addressed this misconception. T he concerns

could be possibly anticipated by introducing security measures as well as promoting the

digital age culture . There are various options available to limit the content that can be

accessed or help teachers monitor the studentsd usage
be afraid of giving up a certain amount of control to students. A healthy and innovative

culture of learning will motivate students to take their own responsibility and better prepare

them for the real world.

B. Challenges in ICT Integration and Key Factors to Address Them
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Teachers in this study have reported that regardless their willingness to integrate ICT in
their pedagogical practi ce, ICT works in some schools but hardly in another schools for
some reasons. The following points have been suggested as the challenges and key factors
for the sustainability and success of their ICT integration in their classrooms.

Basic infrastructure and ICT -related facilities

Based on the interview, the result shows that school educational technology infrastructure

still sits on top of the main challenges. With regards to this technology infrastructure and
equipment, teachers reported lack of language /computer laboratories, basic supported
infrastructure like electricity, staff computer hardware, classroom equipments, internet
connectivity issues at school and classroom, and limited student access to home Internet as
barriers.

However, there has been a variety range of access from one school to another. Some
teachers reported that they had relatively sufficient access to those facilities, but some
others reported that they had inadequate acces to it.

In some schools, a lack of ICT in teaching and leaarning activities for example, has not been
attributed to the absence of a power supply anymore, but rather to a lack of policy

i mperative or gaps within schtocbngast, eteqtreity dst stilloan a |
significant obstacle to integration of ICT in their teaching practices especially in schools

located in rural areas.

Effective technology integration would be impossible to achieve without comprehensive
technology infrastructure. To plan, develop, and provide proper technology infrastructure,
school officials must become familiar with emerging technologies and the infrastructure
required to utilize them.

Institutional support

Institutional  support including provincial/regency level policymakers and school
management are in a strategic position to bring about change in teachers knowledge, skills
and capacity building in ICT and the way how teachers implement the principles of ICT

integration in the classroom. Teachers in this study revealed that school support particu larly
the school officials accounts for the majority of the success of teachers professional
development. The result of the study reveals that w hen school officials promote the
initiative of technology integration, the necessary support and necessary atten tion to

enhance technology infrastructure shall be wusually provided. Once comprehensive
infrastructure is in place, school officials may devote their attention to technology
integration. In addition to leadership, other essential conditions may assist succ essful
technology integration. These essential conditions are introduced below.

Responding to an understanding that ICT will be a fundamental requirement for teaching

and learning, some teachers who come from schools in the rural areas reported that their

schools still do not have a comprehensive policy on ICT in teaching and learning that sets

out general principles, guidelines and strategy. Initiatives to implement ICT in their teaching

practices come from the teacher itself. They did not have enough sup port to attend
professional development outside their schools. School principal in this respect is normally

the key personnel to make this policy happens. The strong leadership of principal has been

reported to account for the teachers continuous support t 0 undertake their in  -service
teacher professional development.

Teacher professional development
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Teachers reported in this study that w ith so many pressures from students and school, as
well as from government educational change agendas, teachers are placed in positions
where they have good cause to feel anxious. In schools, ICTs are mandatory for inclusion in

all curriculum content areas. With the growing demand for teachers to be confident and
competent users o f ICTs for their personal and professional lives; these teachers had
shedlighted the importance of continuous teacher education and professional development.
They suggested that the teacher professional development plays a pivotal role in preparing
themto successfully integrate ICT in language teaching.

Teacher collaboration and mentorship

Teacher collaboration and mentorship are regarded as the ways in which professional
development activities promote professional communication among teachers who are
engaged in efforts to reform their teaching in similar ways. Teachers are encouraged to
maintain a n ongoing discussion among teachers who meet similar issues . This

communication can facilitate change by en  couraging the sharing of solutions to problems, as
well as by reinforcing the sense that, with time, improvement is possible.

Teacher reported that the collaboration initiatives normally come from different ways. Some
stated that the teachers usually hav e regular formal meetings between the same subject
teachers group set up by the provincial/regency education department or local area
authorities. They discussed about their teaching and learning practices, issues they
encounter when they tried to apply ne w teaching method in their classrooms, or the new
ideas in teaching and learning that they got from the conference/seminar/workshop they
recently attended or from the book or website they read.

Another collaboration also could happen based on the assignme nt or course project that

they got from their teacher professional program or the university course they attend. S ome

teachers had positive feedback on this kind of collaboration. E vidence shows that these

networks of teachers involved to some extents can help sustain motivation and maintain

their willingness to try something new in their teaching practices . They also found that

through this collaboration, they could find peer -mentorship who could help them individually

from the range of different teaching issues.

Alt is always good to meet with the other teachers to
got some good ideas about ICT application from my friends in MGMP (stands for

Musyawarah Guru Mata Pelajaran I Teacher Clusters). (Extract: Participant  #12, 09:10).

fi | am not that good at technol ogi es. But , when you wol

some advice from other teachers. (Extract: Participant #14, 10:15)
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Abstract

The current paper is devoted to the issues of application of informational and communicative
technologies in foreign language teaching. These issues are in the focus of the paper through
the discussion of the designing of the electronic language environment elLang
(www. elang.nstu.ru) in NSTU (Russia). The author describes the conditions of elaborating of

this educational environme  nt, designed especially for the language courses. As a conclusion
the paper touches the possibilities of using of the newly elaborated language environment both

for students and language instructors.

Conference paper

The current development of foreign language teaching and learning is tightly connected with

the rapidly growing area of computer -assisted language learning (CALL). This area is devoted

to the great number of new challenging teaching technologies, promising ideas of autonomous

learning and p ersonalization of learning process, designing and applying new software for
second language learning. CALL emerged as a distinct field with the spread of the personal
computer in 1980s (see reviews in Warschauer & Healey, 1998; Salaberry, 2001); modern

ap proaches in this field deal with the crucial issues about the quality of learning materials for
personalized studies (see Schwienhorst 2008) and about innovative software (programs,

learning environments, on  -line platforms) that can improve teacher product ivity and materials
development (see Hubbard 2009).

The current work focuses the wide range of i ssues
based on the practical case of developing electronic language learning environment (eLang) for
the needs of lan guage learning and teaching.

Designing the electronic language environment elLang (elang.nstu.ru) in Novosibirsk State
Technical University (NSTU) was a part of a |l arge uni versity

of

prc

education process in NSTUO that -2046 The goalrof teedorojecu t durin
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was to design an on -line environment for creating electronic study materials in different
foreign language s. This environment applies modern requirements of computer -assisted
language learning and modern language didactics, and it focuses on self -study foreign

language improvement for undergraduate and graduate students, as well as everyone
(teachers, instruct  ors, technical and administrative officers) linked to the university corporate
system. The first presentation of the created environment was held on the 14 " of May, 2014.

This project brought together the groups of foreign language teachers (of English, Russian,
German, Japanese, Chinese, Polish, Spanish, Italian) and technical officers, who collaborated

in shaping the concept of the new special language environment, formulated the technical

objectives and task, created the bank of learning materials in different foreign languages.

Each step of work on the projected was aimed to the specific planned outcome: figuring out

the language specifics of the environment and types of learning tasks bound with concrete
language -learners, correction the functional options of the environment and design variants,
testing the environment, improving the learning functions of the environment, and analyzing

the feedback. Testing and functioning procedures was

h \

and student ésnodeserM&s)ti ng t he first (edi tor ds) mo d e

authorization (number of course authors), designing the course modules and the whole
structure of the course, creating the tasks of different types and additional features for each

typeoft he t ask. Testing the studentds (userds) mode incl
learning trajectory for every user, options of switching between the modules and tasks of each

module, options of self  -checking, scanning the mistakes and analyzing the gaps in the material

that was already learnt. Testing the electronic environment enabled gathering suggestions for

the further technical devel opment of the system workin
in the mode of AStudent / Uingthedasks I6yrthe mriguagegnstaictods wasd i t
carried out in the mode of AEdi tor/ Teacher o, but at th
the userds mode and to see the target material with th

Working on the described projec t united technical support group and language instructors
teaching at the different Faculties of Novosibirsk State Technical University. Such collaboration
resulted in designing the course of Russian as a foreign language (A2 level), English (B1)
course, ¢ ourse of English for Press Office, German (Al) course, Business Japanese course,
Basic Chinese course (Al). The course of Polish language (B1) was started as well.

The course of Russian as a foreign language designed under my supervision is oriented to t he
foreign students © needs who reached the elementary (Al) level and wish to improve their
language proficiency at A2 level. This means that the course needs to match the language

level satisfying basic communicative intentions and motives related to the a reas of immediate
personal relevance in the conditions of new social and cultural environment (see Common
European Framework of Reference for Languages: Learning, teaching, assessment , 2001 ). The
course aims to the interrelated learning of different speech performances and forming the
communicative competence for each learner. The electronic course has such fundamentals as
communicative approach in teaching foreign languages and communicative situation
orientation in language input. The legal basics of the course are supported by State Study
Standards for Russian as a foreign language, issued in 2001 and later (Gosudarstvenny

standart (eng. State Standard ), 2001). The course is designed for the individual language
learning and includes the following elements : input test with 60 tasks, 9 study modules, final

test with 75 tasks, and reference bank for the whole course with the links from each module.

The modules are titled as in a typical paper language manual for this level: «about me», «my

family», «my studie  s», «my home», «my shopping», «visit to the doctor», «my working day»,

«my city». These topics are also described as key ones in State Study Standards for Russian as

a foreign language. The electronic course contains texts and audio, video materials with
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corresponding transcripts. All these materials are culture oriented; they touch the realities of

living in modern Russian society. By this we could enable language and culture adaptation of

language learners, so university students can be aware of real lang uage usage in  modern
discourse before starting the traditional language course in the university. The prospective

outcomes of this research lie in the domain of integration of this course in the university

language learning strategy, creating blended cours es and finding the ways for personalization

of this course for different learners.

CALL in Context

My current research is mostly based on the issues of appropriate technologies (on -line

electronic courses) for the effective individual language learning. The question arisen by

CALL organizers fdiHow to determine the r ol echnalogitss shape o
for our context?d6 is very challenging for previous res
1997; Warschauer & Healey, 1998; Davies, 2001; Hubbard 2009) as well as for current

research. ltds argued in my paper tcalaptiond) ¢f electtohia pe (desi

| anguage |l earning environment mu st be oriented to t#h
objectives. That includes particular mutual interest of the technical support group and

language instructors group to create unique learning enviro nement for development

| earnersbod l' i sterning, reading, writing skills in i nd
language learning has its strengths and its limitations for language learners: working on the

electroninc language learning environment eLang (elang.nstu.ru) highlighted the ways of

the most effective electronic learning with the possible and evident learning gaps.

The described | anguage environment was created in two
designing university | anguage courses by | anguage inst
individual study by language learners). These formats were considered to have different

options of layout and navigating, each format had specific basic and modified options for

more freedom in language course designing and learning. At the same level the tasks of the

particular course are always in correspondence with the chosen | anguage level and the
needs of learners who can have different learning strategies and different study problems. It

has always been a problem to coordinate the stable shape of the technical system and the

real needs of learners, and my paper deals this iss ue on the material of electronic course.

The designed model of the language learning environment (elang.nstu.ru) was tested during

my work on electronic course of Russian language (A2 level). The process of language
course designing included defining the limited input language material (vocabulary and
grammar), working on relevant for the chosen level types of tasks, creating functional
reference bank, and finding learner -friendly options for navigating individual learning
trajectory. The case of practica | study of electronic Russian course by foreign university
students is described in the current report as well. The paper is concluded by the hints
acquired from the comments of the users (instructors and students) about further electronic
course improveme  nt.
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Abstract

The study examines the effect of telecollaborative intercultural partnership on the

devel opment of second | anguage (L2) |l earnersoéonl i ngui s
the variable use of two subject pronouns nous and on by native speakers (NSs) and non -

native speakers (NNSs) of French. Drawing on qualitative data collected from the transcripts

ofatext -based discussion for um, it first atseefthptws t 0o est ¢
variants is conditioned by the same ling uistic and extra -linguistic constraints that determine

the NSs&6 alter nadus and orh &hewesand aim is to identify (for each NS/ NNS

dyad) the patterns of use of the two pronouns in semi -f or mal 6conversationsd (Ba
Helm, 2016) and dete rmine if and when second language users begin to emulate native

speakersd soci ol i(vag Gampernolle & Wdliamms,s2009) . Preliminary findings

suggest that the intercultural CMC project provides a rich context in which L2 learners can

develop the ir sociolinguistic competence.

Conference paper

Introduction

Kramsch (2014 ) argues that the advent of gl obal i sati on fAhas changed the
which foreign languages (FLs) are taught, learned, and used. It has destabilized the codes,

norms, and conventions that FL educators relied upon to help learners be successful users of

t he |l anguage once they had Il eft their cl assroomsbo
practitioners emphasize the necessity of integrating web -based tools into the language

classroom and the value of providing second language (L2) learners with an authentic context

in which the world of formal education inter acts with the wider world (Thorne, 2006).

Moreover, computer -mediated communication (CMC) between native and non -native spe akers
(NSs/NNSs) give access to expert peers . This (tele)collaborative learning environment has

been found to be conducive to the development of target language pragmatic competence as

this approach fAmay expand the variety ronferdi saagceu resxep ocspe
(Belz, 2007, p. 52).
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Even though CMC environments are seen as rich contexts of social interaction, van

Compernolle & Wi lliams (2009) point out t hat At here

sociolinguistic variation in French chat, but other forms of CMC (e.g., discussion fora, weblogs)

have received |l ess attentiono (p.495). The need to exp
more naturalistic online interaction, outside of a classroom setting, is particularly important if

weareto acknowl edge the 6social turnd (Block, 2003) in se

With these remarks in mind, this paper explores the effectiveness of an online discussion
forum to fiprovide a f ernativd speakers not nearifest éna furthamn thair
soci ol inguistic competencedo (Kim & Brown 2014, p.264).

Context of study

A well known sociolinguistic feature of the French language discourse was selected to observe

NS and NNS linguistic variation in the context of CMC: the use of the subject pronoun on

instead of nous (the more formal variant) for first -person plural pronoun Owe
variant on (also used as the indefinite third -person singular pronoun Aoneod) ¢
nous in many types of spoken com munication and to a lesser extent written communication

contexts. Its widespread use in informal discourse has attracted the attention from researchers

(for an overview see Dewaele, 2004). Summarising the sociolinguistic research on the variable

use ofthe t wo pronouns nous and on for Awe o, Dewaele (200
clearly so -called pendulum effects in French NNS whereby an initial over -use of the formal

variant is often followed by over -use of the informal variant as learners are keen to sound

native -1 i k e, meani ng i nformal 0o (p.218) . Regan et al . (2C
cont ext has a strong and positive effect on L2 |l earnet
due to the prolonged contact and the authentic use of French with native speakers.

o

Method

The data analysed in this study come from a non -traditional type of written discourse in a third

level educational context: the threaded discussion transcripts from twelve NS -NNS dyads
involved in an eight week asynchronous online exchange carried out outside of class time and
with no instructor presence. The NNSs were Irish undergraduates who had spent a six -month
period abroad in France, Belgium or Luxembourg, on a study programme or work placement

and had an upper -intermediate or advanced level of French. The NSs were on -campus
Erasmus students. They came from French and Belgian universities and were unknown to their

Irish partners.

Lending support to Herringbds i$@QOddndyerasateirand,n itthawa ME
this semi -f or ma l |l earning context would | ead to more spont a
written discourse, thereby allowing for stylistic variation.

The written corpus comprises approximately 56,000 words (the 12 NS -NNS dyads produced a
total of 151 one-to-one messages with an average post length of 300 words). The topics of
discussion varied from the Euro zone crisis, a European language policy, the legalisation of

marijuana, same -sex marriage , etc. The Antconc concordance software (Anthony, 2014) was
used to retrieve all instances of the two pronouns with their context of occurrence in the

corpus. Each token of nous and on was then manually reviewed. Tokens of nous (we) were

coded according to their grammatical function (e.g., subject pronoun (see token 4/ Figure 1),
object pronoun (see token 2/ Figure 1), disjunctive pronoun (see token 7/ Figure 1). Only
tokensofnous -subj ect pronoun were kept for the ynal anal ysi
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25 AntConc s4w Windows) 2013 W W W

File Global Settings Tool Preferences  Help

Corpus Files Concordance |Concordance Plot | Fle View | Clusters/N-Grams | Collocates | Word List  Keyword List |
Compilation discussiot | concordance Hits 263
Hit  KWIC i
2 nous donne un vote par personne, la loi nous donne une voix qu'en peut utiliser pour
3 |a fois notre liberté et notre démocratie. On nous parle de notion de « politiquement correct =,
4 quand on fait des blagues comme celles que nous avons vu. Donc je suis tout  fait
s monde, je crais que les lecteurs de CH nous diraient « Si vous naimez pas Charlie Hebdo,
6 une opinion tranchée sur la religion car comme nous lavons vu, rien nest sacré pour
7 1) et créer les débats (comme la discussion entre nous !), donc il va se moguer nimporte chose !
Figure 1. Sample concordance lines for nous
. . . . . .
Tokens of on were coded either on-inde ynite (i.e., the subject pronoun on is used as the

equi val ent of the Eng(eetokenlftFgar®2) n dF @om-dednite (i.e., on is

used t o meaThe labellm@ of . on-definite tokens was generally aided by a context

clue in the conco rdance line (see token 19/ Figure 2; context clue: toi et moi ). Ambiguous

cases of on (n=3) were included with indefinites (van Compernolle, 2008). Tokens of on-
indefinite were set aside to all ow fanri weommpvaeon sswosn o f
Afoneo.
—

(= Concordance |Concordance Plot | File View | Clusters/N-Grams | Collocates | Word List | Keyword List|
Compilation discussiol | (oo iance Hits 321
Hit KWIC
16 énoncer et ridiculiser aussi limmense pouvoir quon les banques. La dictature de largent ! La
17 couverture de cet exemplaire nest pas polémique, on ne vendra pas beaucoup ! » Paur moi, cette phra
18 féte avec des amis (sans forcément se saouler). On nen consomme peut étre pas 12,5 litres, je
19 toi et moi en consommons beaucoup plus quon ne le pense. De plus quen Irlande
20 vrai que je vis dans une région ou on produit de lalcool : vin, armagnac, et que
21 pas parce que dés le plus jeune 4ge on nous apprend les valeurs de lalcool et

Figure 2. Sample concordance lines for on

Results and discussion
While a comparative analysis of the frequencies of the two subject pronouns shows varied

patterns of use (and non  -use) at individual level (as shown in Table 1), there is nonetheless

a clear overall trend in the use of these pronouns: the formal variant nous (Table 1/ column 1)

shows a high rate of use (accounting for 67% -n=228/342) of the yrst per s
contexts) while the informal variant on -definite (Table 1/ column 2), shows a s ignificantly

lower rate of use with 114 on -definite tokens (33% -n=114/342) of al | Afweod re
found in the corpus. Worthy of note, over two -thirds of on tokens (64% -n=203/317) were

used for indefinite reference, its traditional generic function (Table 1/ column 3).
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) Tokensof Y NOUS ON - ON -
Dyadso6 topicl/Z partner subject definite indefinite
1.The Euro zone crisis / NS (M) 7 0 4
1.The Euro zone crisis/ NNS (M) 6 0 16
2. Binge drinking in EU countries/ NS (F) 26 11 3
2.Binge drinking in EU countries/ NNS (M) 10 21 11
3.Maastricht 20 years on/ NS (F) 12 1 13
3.Maastricht 20 years on/ NNS (M) 57 3 2
4.The legalisation of marijuana/ NS (M) 3 5 13
4.The legalisation of marijuana/ NNS (F) 2 5 2
5.Fashion & youth image/ NS (F) 6 2 2
5.Fashion & youth image/ NNS (F) 9 12 5
6.Freedom of speech/ NS (F) 19 3 5
6.Freedom of speech / NNS (M) 2 3 10
7.Youth unemployment in Europe/ NS (M) 1 6 3
7.Youth unemployment in Europe/ NNS (M) 19 1 0
8.Same -sex marriage/ NS (F) 0 2 17
8.Same -sex marriage/ NNS (F) 12 7 15
9.The tech addiction/ NS (F) 4 0 2
9.The tech addiction/ NNS (M) 4 0 2
10.Language policy in the EU/ NS (F) 4 17 42
10.Language policy in  the EU/ NNS (F) 9 12 24
11. Obesity O6the new norm6/ NS 2 2 3
11. Obesity O6the new norm6/ NN 6 0 0
12. The decriminalisation of prostitution/ NS (F) 5 1 7
12. The decriminalisation of prostitution/ NNS (F) 3 0 2
Total number of tokens 228 114 203

Table 1. Distribution of use of nous, on -definite and on  -indefinite in ACMC discourse
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At an individual level, two distinct patterns of variation emerge with the use of nous versus

on-definite: (i) students who use either nous or on-definite categorically and (ii) students

who alternate between nous and on-definite. Nearly half the students (5 NSs and 6 NNSs)

use exclusively nous while one (NS) student uses on-definite nearly systematically to

express fiwedo (Tabl e 1 llelt®thiardstridted use, orie nhirdpohthe students

(3 NSs and 5 NNSs) alternate between the two pronouns.

The presence of nous remai ning strong in studentsd asynchronou:
sharp contrast to the rate of nous in synchronous chat discourse (van Compernolle, 2008)

but can be expected as stylistic features from both speech and writing are at play in this

CMC mode (Herring, 2011). Nonetheless, the extensive use of the formal pronoun nous by

some NNSs (Dyads 3, 7 & 11) would suggest th at these students have not fully grasped the

sociolinguistic rules for the inclusion of its variant on-definite. Conversely, the alternate use

of on-definite and nous by some NNSs (Dyads 2, 5 & 10) corroborate previous research on

studentsd tendemcy tdheincusage of i nformal variants i
period of immersion in the target language.

Arguably, pointing out a lack of knowledge of the stylistic constraint by some students may

not be sufficient to explain NNSsd6 pr ef er e nwome foimal rwrittenhvariety of the
language, especially when, as previously mentioned, NSs seem to have made the same
choice (Dyads 2, 3, 5, 6, 9, 12), nor to provide a rationale to the large amount of on-

indefinite pronoun in many dyads.

This prompts us to posit that extra  -linguistic constraints, namely the topic of the discussion,
the dyad dynamics and the exposure to a model of stylistic variation might have had some
bearing on partnersé range of Il inguistic variants.

The first hypothesis stipulates that for some dyads the degree of engagement in the
discussion topic influenced their choice of variants. Indeed, it was found that linguistic

variation served to express how the students position themselves in relation to t he issue
discussed (Coveney, 2000), as illustrated in examples 1 & 2 belo w:

(1) Bien slr, nous pouvons faire quelque chose. Il y a beaucoup de pétitions en
ligne! [ é] o8 imet la pression suffisante sur le parlement européen, je crois que nous

pouvons faire une différence.

Of course, we [(past) Erasmus students] can do something. There are a lot of
petitions on line. If we [EU citizens] put enough pressure on the European Parliament, |
think that we [(past) Erasmus students] can make a differe nce.

(NNS/M - Dyad 3)

The formal variant nous i s used here to stress the studentdéds ass
partner) t o Nbus alsofheles cclarify the rather vague on-definite (referring to a
larger group) in the previous line.

(2) Donc, nous sommes dobalce off dontdiqgtu 6t ouj enunrdsa qruiden ~ port e
m° me quand | 6armoire est pleine montr e énensd evsal e uarnsa idse s
content danace qubd

So we [both of us] agree : the fact that we [young people] always say that we
[young people] have nothing to wear even when the wardrobe is full shows the values of
young Europeans today: we [young European] are never satisfied with what we [young
European] have. (NNS/F - Dyad 5)
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The formal variant  nous here is used to emphasize the dyad grouping versus the on-definite
used thereafter (with its various referents). Nous also helps convey a sense of entity and
introduces an assertion ~ which the student formulates using a more distancing on-definite.

The second hypothesis proposes that the rapport (i.e., relationship) between dyad partners
affected their range of formal/ informal variants. Our findings clearly support this
assumption. In dyads where a social bonding was established, dynamic interactions allowed
for wider linguistic variation, as illustrated in example 3 below:

(3Cava? Ne to6inqui te pas pouron ésebiem ectupéesdencej e sai s
moment avec |l es ®tudes. Pour reveni roneurrécdpiuledu®bat i nit
peu. Nous (les jeunes) ne voyons pas de probléeme avec un changement des traditions. Cela
dit, onpourrait dire que cdest un st ®r®otype

You are okay? Donot worry about t hwe [bathedf aslyare képt bkisy o w
with studying at the moment. To get back to the initial debate, | think that we [the dyad]
can summarise a bit. We (young people) do not see any problem with a change of
traditi ons. That said, one could say/ it could be said that this is a stereotype.

(NNS/F - Dyad 8)
The informal variant on-definite is used at the start of a new discussion post. In the first
instance, the student chooses it to express -in a casual tone so as to keep the matter light -
her empathy and affinity towards her partner. In the second instance, on-definite helps put
their relationship into context, that of a collaborating dyad. The introduction of the formal
variant nous brings back a bit of formality to the conversation. The nous is reinforced by the
addition of les jeunes to clear all ambiguity with the previous ref erence to the dyad. The on-
indefinite attempts to give an external perspective to

The third hypothesis suggests that the expooughtt t o one
similarity in dyadsd sel ecti on tethat thisis tha casesMostOu r resul
dyads shared at least one preference or dislike for one of the two pronouns, as illustrated in

example 4 below:

(4) Excerptfrom Dyad 1/ NS and NNS are both male students.
A ton avis, pourrait  -il étre mieux pour tout le monde sionnb6i mposait moins de r
dans la zone? NNS
Je pense que nous vivons dans un monde régit par d'innombrables lois et de regles
[ é] Nous s omme 9on l'erdenchparéout, en période de crise et je pense qu'il y en
aura toujours. NS
Je ne suis pas certainque nhous serons toujours en p®riode de <cris
On peut se poser la question, est -ce qudil y a un futur 7% ®ed] pMNS Il a zo
Je pense sincérement que  nous sommes en phase d e transition. L'économie ne peut
pas °tre prosp re sans confiance. [ é] NS
Oui , c 0 e s tnousrsanmesopergétuellement en panique. [ €] NNS

In your opinion, could it be better for everyone if there were fewe r regulations in the
Eurozone? (NNS)

| think that we (European citizens) live in a world governed by countless laws and
regulations [...] We (European citizens) are, as we (everyone) can hear it everywhere, in
times of crisis and | think that there will always be others. (NS)
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I am not sure that we (Eurozone citizens/ countries) will always be in a period of
crisis or uncertainty. One (anyone) can raise the question, is ther e a real future for the
Eurozone? [...] (NNS)
| sincerely believe that we (Eurozone citizens/ countries) are in a transition phase.
The economy cannot prosper without trust. [...] (NS)
Yes itds tr ue wég Euozanaagtiyens! dountries) are in co nstant panic. [ e
(NNS)
The formal variant  nous is introduced mid -way through the discussion by the NS to make
the issue discussed more tangible. Until then, the NNS seemed to favour the impersonal
pronoun on -indefinite. In the subsequent interactions, it is evident that the NNSb6s
with its inclusion of  nous, mirrors his NS part nelhef@amakvariarit c @lsocof v ar i e
helps give a sense of responsibility and agency towards the European financial crisis
debated here.

Conclusion

The study has provided insight into the development of the sociolinguistic competence of L2

learners engaged in  an asynchronous intercultural exchange. It has shown that this learning

environment , on a par with a study -abroad context, gave NNSs access to a uthentic NS

discourse that was beneficial to this development. Moreover, the task -based collaboration

allowed NNSs to experiment with linguistic variants during their paired interactions with NSs

to the extent that some learners seem to have modelled t hei r p alinguistiebeltagiour.

The corpus driven analysis shed 1 ight on students6é patterns of wvar
French pronouns nous ( iwed) omfdoned or umrmdvernl)i,ning the fact t he
partners tended to share a similar rate of use of on-definite (in 6 dyads) or both pronouns

nous and on-definite (in 2 dyads). This led us to reconsider our initial views on the NS/NNS

dichotomy on linguistic variation. Indeed, an unexpected finding to thi s study was the

significance of extra -linguistic constraints (namely the discussion topic and the dyad

dynamics on the choice of the two variants. The analysis revealed that linguistic variation

served to scaffold an argumentation and support collaboration

To conclude, this study lends further support to Abr agd3 sclailhthat Ai nstructors
should create [CMC] opportunities for learners to participate in socially meaningful

exchangeso (p.440) where their sociolinguistic compet

through exposure but through awareness raising and practice.

CALL in Context

How does the local context shape the design of our learning environment?

The invaluable opportunity to study a language in an international environment at our
university lead us to consider the implementation of a number of face to face language
exchanges in the late -nineties and subsequently in the mid-2000s, an online exchange
which  would bring foreign students into contact with home students. The intercultural
Franco -Irish exchange is an asynchronous CMC project between Erasmus & home students.
It can be, for the latter , either a pre or post sojourn abroad learning experience and for
incoming French -speaking students , a support for their integration into the host institution.

The discussion forum feature is readily available in the Learning Management System (LMS)
of our university. Home students are familiar with this platform (i.e. they visit it on a daily
basis for most courses). The Erasmus Students attend a 30 minute train ing session on how
to access, use and maximise the forum. Discussions are threaded (i.e., each NS/NNS dyad
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focuses on a specific social or political issue) . The collaborative online task is integrated
their respective course curriculum and is graded.

To what extent can technology contribute to the contextualization of the learning
context?
This particular CMC context allows NNS and NS students to participate in an authentic

dialogue outside the classroom, without the teacher but with the assistance of their peers

into

(who are experts in their own language and culture) . Dyads work at their own pace, with

NNSbd L roficiency ranging from upper -intermediate to advanced levels.

Technological affordances , such as Opersistence of transcripté,

previous messageb6 andcdpass ihbyipleirtly amtkle universityviaruthe o 6

would seem to  encourage critical reflection and promote the co -construction of knowledge.
The students 6 i nteractive discourse shares el ements

varieties of the language (please note that French is the only language used).

deri vin
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Abstract

This article discusses | earnerso6 exp &itualeReykjavik,s wihiohd
is an online language and culture training application for Icelandic. On the basis of two short

studies, we investigated what learners of Icelandic expect to learn from the application in

regard to language skills, and how they perceive playing it. The results, among others,
indicated that learners expect the application to help them keep focused on practicing spoken

Icelandic and thus eliminate switching into English, and to learn similar skills as in the

traditional language classroom, however, wit h a stronger emphasis on listening. In addition,

the learners expect the application to include both an interesting storyline and virtual

characters that are fun to speak to. The main concern, however, is the absence of an

immediate feedback on language er rors and mistakes. Regarding the experience, learners
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reported fun and enjoyment due to the realistic design of virtual characters and the virtual
surroundings in the game. Nevertheless, some also experienced frustration and boredom,

mainly duetothespee ch recognitionds inability to recognize t he

microphone, or a slow pace of movement of their avatar. As to the learning effect, they
reported success in starting a communication in Icelandic and learning about cultural sites
Their general impression from playing the first scene suggests that once the game is ready it
will be very suitable for learners practicing spoken Icelandic and learning about cultural sites.

Conference paper

Introduction

Prensky (2001) views compute r and video games as the most engaging pastime in the
history of mankind, because they provide enjoyment, pleasure and evoke emotion; they are

interactive, challenge users and involve them in playing and winning; they stimulate

creativity and problem solvi ng; have a strict structure and rules, focus on particular goals

while keeping a certain flow and a storyline, and facilitate learning by giving feedback (p.

05-1). In foreign and second language education, serious games have a great potential

because they have the ability to provide learners with specific language -learning
environments that contextualize knowledge, and immersive experiences in both inside and

outside of formal education (Meyer, 2009, p. 715).

Mastering fluency, however, is often difficul t to attain in classrooms, where a couple of
lessons a week may fail to provide the meaningful exposure to the target language that is
necessary for learning (Meyer, 2009, p. 715). As learning a language also requires oral
practice, the lack of exposure in classrooms affects one -on-one time between the learner
and the teacher to engage in a spoken dialogue (Morton et al. 2012, p. 1). Therefore,
computer games that include speech recognition and realistic Embodied Conversational
Agents (ECASs) that have a hum an form and know how to use their bodies in conversations
(Cassel, 2000) can provide another opportunity for learners to engage in a spoken
interaction in a simulation of reality, and thus increase not only the language exposure, but

also help to develop t heir communicative competence in the target language (Peterson,
2010, p. 89).

Virtual Reykjavik is an online language and culture training application for Icelandic
(Vilh jalmsson, 2011) that belongs into the category of serious/educational games. It is
designed for adult learners, who are beginners in Icelandic as a foreign (temporary
residents, or learners living outside of Iceland) or second language (permanent residents).

It uses Goog le speech recognition service for Icelandic 2, The virtual charactersé

are synthesized using the Ivona Text To Speech (TTS) system for Icelandic. The theoretical

approaches used in the application are Communicative Approach (Littlewood, 1981;

Richards, 2006), Task -Based Learning (Nunan, 2001; Ellis, 2003) and Game -Based Learning
(Meyer, 2009). As learners also need to undergo a certain preparation regarding

vocabulary, grammar and pronunciation before playing the game, to be able to interact with

virtual characters in particular social scenarios, the application further makes use of Context

Approach (Bax, 2003). While playing the game, the learners participate in specific
communicative tasks. After completing them, they proceed to the next task/leve I. Currently,
the game has only one scenario consisting of one scene, Tynda hljomsveitin 6 The Lost
with one chapter, Hvar er Hitt HUsid? 6 Wh er e iH&sioHi .t t

In order to find out what learners of Icelandic as a foreign language and second langu age

2 http://goo.gl/eSRnbv
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expect from Virtual Reykjavik to contain and learn, a short survey was conducted. The

survey did not only shed light on what expectations learners have from such a game, but

also provided information on the problem of using spoken Icelandic in face -to-face
conversations with native speakers in real life. After playing the game, another mixed -
method study was conducted that included those learners that showed interest in

participating. It informed about their general experience of playing the game, the g ameos
learning effect, and the reasons why such a game would be useful in the local context for

practicing spoken language skills.

Method

The study consisted of two separate investigations. A mixed -method study approach was
used, which enabled a  comparison of various data to achieve optimal results (Creswell,

2009, p. 213). The participation was anonymous but a written consent was obtained from

those who participated in the interviews and the playing session that involved video
recordings. The fir st study consisted of a survey, which was distributed among adult

learners of Icelandic as a foreign or second language in classes of the practical diploma and

the Dbachelords | evel at t he Unohevlearnsrs togk pastfin thec el and.
survey; they were from twenty different countries, eighteen female and three male, aged

19-40, either beginner s or intermediate level. The answers were collected online using

Google Forms with a protected access. The questions were as follows: 1) Which of the belo w
areas do you want to practice the most in the Icelandic language class?; 2) In a 3D game

Virtual Reykjavik, you can interact with other characters that appear there. Which of the

below areas do you want to practice your Icelandic in the most while playin g the game?; 3)
What do you think a 3D game should contain, or have, in order to make it fun for you to

learn and practice Icelandic?; 4) In your opinion, what pros and cons there are when you

can learn Icelandic in a 3D game, in which you can interact wit h other characters only in
Icelandic?; and 5) How do you feel when using Icelandic in a face -to -face interaction with its
native speakers?

The second part consisted of a mixed -method study that was conducted at the Black Hole
Laboratory in CADIA at Reykja  vik University. Six learners took part in this study. They were

four female and two male, from six different countries, aged between 22 -31, three
permanent and three temporary residents, five were beginners and one false beginner ®in
Icelandic. They were a  sked to play the first scene in Virtual Reykjavik. The playing session

was recorded on a video camera in order to find out how much interference (if at all) there

was from the instructor and how they reacted to the game. Immediately after playing, the

lear ners were given a questionnaire printed out on paper with eighteen questions to fill in.

The questionnaire was divided into three parts: (i) information about the participant; (ii) the

game; and (iii) virtual characters. Afterwards, an interview was conduc ted with each
participant. The following questions were asked: (1) Can you describe your general
impression from playing the game? ; (2) What did the game help you learn ?; (3) How did
you perceive the interaction with the agents ?, (4) Can you describe how t he agents
behaved when they interacted with you ?; (5) Was there anything eye -catching in the
game ?; (6) Did you find anything disturbing in the game ?; (7) Is there anything else you

would like to point out ? The aim of the interview was to examine the learn ersod gener al

perception of the game and their experience of playing it by focusing on these particular

T

areas: t he game, the interaction with wvirtual charac

multimodal behaviour when speaking to the learners, and what the game helped them to
learn. The answers from the questionnaires were collected in printed form, but the
interviews were audio -recorded using the application Voice Memos on an iPhone and

% A person who has lived in Iceland for a short time and has a very basic knowledge of Icelandic, but has started to
study it from thebeginning
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transcribed into a Word  -document. In addition, the playing sessions we re recorded on a
Canon EOS video camera, which turned out to be effective in providing information about
the |l earnersdé6 reactions while playing the game. The r e

in the following chapter.

Results

For a better orientation, the results have been divided into four main categories: skills,
game characteristics, advantages and disadvantages, and the use of spoken language in
face -to -face conversations.

Skills
According to the survey conducted in the first study, the results indicated that learners
expect to practice similar language skills in Virtual Reykjavik as in a traditional language

classroom, except for listening, which they expect to practice more in the application (see

Chart 1). The learning experience after playing the game, however, indicated that the
application helped them to practice speaking Icelandic (one of six learners) and learn

cultural information about the buildings (two of six learners). Three of six learners did not

feel they | earned anything. Five of six learners reported that the virtual characters spoke in

a clear and understandable way and it was easy to understand them, except for one novice -
beginning learner, who had difficulties understanding them. As the game is only a

prototype, it does not yet include any grammar help, and on account of that it does not

provide any active feedback on mistakes or language errors. Reading was not specifically

mentioned as part of | earnersd experience eylamneche game,
about the cultural sites when i n-ugiiind®ave and readiogdtted by open
cultural information about particular buildings/monuments. Some learners experienced
difficulties in understanding the transcribed text of the dialogue in | celandic, that appeared

in a text window below/in the bottom, and for this reason they suggested that an English
version of the same text should appear below.

Other
Cultural understanding
Listening
Speaking
Skills N
Writing
Reading

18°

Vocabulary

Grammar 14

0 5 10 15 20
Learners

In Virtual Reykjavik m In a language classroom

Chart 1: What skills learners expect to practice in Virtual Reykjavik compared to the traditional language classroom

Game characteristics
The survey in the first study indicated that learners, among others, expect the game to
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have a good storyline with particular conversational scenarios for speaking practice, a voice
recognition in order to be able to communicate with virtual characters that would take on

the role of native speakers and interact with others in the game, for th e characters to be
funny and entertaining, perhaps be able to tell a joke; as well as to receive feedback on

grammar and their choice of vocabulary, or suggestions for useful words or phrases

appropriate to the context, and to learn practical information, e.g. about the city.

The second study informed about | earnersd experience.

a simple storyline: the learner is a journalist, who is going to interview a music band, but

needs to find directions to the building Hitt Husid , where the music band is located. Half of

the learners (three of six) experienced the game as enjoyable and exciting, because they

could interact with virtual characters and listen to their answers . However, two of the six

participants thought the game wa s frustrating and boring, mainly due the speech
recognitionés inability to handle i mproper pronunciati
the sl ow movement of the | ear Mareoverstheg memtiomed thatthe t he game.

lack of introductory inform ation about the gameobs goal s and purpo
limitation to asking other questions than those presented in the tasks, caused frustration
One learner experienced the game as neither exciting nor boring.

Advantages and disadvantages
There are several advantages and disadvantages that the learners saw in the game. For

i nstance, one of the gamebdbs advantages would be to bui
virtual characters, because, as some learners indicated, one is neither blamed for mistake S,

nor does he/she need to be shy when speaking to virtual humans. Moreover, the ability of

the game to keep learners focused on using the target language, without having the option

of switching into English as is possible in real life, and thus practicing spoken
communication skills are also considered very advantageous as training in addition to the

classroom course.

As to the disadvantages, the learners expect from the game to receive less feedback on
grammar and vocabulary than they would normally do in a traditional language class from a
teacher, more laborious work with dictionary translating words they do not understand, and

more individual learning, which they feel may cause isolation and lead to boredom.

Four of six learners experienced the game to be advantageous for practicing spoken
communication skills. They mentioned that once the game is out and ready, it will make it

easier to practice verbal skills with virtual agents in virtuality, rather than wit h real people

in reality. Quoting from one | earner: AThe first step
in lceland itdéds really a big problem for | earning; and
speak [and communicate] with Icelandic peopl eo.

The use of spoken language in face -to -face conversations

In addition to the expectations and experiences, t he
feelings when using Icelandic in face -to-face conversations with native speakers. Fourteen

out of twenty -one le arners (67%) feel negative about it. Not only do they find it difficult to
understand natives, but they also feel insecure, stressed, embarrassed, childish when

making mistakes, or as one | earner indicates it i s fib
stumble t hrough what |l &dm trying to sayo. Some prefer swi
not even try speaking Icelandic. The survey indicated that they find it much harder to have

a regular conversation in Icelandic. On the other hand, seven out of twenty one (33%) feel

good and comfortable about it, even if they may be limited to conversations about
Aitransactions in storeso, or may ©prefer conversati ons
eliminated, when the natives understand the learners. According to one lear ner, it is

especially the old people that appreciate foreigners trying to speak Icelandic. After the
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learners experienced playing the game, four out of six indicated that it is easier to speak

with virtual characters in virtuality rather than with real peo ple in reality. As one learner

sai d: AThe first step for |l earning |l anguages spea
problem for l earning, and if you are a beginner, | 6s
peopl e, (é) so thatods [t pomt, sphameekcited abadt that". Far thisi c e

reason, it goes back to the gamebdbs advantages mentione
is ready it will enable learners practice spoken Icelandic at any time and from anywhere

with a computer connected to the Internet.

Conclusion

The findings indicated that leaners of Icelandic expect from Virtual Reykjavik  to learn skills

such as reading, writing, listening, speaking, grammar, vocabulary and culture, but with the

emphasis on listening. Some experienced a learning effect in culture and speaking, whereas

others reported they did not learn anything. Even thoug h the learners expected the game to
be fun playing, the only reported experience in this regard was when learners found it fun

speaking to virtual characters and awaiting what they were going to say. The learners also
experienced frustration and boredom, w hich was mainly caused either by the speech
recognitionés inability to recognize | earnersbd
avatars in the game, and the lack of information provided about the goals of the game.

The | earner 6 e ntpge oft tkedganee chel@ng them keep focused on the target
language and not switching into English was indeed experienced. They indicated that once the

game is ready it would make it easier for learners to practice spoken Icelandic. As most of the
learners feel insecure, distressed and intimidated when using Icelandic with native speakers in

real life, the game can bridge this gap and become a practical tool for practicing Icelandic, and

thus prepare learners for using it in real life. As Iten and Petko (201 6) suggest, it is usefulness
and simplicity rather than fun in playing games that is the predictor of a learning success (pp.

158 -161). On account of this, Virtual Reykjavik  has a great potential especially in the local
context where practicing spoken Icel andic face -to-face with native speakers appears to be
difficult. This study also triggers a further debate about the situation of learning less commonly

taught languages in other countries, in which English is widely used as lingua franca for
general commu nication purposes and native speakers often prefer using it above their own
language when speaking to foreigners.

CALL in Context

This article discusses the usefulness of Virtual Reykjavik, which is an online language - and

culture -training application f or Icelandic, in a local context. Based on a short survey, it
moreover informs about the situation when learners of Icelandic, who live temporarily or

permanently in Iceland, experience difficulties in practicing spoken Icelandic face -to-face
with local sp eaker s . It mi ght be due to the natives?d

speaking face -to-face to foreigners in real life. As the application uses Google speech
recognition for Icelandic, which allows the learners to speak to virtual characters, and the
IVONA voice synthesizer, which allows the virtual characters to speak to learners, spoken
practice can be made possible online and with virtual characters.

In order to simulate real -life conversations, the virtual characters in the game speak and
behave s imilarly to native speakers of Icelandic; they also use their bodies in conversations

as real humans do in real life, and therefore appear more realistic. Learning language and

culture via this application may be more useful especially for beginning learne rs of Icelandic
who need to gain more confidence in the use of spoken language in real -life conversation.
Once the game is fully developed, the learners will receive feedback on various aspects of
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language, which will even more contribute to the contextual ization of the learning process

outside of the language classroom. Mor eover, the | earnersd expectation
support the view that such application can be fun playing and have a learning effect

regarding language skills and culture.

Despite the learners being exposed to the target language culture by living in the country,

many of them indicate they feel intimidated or nervous when speaking to natives.

Therefore, the design of this tool appears to be very practical for bridging this barrier in t he
local context. This triggers another question whether a similar observation can be made in

other countries.

References

Bax, S. (2003). The end of CLT: a context approach to language teaching. In ELT Journal
57 (3). Oxford University Press. Retrieved from
http://people.exeter.ac.uk/msp203/MEd%20Formative%20Assignment/The%20End%200f
%20CLT.pdf

Cassell, J. (2000). Nudge Nudge Wink Wink: Elements of Face -to-Face Conversation for
Embodied Conversational Agents. In Cassell, J., Sullivan, J., Prevost, S., and Churchill, E.
(Eds.), Embodied Conversational Agents , pp. 1 -27. Cambridge. MIT Press. Retrieved from
http://www.justinecassell.com/publications/ECA_Cassell.chapter.to_handout.pdf

Cresswell, J. W. (2009). Resear ch Design: Qualitative, Quantitative, and Mixed Methods
Approach (3 "™ Ed.). Sage Publications

Ellis, R. (1991). The interaction hypothesis: critical evaluation. Paper presented at the
Regional Language Seminar, Singapore, March 1991. Eric I US Department of Education.
http://files.eric.ed.gov/fulltext/ED338037.pdf

Iten , N. and Petko, D. (2016). Learning with serious games: Is fun playing the game a
predictor of learning success? In British Journal of Educational Technology 47 (1), pp. 151 -
163.d 0i:10.1111/ bjet.12226

Littlewood, W. (1981). Communicative Language Teaching: An Introduction . Cambridge
University Press. Paperback.

Meyer, B. (2009). Designing serious games for foreign language education in a global
perspective. In A. Méndez  -Vilas, J. Mesa Gonzélez, J. A. Mesa Gonzélez & A. Solano Martin
(Eds.), Research, reflections and innovations in integrating ICT in education (Vol. 2, pp.
715-719).

Morton, H., Gunson, N., & Jack, M. (2012). Interactive Language Learning through Speech -
Enabled Virtual S cenarios . Advances in Human -Computer Interaction , 1-14.[389523]. DOI:
10.1155/2012/389523

Nunan, D. (2001).  Designing Tasks for the Communicative Classroom . Fifteenth Printing.
Cambridge University  Press

Peterson, M. (2010). Computerized Games and Simulations in Computer - Assisted Language
Learning: A Meta -Analysis of Research. In Simulation and Gaming 41(1), pp. 72 -93.
Retrieved from http://hstrik.ruhosting.nl/wordpress/wp -content/uploads/2013/03/Pe terson -

81


http://dx.doi.org/10.1155/2012/389523

Simulation -Gaming -2010.pdf

Prensky, M. (2001).  Digital Game -Based Learning . McGraw Hill Trade. Retrieved from
http://www.marcprensky.com/writing/Prensky%20 -%20Digital%20Game -
Based%?20Learning -Ch5.pdf

Richards, J. C. (2006). Communicative language teaching today. Cambridge University
Press.

Vilhjdlmsson, H. H. (2011). Icelandic language and culture training in Virtual Reykjavik. The
Icelandic Research Fund 2012. Project Grant i New proposal (pp.1 -13)

82



Anke Berns, Manuel Palomo -Duarte, Juan Manuel Dodero
University of Cadiz, Cadiz, Spain
anke.berns@uca.es; manuel.palomo@uca.es; juanma.dodero@uca.es

A mobile learning system to allow students developing their own learning
resources

Bio data

Anke Berns currently holds a position as a Lecturer o f German at the
University of C4 diz (Spain) receiving her PhD in 2002. Her research interests
focus especially on the use of new technologies in the teaching and learning

Re of foreign languages. Anke is particularly interested in design  -based research,
“‘ N 'eamer motivation and needs.

Manuel Palomo -Duarte holds a Degree in Computer Science from the
University of Seville and a PhD from the University of Cadiz (Spain). He is
currently a Lecturer for Computer Science at the University of Cadiz. His
teaching focuses on subjects related to web science and serio us games using
open -source software. His main research interests are learning technologies

and collaborative development.

Juan Manuel Dodero holds a Degree in Computer Science from the
Polytechnic University of Madrid and a PhD from the Carlos Il Unive rsity of
Madrid (Spain).  Since 2008 he holds a position as an Associate Professor of

the Computer Science Department at the University of Cadiz. His main
research interests are web science, engineering and technology -enhanced
learning.

Abstract

In a context where language classrooms are plagued by high enrolment numbers and limited

contact hours & hence, low exposure to the target language 0 we started exploring the
possibility of designing a mobile learning system to provide students with additional language
practice beyond the classroom. In this paper the authors share their experience with the

design and implementation of a multi -lingual app, called Guess it! Language Trainer in a CEFR
Al level German language course . One of our main concerns, when designing Guess it!, was to

develop a learning environment which allows students to actively participate in their own

learning process, by sharing and jointly building their language knowledge with other learners.

With this purpose in mind we designed a c ommunity -driven learning system that requires
students first to learn vocabulary by guessing words through a given context; then to assess

and, eventually report the words they have worked on and later, to create and propose their

own words in context for one or more terms from the course syllabus. Once students have
introduced their own words in context, these become part of the learning system 0 hence being
available to the entire learner community. By designing an app that allows students to actively

parti cipate in the design of their own learning resources the authors were able not only to pay
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