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Preface

Salomi Papadima-Sophocleous'

With EUROCALL reaching its 23rd year, it has truly earned its status as an
innovative conference with a mind of its own — a thought-provoking scientific
gathering with high aspirations for the future. This is what we have tried to reflect
in this volume of selected short papers. Short papers are an ideal forum for work in
progress and late breaking results. As such, this volume captures exactly what CALL
Communities and Culture represent: papers that are all trying to say something new
and different, whether at a theoretical and practical level or in terms of research
carried out in non-traditional areas or using novel methodologies.

The 23rd EUROCALL conference was organised by the Cyprus University of
Technology Language Centre — the first time that EUROCALL has been held in
Cyprus. More than 260 delegates representing 37 different countries attended the
conference held between 24th and 27th August 2016.

The theme of the conference this year was CALL Communities and Culture. It
offered a unique opportunity to hear from real-world CALL practitioners on
how they practise CALL in their communities, and how the CALL culture has
developed in local and global contexts. CALL has moved from traditional drill-
and-practice programmes in the 1960s and 1970s to more recent manifestations
of CALL, such as the use of interactive whiteboards, corpora and concordances,
computer-mediated communication as well as the applications used in virtual
learning environments and e-learning, virtual worlds, gaming and mobile-assisted
language learning. Keeping an eye on the latest changes and on the future and
being well informed are critical success factors for the CALL community.

Over 135 presentations were delivered and 27 posters were presented on topics
related specifically to the theme and more general CALL topics. 84 of these appear
in this volume.

Cyprus University of Technology, Limassol, Cyprus; salomi.papadima@cut.ac.cy
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Preface

Our keynote speakers, who came from both within and outside the sphere of
CALL, contributed greatly to fostering a greater understanding of how we might
conceptualise CALL Communities and Culture, that is, the different angles we can
view communities and culture within CALL practice and research. Looking into
different CALL communities and cultures, building new ones and exploring their
possibilities, looking into interdisciplinary communities and cultures that CALL
can benefit from, these are some of the issues that our keynote speakers presented,
explored and questioned.

The Graham Davies keynote speaker, Mark Pegrum, presented the possibilities of
mobile learning in its various forms and the implications of this kind of learning
for language learning across the various cultures. This new learning methodology
adopts 21st century skills, assists in the construction of new communities and
allows the various cultures to develop within their own spectrum of abilities and
possibilities. Understanding how mobile learning works around the globe allows
us to also develop our own learning contexts and provide the optimal kinds of
mobile learning that will be beneficial for our own learners in our specific academic
environments.

Panayiotis Zaphiris presented an empirical study of an online learning community
that worked closely with the course design team under the participatory design
process. This design process was implemented for a large online course of
English speakers learning Greek and included four stages: establishing bridges
with the proposed learner, identifying user needs and implementing suggestions,
developing prototypes and finally providing feedback. The progress of the
learners was constantly monitored and analysed throughout all stages. This
participatory design methodology was based on the constructionism pedagogical
theory.

Leila Kajee analysed the influence of digital technology on our everyday lives.
Societies in developed countries are exposed to a massive amount of information
which is available in many forms: video, text, image and audio. Even more so
in the children’s world, where, in their spare time they have the opportunity
to retrieve information in the form of images, stories and so on. To prove her
argument she presented three case studies which clearly indicate the construction
of digital identity and how students engage in social networking practices.
Leila Kajee used new literacy studies as a framework to provide a theory of
literacy practices and the work of Hall among others to theorise identity. She also
presented further implications of digital identity construction regarding teaching
and learning.

xiii



Salomi Papadima-Sophocleous

Recordings of these keynote addresses, as well as the full programme and session
abstracts may be found at the conference website (http://eurocall2016.org/).

We thank all of the participants of the EUROCALL 2016 conference and the
presenters.

All submissions for this volume have been rigorously reviewed: submissions
received an average of two external reviews and were then subjected to further
meta-reviewing.

Producing this volume has been a joint effort of authors, reviewers, category co-
chairs and the entire organising committee who contributed much time and effort.
We would like to thank all contributors who reflect the enormous variety of topics
which were addressed at this exciting event and the quality of the presentations.
Without you this conference could not have taken place. We hope you will enjoy
reading the volume as much as we have — the editors —, during its preparation. We
hope that the essence of the EUROCALL2016 conference has been communicated
to you through this volume.

KaAn Avayvoon! (Enjoy reading these papers!)
Salomi Papadima-Sophocleous
Conference chair of EUROCALL2016
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The impact of EFL teachers’ mediation in wiki-
mediated collaborative writing activities
on student-student collaboration

Maha Alghasab'

Abstract. This paper focuses on how teachers mediate wiki collaborative writing
activities, and the impact of their mediations on students’ collaboration. It is based
on a study conducted with three English as a Foreign Language (EFL) teachers and
their students (aged 17-18 years) at two government-funded girls’ high schools in
Kuwait. The selected groups of students, supported by their class teachers, carried
out wiki collaborative writing activities over a period of eight weeks. The writing
activities were tracked from conception to completion, by closely analysing the
wiki discussion and edits, in order to explore the process of interaction. This was
triangulated with interview data with teachers and students to gain deeper insights.
The results show that, despite the fact that all groups of learners and teachers
received a similar type of training and worked on the same activity, there were
some variations in the level of their collaboration. Teachers played an essential
role in shaping the way that learners collaborated; i.e. some teachers’ behaviours
promoted collaboration, while others hindered it. Although it can be acknowledged
that the wiki is a powerful tool for student-centred collaborative writing, it can
also be argued that the role of the teacher is indispensable, and the right kind of
teacher intervention is critical to the success of collaborative writing, especially in
educational contexts that are similar to Kuwaiti schools. Therefore, professional
training is required in order to raise teachers’ awareness of effective pedagogy in

supporting wiki-mediated collaborative writing activities.

Keywords: wiki, collaborative writing, teacher mediation, student collaboration.

1. University of York, York, United Kingdom; drmahaalghasab@gmail.com
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Maha Alghasab

1. Introduction

The use of wiki has captured the attention of researchers because of their potential
for promoting collaborative writing, which is the process whereby two or more
writers compose a text (Storch, 2005). Wikis have been proposed as tools to
promote collaborative interaction, i.e. interaction that is rich in reciprocal feedback,
consideration of another’s proposal, using a first person plural pronoun (we)
throughout the activity (Li, 2013) and co-constructing the wiki text together by
adding, expanding and correcting each other’s text (Bradley, Lindstrom, & Rystedt,
2010). To date, studies conducted on student-student (S-S) interaction have reported
mixed findings: some document a high level of collaboration (Li, 2013) whereas
others observe instances of writing individually in a cooperative manner (Bradley
et al., 2010), a reluctance to edit each other’s texts (Lund, 2008), and unequal
participation (Li & Zhu, 2011). Therefore, computer-assisted language learning
researchers have called for more teacher intervention in the wiki context (e.g. Lund
& Smerdal, 2006). However, previous wiki studies have not investigated this topic
in depth. Given the prominent role that teachers play in promoting collaboration, as
reported in other Face-To-Face (FTF) studies (e.g. Yoon & Kim, 2012), this study
aims to qualitatively analyse the nature of teachers’ interventions and how this
influences the students’ collaboration in the wiki context. The following research
questions are proposed:

e How do EFL teachers mediate students’ interaction in wiki-based
collaborative writing activities?

*  What s the impact of their mediations on the level of students’ collaboration?

2. Method

2.1. Approach, context and participants

A qualitative multiple case study design was adopted. One embedded case, a group
of four learners working together, was selected for in-depth exploration from
each teacher’s class. Based on students’ self-reported data of the behaviours in
FTF collaborative activities, representative groups — in which there was a mix of
students reporting both collaborative and non-collaborative orientations — were
selected for in-depth exploration. The cases refer to the interactions of three small
groups of learners with their teachers, with each interaction as a bounded system.
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The study was conducted in two government-funded girls” high schools in Kuwait,
where English is taught as an obligatory subject five times a week. Using a
convenient sampling method, three twelfth grade EFL teachers and their classes
were recruited to participate in this study. All participants were non-native English
speakers, their first language being Arabic. The students were all female, Kuwaiti
learners of EFL, and their ages ranged from 17 to 18 years old. In the three groups,
learners were asked to design a poster about Kuwait. Three PBwiki platforms were
created for the purpose of the study. Each group was assigned a sub-topic, however,
within each group there was no division of labour. The study was conducted in the
second academic term, in February 2014, and lasted for 13 weeks. Table | presents
the data collection timeline.

Table 1. Data collection timeline

Weeks 1 & 2 Week 3 Weeks 4 - 11 Week 12 Week 13
Orientation/ Students’ Out of class Teachers’ Students’
background training. wiki activity post activity post activity
questionnaire (designing interview. interview
and interviews. a poster). (individual
Teachers’ wiki Week 7 & interview).
training. 11 teachers’

stimulated recall

interview.

2.2. Data collection methods and analysis

Data was collected through a systematic observation of the wiki discussion and the
page history, teachers’ stimulated recall interviews, and semi-structured interviews
with teachers and students. To characterise teachers’ interventional behaviour and
students’ levels of collaboration, a framework was developed combining a priori
(i.e. pre-established; used in previous research) and a posteriori (i.e. emerging
from the data) categories. Teachers’ interventional behaviours were classified into
three levels: organisational, socio-cognitive, and socio-affective (Mangenot &
Nissen, 2006). The three levels of interaction were also used to refer broadly to
how students interacted. Within each level, in the manner of Li (2013) and Arnold,
Ducate, Lomicka, and Lord (2009), contributions to the discussion were further
classified according to their functions (e.g. organising the work, seeking peer
feedback, expressing emotions). Previous framework categories were considered in
order to analyse editing behaviours (e.g. Mak & Coniam, 2008), including adding
new ideas, expanding ideas, reorganising ideas, correcting, deleting, and synthesis
of information. The unit of analysis was defined as either a post to the discussion
forum or an edit action. Interview data was also coded thematically according to
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their focus (organisational, socio-cognitive, and socio-affective levels). In order to
enhance the reliability, the framework and its categories were explained to another
researcher, and then the process of coding 15% randomly selected extracts was
done independently by both researchers. Instances of agreement and disagreement
were counted, and following Miles and Huberman’s (1994) inter-coder reliability
formula, the inter-rater agreement reached 86.9%. The discrepancies were resolved
by discussion.

3. Findings and discussion

Analysis of the teachers’ and students’ interactions in the wiki suggests that, despite
the fact that all teachers and students received similar types of training and worked
on a similar type of activity, there were variations in the level of collaboration
across the three cases (see Figure 1), which upholds the findings of previous studies
(e.g. Arnold et al., 2009; Li & Zhu, 2011). The results also show that the way in
which teachers intervened in the activity had an impact on the level of collaboration
among students at organisational, socio-cognitive, and socio-affective levels. For
example, Case 1 teacher employed a very structured approach: she divided the
work among the students, gave direct task instructions, used an authoritative tone,
immediately answered students’ language-related questions, and edited their wiki
text. In direct contrast, Case 2 teacher only intervened in order to encourage students
to participate, by suggesting ideas for the text, although she edited the students’
text. She appeared to assume that the students would autonomously engage in
collaborative dialogue and the co-construction of the wiki text. On the other hand,
Case 3 teacher intervened in order to encourage collaboration, by establishing a
wiki culture of collaboration and positioning herself as a co-learner, in an effort
to promote collaborative dialogue; she asked questions about students’ language
use, modelled editing behaviours, and explicitly encouraged students towards such
behaviour.

An examination of student-student interaction indicates that the teachers’
interventional behaviours influenced how students interacted. Figure 1 shows the
less collaborative group (Case 1), where the teacher structured the activity, students
wrote individually, as instructed, ignored others’ suggestions, rejected others’ edits
and depended on the teacher, with instances of seeking feedback occurring most
frequently between the teacher and a student, rather than between students. In
Case 2, where the teacher stepped back and intervened rarely, students failed to
engage in a high level of collaboration, which supports the findings of previous
research (e.g. Lund & Smerdal, 2006). Although the students’ writing behaviours
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involved adding to and expanding on each other’s ideas, they rarely engaged with
each other in a collaborative dialogue by seeking and providing feedback on the
text. In Case 3, the teacher’s mediation of the students’ interaction caused them to
gradually engage in collaboration. High levels of collaborative behaviours emerged,
including writing collaboratively by adding to, expanding on and correcting each
other’s existing texts, and engaging in a collaborative dialogue by questioning,
elaborating on and suggesting alternatives to each other’s language use. These
collaborative behaviours have also been reported in other studies (Li, 2013), in
which learners were novices individually and experts collectively.

Figure 1. Teachers’ intervention and learners’ interaction
Case 1 Case 2 Case 3
Ms. Susan Ms. Danah Ms. Wesam
= Divided the work = Stepped back = Promoted a wiki culture of
= Direct edits = Direct edits collaboration
g = Immediate responsesto *® Suggested ideas = Modelled editing
g g students’ questions = TUsed an authoritative ‘behaviours
= 2 = Used an authoritative tone = Positioned herself as a co-
S § tone learner
=8 = Used a friendly tone
= Writing individuallyin = Adding and expanding = TWriting collaboratively
parallel on each other’s ideas (adding, expanding on and
= Dependence on the = Dependence on the editing each other’s text)
teacher teacher = Instances of collaborative
= Occurrence of non- =  Absence of dialogue and collective
o collaborative collaborative dialogue scaffolding
8 behaviours (refusing = Sug ion are = Predominant use of the
9 others” incorporated into the first person plural pronoun
= edits/suggestions are text
‘g never incorporated into ®* Frequent use of first
o the text). and second person
= Absence of pronouns
collaborative dialogue
= Frequent use of first
and second person
pronouns
Non-collaborative o .
interaction Collaborative interaction
4. Conclusion

Although wiki is a powerful tool for student-centred collaborative writing, the role
of the teacher is indispensable, and the appropriate kind of teacher intervention
is critical to the success of collaborative writing. This study has showcased how
certain teachers’ behaviours directly impact how students collaborate. Thus,
professional training is required in order to raise teachers’ awareness of effective
pedagogy in supporting wiki-mediated, student collaborative writing.
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Towards the development of a comprehensive
pedagogical framework for pronunciation
training based on adapted automatic

speech recognition systems

Saandia Ali'

Abstract. This paper reports on the early stages of a locally funded research and
development project taking place at Rennes 2 university. It aims at developing a
comprehensive pedagogical framework for pronunciation training for adult learners
of English. This framework will combine a direct approach to pronunciation training
(face-to-face teaching) with online instruction using and adapting existing Automatic
Speech Recognition systems (ASR). The sample of learners chosen for the study are
university students majoring in Arts, Literature or Communication at graduate and
undergraduate level. These students might show an advanced mastery of grammar
and syntax, but their spoken English remains heavily accented and may hinder
effective communication. A considerable body of research has already investigated
the efficacy of ASR systems for pronunciation training. This paper takes stock of
how Computer Assisted Pronunciation Training (CAPT) software has been used
and developed so far and looks at further potential improvements to address bad
pronunciation habits among French learners of English.

Keywords: computer assisted pronunciation training, automatic speech recognition,
CALL system design, ESL.

1. Introduction

Pronunciation is an area of teaching which is often neglected, probably because
teachers lack time and often resources to enable them to tackle phonetic and
phonological competences. In most French universities, classes are overcrowded (up
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to 40 students per group) and the emphasis is placed on fluency and communication
skills rather than phonetic accuracy. In addition to this observation, most teachers
do not feel confident with teaching pronunciation as they often haven’t received
any training themselves.

Under these circumstances, students experience performance anxiety, and they only
have a limited amount of time for teacher-student interaction and individualized
feedback. As mentioned by Eskenazi (1999), “[l]Janguage learning appears [to
be] most efficient when the teacher constantly monitors progress to guide [...]
remediation or advancement” (p. 450).

CAPT programs (Abuseileek, 2007) could help realise these goals by offering
individual practice and feedback in a safe environment. Recent ASR based CAPT
programs include Subarashii (Entropic HTK recognizer), VILTS (SRI recognizer),
FLUENCY (Carnegie Mellon University SPHINX recognizer), Naturally Speaking
(Dragon Systems), and FluSpeak (IBM ViaVoice recognizer).

We intend to build on these existing programs and on previous research to develop
a set of tools to address bad pronunciation habits among French learners of
English. In an attempt to do so, the rest of this paper will elaborate on the following
questions:

*  How have ASR systems been used to teach pronunciation?

*  What improvements are still needed to develop an ideal pronunciation
training framework for French learners of English?

2, Using ASR systems for pronunciation training:
an overview of existing tools and previous research

2.1. Smartphone commercial apps

The simple act of googling ‘pronunciation training apps’ shows the considerable
number of tools and software available to help people acquire good pronunciation.
Two main types of pronunciation training apps can be found: those that target
a wide variety of users ranging from students to other users, including tourists
or occasional users, and those that were developed by teachers or researchers
specialising in the domain of language learning and teaching. The first type of apps
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(see for example pronunciation checker?, English pronunciation checker® or Vowel
Viz* for iPhones) are used to check or verify the accuracy of one’s pronunciation
in a number of contexts. Pronunciation checker is a multilingual app based on
databases of up to 1000 words for each targeted language and enables the user to
listen to the production of a word, practise saying it via a recording device and
then obtain an evaluation of the resulting production as a ‘score’. There are two
proficiency levels: easy and hard. This type of app usually lacks depth and doesn’t
include any linguistic or didactic information as an input or as a diagnosis, which
is often limited to a numerical score.

The second kind of app is based on more in-depth linguistic and sometimes
pedagogical content (see for example Sounds pronunciation apps® by Macmillan,
English pronunciation® by Kepham or Speech Ace’). Most of these apps focus on
pronunciation training at segment level and include pre-training tasks and content
which revolve around interactive phonemic charts and illustrated descriptions of
the articulatory features of the sounds of English. Recording facilities are also
included along with diagnoses of learners’ productions that can be compared with
targeted productions in the chosen model (often US or UK English).

2.2. Experimental research aiming at CAPT software development

Numerous studies have tackled the question of ASR efficacy for CAPT (see e.g.
Hinks, 2001). In this section, we present a brief overview of three representative
studies (i.e. Elimat & Abuseileck, 2014; Escudero & Tejedor-Garc, 2015; Kim,
2006) that led to the development and testing of experimental ASR-based software
for pronunciation training in English. They provide three different examples of
how ASR systems and pronunciation teaching strategies can be tested and reveal
the remaining challenges of current ASR technology.

Escudero and Tejedor-Gare (2015) introduce the architecture and interface of a
serious game intended for pronunciation training and assessment of Spanish
students of English as a second language. Android ASR and text to speech tools
make it possible to discern three different pronunciation proficiency levels, ranging
from basic to native. The authors use minimal pairs to promote learners’ awareness

2. https://play.google.com/store/apps/details?id=com.app.pronunciation_checker
3. https://play.google.com/store/apps/details?id=com.eapp.pc

4. https://itunes.apple.com/us/app/vowelviz/id740035896?mt=8

5. https://play.google.com/store/apps/details?id=com.macmillan.app.soundsfree
6. https://play.g .com/store/apps/details?id=com.study.english.pronunciation
7. http://www.speechace.com
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of the potential misunderstandings and wrong meanings that can result from too
approximate productions of phonemes.

Elimat and Abuseileek (2014) use the ‘Tell me more performance’ program to test
the efficacy of ASR systems as well as various teaching techniques (i.e. individual
work, pair work, group work) to train third grade learners of English. The best
results were obtained with the group of students who worked individually with the
ASR system.

The study of Kim (2006) resulted in the creation of Fluspeak, which is an ASR
based pedagogical software used to teach US English pronunciation. It was tested
with 36 university students through a hybrid teaching approach mixing Face to face
teaching with individual work with the software. The study included a comparison
between human scoring and automatic scoring with Fluspeak. Although Fluspeak
gave good results with beginners focussing on phoneme production, it gave poor
results overall for advanced learners trying to gain fluency.

On the whole and to our knowledge, most CAPT softwares show promising
results and very positive impacts on the pronunciation of segmental sounds among
various types of learners. Prosodic features and fluency generally speaking are
areas of pronunciation training that still seem to require further research and
development.

2.3. Towards enriching an ASR based pronunciation training
system with linguistic and pedagogical content

Drawing conclusions from previous research and from an evaluation of commonly
used CAPT software, this section provides an outline of the intended enrichment and
development steps that need to be taken to develop a comprehensive pedagogical
framework for pronunciation training. Three main steps were identified:

» selecting an open source ASR system to be adapted and further enriched
to suit our purposes;

« enriching input data with prosodic information: selecting prosodically
labelled corpora (L1 English, L1 French, L2 French);

» providing didactized content: targeted feedback, diagnosis, post-task
courses and further practice.

10



Towards the development of a comprehensive pedagogical framework...

Several open source speech recognition toolkits are available for research and
development (see (Gaida et al., 2014; Povey et al., 2011). Gaida et al. (2014), for
instance, compare the most commonly used open source softwares and show that
the Kaldi toolkit is the most efficient and easier to adapt than the CMU sphinx
toolkit for instance.

The common approach to recognize speech is to take a waveform, split it in
utterances by silences and then try to recognize what is being said in each utterance.
In order to do so, all possible combinations of words need to be tested and matched
with the audio so as to select the best matching combination. Three models are
used to complete the matching process: the acoustic model (acoustic properties for
each phoneme of the target language), the phonetic model or phonetic dictionary
(with the mapping from word to phone) and a language model (defining which
word can follow another and restrict possible combinations).

Starting from the Kaldi toolkit, prosodic information can be added at the level of
the acoustic model, which is usually based on large corpora annotated at segment
level. We propose to use our own corpus developed in previous studies (see Ali,
2010; Ali & Hirst, 2009) to train Kaldi with prosodically annotated data in English.
The chosen intonation model for this corpus is defined in Hirst and DiCristo
(1998) and based on automatic modeling of rhythm and intonation via the Momel-
Intsint algorithm (see Hirst & Espesser, 1993). Learner corpora (Diderot Longdale
corpus and CIL corpus) will also be used to train the ASR system to recognize the
productions of French learners of English at various proficiency levels (beginner,
intermediate, advanced).

Once the recognition process has successfully taken place, pedagogical content
will be added. Three kinds of tasks will be introduced:

» reading tasks based on isolated words (to assess phoneme production in
monosyllabic words and word stress in polysyllabic words);

» reading tasks based on full utterances (to assess rhythm and intonation);

e conversation and guided interaction with virtual agents (to develop
interaction skills, fluency and discourse level prosodic features).

Explicit feedback and diagnosis will be provided for each type of task using
recording facilities along with Praat and Momel-Intsint representations to visualize
productions and compare them to the target models.

11
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3. Conclusion

Related studies such as Elimat and Abuseileck (2014) have shown that the ideal ASR
software for CAPT should include at least five phases: ASR, automatic scoring on
the basis of the comparison between a student’s utterance and a native’s utterance,
error detection and error diagnosis. Starting from these essential characteristics and
an evaluation of existing software, further improvements and preliminary steps were
proposed in this paper in an attempt to develop a pronunciation training framework
for French learners of English. The first steps mainly consist in enriching an existing
open source ASR system with prosodic information to tackle the limitations of ASR
tools when used to provide feedback at sentence and discourse level. This could
be achieved by training ASR systems with both native and non-native speakers’
prosodically labelled corpora. Further steps include the provision for enriched
pedagogical content once the recognition process has successfully taken place.
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Digital literacy and sustainability — a field
study in EFL teacher development

Christopher Allen' and Jan Berggren?

Abstract. This project introduces the concept of digital literacy at a practical
level to a group of EFL teachers within the context of a single work place; a
technologically well-resourced upper secondary school in Sweden. English
teachers were provided with a theoretical and practical overview of the digital
literacy concept as described by Dudeney, Hockly, and Pegrum (2013) before
being given the task of each teaching a lesson. The teachers’ reflective experiences
of incorporating digital literacy into advanced level English teaching were then
evaluated through a focus group interview. The results obtained show the efficacy
of incorporating small scale exploratory practice research projects alongside busy
teaching schedules and administrative demands as well as developing teachers’
perspectives on Information and Communications Technology (ICT) in the English
as a Foreign Language (EFL) classroom. In addition, the project has promoted
synergies and collaboration among a school staff engaged in the long-term goal of

continued professional development.

Keywords: digital literacy, exploratory practice, in-service training.

1. Introduction

1.1. In-service training and ICT

In the era of digitalization, modern language teacher training faces significant
challenges in responding to the pace of technological and educational change
and incorporating these developments into a coherent blueprint for classroom
practice. Digital literacy, as described by Dudeney et al. (2013), offers one possible
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framework to facilitate the integration of ICT and a language subject such as
English. This publication provided EFL teachers with a comprehensive framework
for the incorporation of Web 2.0 digital technology into their daily classroom
routines.

This paper describes a small-scale project to introduce digital literacy to a group of
EFL teachers. The teachers were first introduced to the digital literacy framework
before being asked to select one or more digital learning activities which they
should teach and then evaluate. The evaluation of their experiences was carried out
in the form of a video recorded collegial focus group interview.

1.2.  Perspectives on teaching training

Beginning in the 1980s, perspectives on professional teacher development
have increasingly focused on teachers as reflective practitioners (Schon, 1983).
Inspired by reflective practitioner perspectives, subsequent authors have suggested
a formalization of the professional development process in the form of action
research; small-scale research projects carried out by teachers in their classroom
contexts in response to a perceived problem (Kemmis & McTaggart, 1982). The
action research tradition has, however, tended to be individualistic, with a focus on
individual teachers focusing on problems in isolation. The work of Burns (2001)
puts the spotlight instead on collaborative action research initiatives with the
potential for staff to learn from one another in exploiting the potential synergies of
collegial efforts.

More recently within language education, Exploratory Practice (EP) was put
forward as a possible method for teachers investigating solutions to educational
problems (Allwright, 1993; Allwright & Bailey, 1991; Allwright & Lenzuen,
1997). This alternative approach is a recognition of the significant demands made
by reflective and action research projects on the working lives of busy teachers.
A central tenet of the EP framework is bringing teachers together and promoting
collegiality as an activity “best served if all involved are manifestly working for
each other’s development as well as their own” (Allwright, 2003, p. 129 quoted in
Hanks, 2015, p. 614).

1.3. Digital literacy
In a series of recent publications (Hockly, 2012; Dudeney et al., 2013), digital

literacy has been put forward as a means of seamlessly integrating technology into
the foreign language classroom.
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Table 1.

Digital literacy focus areas (adapted from Dudeney et al., 2013, p. 6)

Language focus

Information focus

Connections

(re-)design

print literacy

texting literacy

search literacy

hypertext literacy

tagging literacy

personal literacy

multimedia literacy

information literacy

network literacy

gaming literacy

filtering literacy

participatory literacy

mobile literacy

intercultural literacy

code literacy remix literacy

The outline has been favourably received by the international EFL community.
However, White (2015) has criticized the framework for a perceived imbalance in
its focus on the receptive rather than productive skills.

2. The study

Eight English teachers with between two and 21 years’ teaching experience at a
large upper secondary school in southern Sweden took part in the study. The design
of the project encompassed three practical stages:

* two initial seminars/workshops offering teachers a theoretical and practical
overview of the concept of digital literacy as well as outlining the teaching
task;

* teaching of a digital literacy-based lesson using one of the 50 activities
provided in the Digital Literacies resource book;

* a concluding focus group interview in which the teachers offered their
experiences of integrating digital literacy into advanced level English
teaching.

Each teacher taught at least one lesson based on lesson plans provided by Dudeney
et al. (2013). After teaching their lessons the teachers were gathered in a focus
group interview where the teachers provided their reflective experiences of (1)
incorporating digital literacy into advanced level English teaching at the school,
(2) the extent to which digital resources can replace or augment ‘traditional’ course
books and finally (3) the efficacy of lesson evaluation as a form of exploratory
practice. The focus interview was recorded and transcribed for further analysis.
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Table 2. Outline of teacher activities and digital literacy areas in the focus group

Teacher | Activity from Aim Digital
resource book literacy
EL No. 12: Sales produce an advertisement multimedia
Techniques in the form of a vodcast
SJ No. 27: Tree octopus | raise awareness of the importance information
of evaluating information on websites,
by visiting a number of spoof websites
JK No.3: Faking it raise awareness of social personal,
networking profiles, online identity network
and identity management
MO No.17: Choose your | raise awareness of and gaming
own adventure implement basic game design
No. 18: History hunt | create a local history quiz in the multimedia,
form of a multimedia mobile app gaming
DS No. 4: Extreme raise awareness of how to print,
Weather convey a message via different information
genres of online text
No. 6: raise awareness of codeswitching texting, print
Codeswitching
AS No. 12: Sales produce an advertisement multimedia
Techniques in the form of a vodcast
No. 44: Vox Pop make a vodcast about culture intercultural,
multimedia
MSB No. 6: raise awareness of codeswitching texting, print
Codeswitching
No. 12: Sales produce an advertisement multimedia
Techniques in the form of a vodcast

3. Results and discussion

The responses to the interview questions are presented below in accordance with
the three focus areas outlined above.

3.1. The teachers’ reflective experiences of incorporating
digital literacy into advanced level English teaching

The teachers all agreed that the integration of digital literacy into advanced level
English teaching greatly stimulated interest in learning English, especially among
pupils who had opted formore practical, vocationally-orientated subject combination
profiles. Teachers responsible for more academically-orientated subjects in the
Technology Program were also positive, claiming that the incorporation of digital
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literacy into their EFL classrooms had inspired their pupils. Staff also reported that
the opportunity to work with intercultural literacy was most appreciated by the
pupils involved. Pupils were offered the opportunity to explore communication in
a cultural content involving people coming from other cultures, through Skype or
recording a video presenting their hometown.

3.2. The extent to which digital resources can replace
or augment ‘traditional’ coursebooks

Teachers highlighted the added multimedia dimension to their teaching which
introduced a new level of creativity into their classroom practice, having previously
worked with more traditional language teaching activities such as gap-filling,
vocabulary lists and coursebook exercises. A number of teachers expressed that
their pupils performed better when digital literacies integrated into their English
teaching, since it was easier to adapt their teaching to the needs of individual
pupils. It was also noted that the approach lent itself readily to the incorporation of
authentic material in their classrooms, encouraging pupils to think critically about
the reliability of digital information sources.

Another positive feature was the opportunity to analyse texts from different
digital contexts or genres, as well as adapting texts from one digital context to
another, such as converting a blog entry into a tweet, Facebook post, etc. These
comparisons led to a heightened awareness among pupils of the differences
between informal and Standard English varieties. Other pupil discussions
revolved around open educational resources and Creative Commons digital
copyright issues.

3.3. The efficacy of lesson evaluation as a form
of exploratory practice (collegial learning)

Participating in the Digital Literacy project, teachers had an opportunity to learn
and reflect upon concepts of professional relevance of digital literacies. Many
teachers found that they had developed their repertoire of teaching activities in
which digital literacies are integrated in advanced English language learning.
Above all, this group of teachers now has access to concepts of professional
relevance and an overview of digital literacies, which can be made of use in
future in-service training, or collegial learning. Developing a professional
language and an ability to teach digital literacies constitutes an updated
professional identity for this group of teachers and is also a guarantee in itself
of sustainable in-service training.
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4, Conclusion

A major challenge for researchers is to bring positive change in the classroom
without impinging too heavily on other professional priorities such as lesson
planning, grading and assessment and pastoral considerations. The results suggest
a way forward in promoting the sustainable incorporation of ICT into mainstream
English language teaching and encouraging professional development on a
collegial level. Future research will be directed towards building upon this collegial
knowledge of digital literacy in developing greater consistency and objectivity in
the assessment of digital projects.
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Self-evaluation using iPads in EFL teaching practice

Christopher Allen', Stella K. Hadjistassou?, and David Richardson?

Abstract. The relentlessly accelerating global educational demands for teaching
English as a Second or Foreign Language (ESL/EFL) in multiple, diverse, and often
remote geographic locations constitute new challenges for academic institutions,
teacher training and preparation programs, and teachers themselves. This study
describes a novel approach where five elementary school preservice teachers
teaching ESL/EFL borrowed an iPad mini from their teacher training institution
customized with specific apps to record a series of five teaching sequences during
their teaching practice placement in elementary schools in Tanzania and Kenya. All
recorded sessions were uploaded to a Moodle Virtual Learning Environment (VLE)
site specially constructed for the purpose of the teaching practice course. Results
indicate that, apart from their experienced instructors’ feedback on their teaching
practice, the recorded sessions formed constructive tools for self-reflection, self-
evaluation and the pursuit of possible paths for improvement.

Keywords: iPads, ESL, EFL, pre-service teachers, teaching practice, self-evaluation.

1. Introduction

Mobile devices, which fuse technology, culture, communication, learning and
gaming, challenge some of the most salient social and cultural boundaries while at
the same time inviting a discussion into their role in molding cultural expectations
for teaching, learning, communication, and socialization. In ESL/EFL pedagogy
and teacher preparation, scholarly research on mobile-based learning has delved
into the pedagogical and learning implications of mobile devices (Goodwin-Jones,
2011; Hockly & Dudeney, 2014; Kinash, Brand, & Mathew, 2012; Kukulska-
Hulme, 2009). Multiple studies have been undertaken and scholarly discussions
have been built on the premise that, if mobile devices and software are exploited
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effectively in language learning contexts, they can expand the classroom ecology
and galvanize students’ learning (Vavoula, Pachler, & Kukulska-Hulme, 2010;
Kinash et al., 2012). Beyond the multi-purpose nature, mobility, adaptability, and
interactivity of mobile devices, scholars have also looked into the impact that
mobile devices can have on language learning (Kukulska-Hulme, 2009). Kukulska-
Hulme (2009) makes a call to educators constructing mobile learning activities “to
enrich these types of learning and enrich them with new possibilities” (p. 160). It
is not only learning but also teaching in the form of teachers’ self-evaluation with
recordings of their classroom performance that could be enhanced through the use
of mobile devices. Previous studies, such as Bolona Lopez, Ortiz, and Allen (2015)
have demonstrated that smartphones could form effective tools for assessing EFL
student teachers’ teaching practices in Ecuador. However, limited attention has
been paid to the use of iPads as tools to record and facilitate self-evaluation among
pre-service teachers on teaching practice in geographically remote locations.

2. Method

This study aimed to investigate the role of iPads as tools to evaluate pre-service
teachers’ teaching practice and their perception on the integration of iPads in the self-
confrontation of the teachers with video recordings of their performance. In adopting
a qualitative approach, this study offered preservice teachers a level of autonomy in
selecting specific parts from their practical teaching experience and the opportunity
to record sessions in specific pupil age range and cultural/institutional settings. It also
gave ‘avoice’ to preservice teachers to share their experiences throughout this process
(Levy, 2015). The study was conducted during the fall of 2015. Five female primary
preservice teachers enrolled in a teaching practice course at a Swedish academic
institution were provided with an iPad mini for their five-week practicum. The
preservice course aimed to offer preservice teachers practical teaching opportunities
to teach English to primary school children in diverse locations, such as Kenya and
Tanzania. All preservice teachers had previously completed their practical teaching
placement in Swedish schools. Prior to their departure, they attended an orientation
session with two experienced teacher trainers, the first and third authors of this paper.
Both instructors specialize in computer-assisted language learning, information
communication and technology, and teacher training. During the orientation session,
preservice teachers were introduced to the pedagogical expectations for the practice
and received tech training on relevant applications and resources to facilitate
communication with the instructors and video uploading on their iPads, such as
Skype and Adobe Connect and Moodle. Figure 1 below provides a screenshot of the
iPad minis provided to preservice teachers.
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Figure 1. Screenshot of the iPad minis prior to departure

MyMoodle

Students were invited to upload five shorter lesson sequence recordings on
their academic institution’s Moodle VLE site: (i) a brief video confirming their
arrival in the host country and school site; (ii) the introduction of the subject of
instruction and delivery of instructions to students; (iii) the delivery of a lesson on
vocabulary, grammar, and/or pronunciation; (iv) the monitoring of group work and
use of contingent feedback; and (v) the conclusion of the lesson and preparation
for the next activities. These five recording sequences could be selected by the
preservice teacher from any lesson during the practicum period; they did not have
to be from the same lesson. The intention from the instructors’ side was to provide
feedback formatively following the upload of each lesson component throughout
the practicum using the tools installed on the iPads. Following their return to
Sweden, preservice teachers received summative feedback from their instructor
and completed a written questionnaire which attempted to evaluate the learning
experience through a mixture of open and fixed response questions.

3. Results and discussion

Each preservice teacher uploaded her five recordings on the Moodle VLE site and
four of them responded to the written questionnaire. Upon their return to Sweden,
they met with their instructors and received constructive feedback on their teaching
techniques, student group work, delivery of lesson plans, classroom management,
and other classroom issues that emerged during the recordings. Unfortunately,
technological contractions and challenges, such as limited or complete lack of
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Wi-Fi access, inhibited the provision of feedback while students were teaching
in the particular teaching context. All four preservice teachers addressed the lack
of or limited Wi-Fi access in their questionnaires and considered it as a hindering
mechanism in uploading their videos and receiving feedback. As Selma, a twenty-
four year-old preservice teacher noted in her written response, “we couldn’t upload
our videos when we where [sic] away because of the internet connection”.

Despite these technological challenges, all four preservice teachers perceived the
use of iPads as effective tools for self-confrontation with recordings of their teaching
performances. As they noted on their written questionnaires, viewing themselves
in action while they were teaching and observing their teaching techniques,
classroom dynamics, group work, and the delivery of their lesson plans played a
central role in reflecting on their teaching practice and identifying possible ways to
improve. In addition to their experienced instructors’ feedback, preservice teachers
critically reflected on their own teaching and pursued possible ways to improve.
The use of these cultural artifacts or recordings enacted affordances for self-
reflection and self-evaluation, while at the same time heightening awareness of the
multiple classroom dynamics, management, and other pedagogical, instructional,
and other learning constructs. For instance, as Felicia, another twenty-four year-
old preservice teacher candidly admitted: “since you are able to see the recorded
video after the lesson you see many things that you can improve, for example
how you focus which pupils who gets your attention the most, or how you try to
explain things”. What they also particularly enjoyed was the flexibility and choice
in selecting the recorded sessions that they felt more comfortable sharing with their
instructors, which eliminated preservice teachers’ level of anxiety. Selma summed
it up best: “I think everybody should record themselves while teaching it feels
wierd [sic] the first time you have to watch yourself but learned a lot from it! And
now I am not nervous to have someone in the classroom when I teach and I am
better at taking feedback™.

4, Conclusion

The findings of this study demonstrate some of the possible implications that
recorded sessions on iPads could have on preservice school teachers’ initial
endeavors as they break into the complex arena of teaching. Teaching constitutes
a complex, demanding, and at the same time rewarding profession. However,
preservice teachers need not only to receive constructive feedback from experienced
teacher trainers but also to be presented with their own teaching performance as
a means to reflect and evaluate their own teaching practice and identify possible
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ways to improve. The use of iPads to record their initial teaching experiences
can contribute to this process by enacting affordances for preservice students to
observe their teaching in action and critically evaluate their own teaching practice.
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Amateur online interculturalism
in foreign language education

Antonie Alm'

Abstract. This paper discusses the animated web series Lifeswap as an example for
‘amateur online interculturism’ and investigates its potential for intercultural language
education. Drawing on Dervin’s (2015) discussion on the ‘amateur interculturist’, I
suggest that online publications of personal encounters of intercultural interaction can
be used to foster critical reflection in intercultural language education. To illustrate
this idea, I first introduce the concept of ‘amateur online interculturism’ and the
approach of the makers of the Lifeswap series. I then focus on one episode to provide
an example of the series and to show how humour and cultural stereotypes can be used
constructively to explore tensions in intercultural interactions. The online comments I
present in the last section highlight the harmonising effect of humour but indicate that
pedagogical intervention is needed to problematise intercultural issues.

Keywords: interculturalism, amateur interculturist, lifeswap, humour.

1. Introduction

Growing mobility and increased opportunities to publish and share personal
impressions of encounters with people of other cultures have resulted in new
resources for intercultural language education. The travel blog matador, for
example, publishes regular posts of travellers, such as “Are Germans rude?
Killing the stereotypes after living in Berlin”. Shared on social networks, these
personal accounts are exposed to a wide audience, natives and sojourners alike,
often leading to animated discussions on incidents described by the authors.

I will refer to these accounts of personal intercultural experiences, which are shared
with an online audience and discussed amongst this audience as ‘amateur online
interculturism’. I have borrowed the term from Dervin (2015), who associates
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positive qualities with ‘amateur’, as it derives from old French, the ‘lover of”.
The authors and participants of ‘amateur’ online publications are guided by their
personal and often uncritical views, yet they manifest a passion for the encountered
cultures and a fascination for observed personal transformations. At the same time,
these views are presented as perspectives rather than truths and invite comments for
discussion. These testimonies (online publications and the ensuing conversations)
lend themselves to analysis in intercultural education as they provide students with
a personal point of reference (descriptions reflecting their own experiences), which
can then be taken to a more critical and reflective level.

This paper discusses the animated web series Lifeswap as an example of ‘amateur
online interculturism’ and investigates its potential for intercultural language
education. The term ‘amateur interculturalist’ has been coined by Dervin (2015)
in reference to Said’s (1996) concept of the ‘intellectual amateur’. It describes
the intercultural practitioner or researcher who is not conditioned by essentialist
intercultural theories and instead questions container models of culture. The
‘amateur interculturist’ (unlike the ‘professional interculturist’) is aware that people
are not defined by their culture and recognises that each individual has multiple
identities, which are not only context-dependent but also change over time. The
object of intercultural study is therefore never only the ‘other’ but also the ‘self’
and the dialogue between the two in a specific context.

Increasing global mobility and the ability to communicate and publish online has
produced another type of amateur interculturist. Equally guided by their love and
passion for intercultural encounters, amateur online interculturists share personal
experiences and observations with an online audience. It has been noted that the
contact with people of different cultural backgrounds, especially in computer-
mediated communication, does not necessarily lead to increased intercultural
awareness and that on the contrary “can contribute to creating more stereotypes,
negative and positive representations about the self and the other” (Dervin, 2014,
p. 192). Yet it could also be argued that the open forum in which these reports
are published can potentially create a space for critical reflection. Furthermore,
the interactions on intercultural issues can be valuable material for intercultural
language education.

2. Method

With the aim of establishing an example of ‘amateur online interculturalism’ and
of exploring its suitability for intercultural language education, the following
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materials have been analysed: (1) documents produced by the authors of Lifeswap
about their web series (interviews, funding application, Lifeswap blog http://www.
lifeswap.net/), (2) the second episode, The Tea Towel Stinks, and (3) comments
from viewers on episode two from the Lifeswap blog, a Vimeo site as well as from
university language students on their learner blogs.

3. Discussion

3.1.  The Lifeswap interculturists

The producers of the series are not trained interculturists, rather they are participants
and observers of intercultural encounters. The fictional characters of Lifeswap,
Jorg from Germany and Duncan from New Zealand, represent, according to the
scriptwriter William Connor, an “alter-ego duo through which we could ‘earth’ the
various frustrations, hilarities and intriguing cultural differences we had discovered
repeating themselves whenever Steffen [Kreft] and I visited each other’s countries”
(Ritchie, 2014, p. 19). Both Connor and Kreft had compiled ‘secret mental lists’ of
intercultural incidents over the years. The use of humour can provide a safe place
for the examination of potentially uncomfortable issues (Maclntyre, 2014) and the
creation of a humorous context for their experiences allowed them to deal with these
incidents in a playful manner. Each episode captures a particular ‘rich point’ (Agar,
1994), to which, as Kreft put it “as many specific situations, archetypes and phrases”
were added to achieve “maximum funniness and recognisable idiosyncratic scenarios
within a tight and manageable animation” (Ritchie, 2014, p. 19).

Humorous and exaggerated cultural stereotypes can be used constructively to
identify and overcome tensions in intercultural interactions (Maclntyre, 2014). It is
particularly powerful if the participants are able to laugh about themselves, and as
it is the case in Lifeswap, if both cultures are targeted.

The episodes of the on-going series are framed by a Skype conversation between
Duncan, who is described by the authors as “a familiar Kiwi OE candidate in
his mid twenties”, and Jorg, “a typically polite, well-equipped German traveller,
who is passionate about ‘za nature’” (Funding application, n.p.). Conner gives
the characters their stereotypical language, and Kreft’s illustrations support the
humorous intent of the dialogues. Jorg and Duncan have swapped lives, or at
least their flats, for a year and in their stereotyped appearance (clothing, accents)
they seem oddly out of place in their equally stylised new environment: Jorg
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skypes from his bedroom, a room of a typical New Zealand 1920s bungalow with
wooden doors and window frames, whereas Duncan sits in a very plain and tidy

German living room.

3.2.

The idea for the episode is born out of an anecdote, a personal encounter with
‘German directness’ (see Figure 1). The request for a new tea towel, because the
old one stinks, has an unexpected effect on the Kiwi. “I was taken aback... but I
was also taken aback by how taken aback I was”. His emotional reaction made
him reflect on his cultural conditioning, and how indirectness might appear to

The genesis of episode two

somebody from a different cultural background.

Figure 1. Blog post on second episode?

How a smelly tea-towel inspired episode two...

Well, it all started when Steffen's
mother, Margot, came to visit us
in New Zealand. One afternoon
we were enjoying a cross cultural
dish-washing session, when all of
a sudden, Margot turned to me
and said:

"William, the tea towel stinks.
You need a new one."

| was taken aback, not only by
this wonderful example of
German directness - the
streamlined, teutonic "subject,
verb, object"” model of sentence construction - but | was also taken aback by how taken
aback | was.

The fact is, life in New Zealand is generally pretty simple and easy; that is, until a problem
needs confronting. At which point we Kiwis engage in a weirdly elaborate series of rituals
including red-faced silences, eye-averting and all manner of verbal apologies, softeners
and excuses. One feels compelled to perform a kind of musical act to avoid explaining what
the problem is; it commonly involves a small jerky dance of shrugs, hand-wringing and
facial contortions and a sing song of polite words.

So, in episode two of Lifeswap, Duncan teaches Joerg a five step method he has devised of
confronting a New Zealander about a problem so as to cause only minimal offense. Watch
this space!

www.lifeswap.net/2013/10/how-smelly-tea-towel-inspired-episode.html

2. http:
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3.3. Episode 2

In the episode, Jorg commits the same faux pas as the real life Margot, telling his
Kiwi flatmate Ange that he needs a fresh tea towel. He quickly realises his mistake
and brings it up at their next Skype conversation. Duncan gives Jorg five unwritten
rules, models the interaction (we see him instead of Jérg with Ange in the kitchen)
and also makes him apply the rules in a new situation. The last scene shows Jorg
mastering rule no. 2 (see Figure 2) in a different interaction with Ange.

Jorg manages to apply the five rules but neither his nor Duncan’s behaviour is
assimilistic. Throughout the dialogue he interjects in German (highlighting his
objection). He defends his own cultural needs and after rule number four he seems
to give up. He breaks out in a sweat and declares: “I think from now on I will just
stay in my room”. The ending indicates that he is keeping his sense of humour
when applying rule number two. Duncan for his part acknowledges that he finds
the directness he experiences in Germany “quite refreshing”.

Figure 2. The Tea Towel Stinks on Vimeo®

3.4. Reactions

3.4.1. Reactions from blog and Vimeo

Lifeswap is published on the producers’ blog, their Facebook page and on Vimeo,
providing viewers with the option of commenting and sharing the stories. Kiwis,

3. https://vimeo.com/81393966
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Germans, bi-cultural couples and families, and German teachers in New Zealand
sympathise and identify with the characters and laugh about themselves. The
‘amateur online interculturist’ responds to the feedback and encourages viewers to
send him their own stories:

* Love this series! Episode 2 reminds me of an incident in my own house
recently!

* This episode is awesome - I can def relate :) I can give you heaps of
inspiration if needed - being a German married to a Kiwi, communication
can get fuzzy at times :P

* Thanks. Would love to hear your experience! Fuzzy is a great word for it.
3.4.2. Reactions from students

Used as a warm-up in a language class on intercultural mis/communication, some
students of my intermediate German class wrote about the episode in their blog
(weekly blogging was an integral part of this class). They related the five rules of
the episode to their own observations of indirectness in their flats, one involving a
dirty tea towel and the other an empty water tank (Figure 3 and Figure 4). Student
A from New Zealand is now noticing a behaviour that she had not noticed before.
The comment is written by an exchange student from the Czech Republic who
found the indirectness irritating. The Lifeswap episode put these behaviours in
perspective and made “the strange familiar [student B] and the familiar strange
[student A]” (Byram, Gribkova, & Starkey, 2002, p. 19).

Figure 3. Blog post from student A

ﬁl Das Geschirrtuch
P von R am 16. Marz 2015 um 10:00am
= den f4 Blog

Ich habe nicht viele Erfahrungen mit interkulturellen Missverstindnissen, aber ich wei dass Deutsche und
Neuseelander anders sind. Zum Beispiel ist das Stereotyp dass die Neuseelander gar nicht direkt sind. Wir
haben diesen Folge von Lifeswap ,The Tea Towel Stinks” in der Klasse angeschaut, und dann ist das mir
passiert. Der Freund einer Mitbewohnerin hat uns geholfen mit das Geschirr ab zu spllen. Das Geschirrtuch,
das er benutzte, war dreckig, aber er hat nicht sofort gesagt das er ein neues brauchte. Er fragte zuerst ob er
dieses Geschirrtuch benutzen solle, aber dann fing er trotzdem an zu helfen. Noch einer Weile hat er ganz
héflich gefragt ob es noch ein Geschirrtuch gab. Ich fand das ganz interessant, weil er hat genauso gemacht,
wie der Neuseeldnder in der Sendung empfohlen hat. Wenn man in Deutschland wér, und sowas machen
wirde, dann wiirden die Deutscher einfach nicht verstehen warum man so viel redet um so ein einfaches
Probleme zu losen. Und es geht auch umgekehrt, wenn ein Deutscher hier ist, und einfach sagt was er denkt,
dann scheint es als ob er sehr unhoflich ware. Solche Unterschieden zwischen Kulturen sitzen sehr tief, und es
kann schwierig sein, die zu bemerken. Ich denke aber dass es sehr wichtig ist, die Unterschieden zu erkennen,
sonst erfihrt man viele Missverstandnisse. Meiner Meinung nach ist dass es auch unhéflich ist, sich nicht
Uber der anderen Kultur, in der man reist, zu informieren.
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Figure 4. Comment from student B

Kommentar von 8. Marz 2015 um 5:23pm
Haha, es ist so lustig, wie hiflich und vorsichtig die Neuseelander sind. Mir ist auch etwas

anliches gastern passiert. Mein Mitbewohner hat mit mir 5 Minuten gesprochen und hat mir ein
Paar komische Frage uber mein Studium gestellt nur am Ende mir zu sagen, dass er kein heiles
Wasser am Abend hatte, weil ich (vielleicht) alle verbraucht habe :D ("Aber vielleich ist es mein
Schuld...") Er hat wirklich traurig ausgesehen, dass er mir fragen muss, ob ich das nachste Mal
kuerzer duschen koennte :)

4. Conclusion

I have described the makers of the animated web series Lifeswap as amateur
online interculturists. The intercultural interactions they portray in their episodes
are based on personal anecdotes. They use humour to address intercultural
differences, which has a harmonising effect. Comments indicate that viewers
sympathise with the characters. For intercultural language education, however,
it is crucial that these issues are problematised. The two-sided approach of
Lifeswap (both cultures are explored) in particular invites investigations of both
the ‘self” and the ‘other’.
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Teaching Turkish in low tech contexts:
opportunities and challenges

Katerina Antoniou', Evelyn Mbah?, and Antigoni Parmaxi’

Abstract. Language learning has witnessed a series of changes with regards to
the use of Information and Communication Technology (ICT). Recently, the
digital divide has been a topic of discussion in language learning studies. Digital
divide is the inequality that exists between information-poor and information-rich
communities. Within the field of Computer-Assisted Language Learning (CALL),
scant literature exists regarding the use of technology in poor ICT contexts. Yet,
many people learn and teach language in such contexts. Egbert and Yang (2004)
define low-tech context as possessing limited general access to technology, limited
or no Internet access, no software, old and mandated software, and few computers
and other technologies. Following action research design, we implemented a small-
scale intervention using game-based quizzes in order to address the challenges
encountered in teaching Turkish in a limited-tech context. Data collected included
questionnaires, focus groups and participant observation in the classroom. The
findings of the study informed the opportunities and challenges of teaching and
learning Turkish in a technology-limited classroom.

Keywords: student response system, low-tech context, game-based quiz, Turkish
language.

1. Introduction

Language learning has witnessed a series of changes with regards to the use of
ICT. At the end of the twentieth century, CALL is characterised by high speed
internet connections, advances in digital technology and smaller sizes of computer
hardware, laptops, multimedia mobile phones, tablets and improved learning
environments such as web 2.0, etc. (Borau, Ullrich, Feng, & Shen, 2009; Parmaxi,
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Zaphiris, Papadima-Sophocleous, & loannou, 2013). While some people have the
opportunity of using the above wide range of technology in language learning,
others find it difficult to access and use them. Hence, there is a demarcation between
those that have access to technology and those that do not. This demarcation
is referred to as a digital divide. Recently, the digital divide has been a topic of
discussion in language learning studies and is defined as the divide between those
who can effectively use new information and communication tools, such as the
Internet, and those who cannot (Knobel, Stone, & Warschauer, 2002). Following
Egbert and Yang’s (2004) characteristics of low tech context as possessing limited
general access to technology, limited or no Internet access, no software, old and
mandated software, and few computers and other technologies, we classified the
Turkish class in a public school in the Republic of Cyprus as a low tech context.
It is against this background that this research sets out to investigate whether there
are benefits and setbacks associated with learning Turkish in such a context. In
an attempt to infuse technology in a low-tech context, we employed ‘Kahoot!’, a
free game-based learning platform that makes it fun to learn using a collection of
questions on specific topics, as an appropriate option. In the following sections,
we describe the methodology employed, followed by major results and major
conclusions drawn from this research.

2. Methodology

2.1. The setting

The study took place in a public school in the district of Larnaca, in the Republic
of Cyprus. The group consisted of nine students from eight to 54 years old aiming
to learn Turkish at A1 level. A questionnaire for measuring students’ digital literacy
and attitude towards educational technology lead to the conclusions that none of
the students had used technology for educational purposes before, although they
recognised its benefits. The classroom was equipped with old and new computers,
slow wired Ethernet internet connection and a projector. The classroom had no
Wi-Fi connection.

2.2. Research design and data collection
The study was based on action research and data was gathered with the mixed

method of participatory observation, semi-structured focus group, and discussion,
in the frequency of two weekly 90 minute lessons, for a total of 13 weeks.
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The instructor employed Kahoot! as a means to foster students’ engagement and
motivation in the language classroom. Kahoot! was selected as it was an easy
solution for creating fun and interactive activities for students, with a website
that was easy to use and navigate. Moreover, Kahoot! allowed for the existing
technologies available in the class to be used - projector and desktop computers
with slow internet connection. In this study, the instructor created quizzes in
Kahoot! related to the topics of each lesson. The aim was for Kahoot! to facilitate
learning, and assess students’ grammar and reading skills within a friendly and
comfortable environment. As there was no Wi-Fi access, students were participating
in the quiz via the desktop computers. The quiz was played during the last twenty
minutes of each lesson. The questions were based on the material taught during
the lesson, allowing for students to playfully assess their reading and grammar
skills in Turkish. A question had four possible answers, and after every question
students and instructor discussed the responses since they were able to see their
mistakes and correct answers. Due to low internet connectivity and insufficiency of
computers, students would work in groups for replying to a Kahoot! quiz.

3. Results and discussion

The analysis of the focus group and participant observation revealed several
challenges addressed in the low-tech environment. Students’ diverse personal
motivations and abilities due to the age difference was an initial challenge in this
study. Younger students would learn Turkish upon their parents’ choice. On the other
hand, students around the age of 20, chose the Turkish language as they thought it
would enhance their professional development and the age bracket of 40+ would
learn Turkish as a hobby. Moreover, it was observed that younger students needed
more time to understand grammatical rules, compared to adult learners. Building
on this challenge, and especially on students’ diverse skills, interests, motivations,
goals, and abilities, the instructor of this course employed a game-based quiz
for providing an interactive and playful means for encouraging students to work
together using the available technology in the classroom. Technology appeared to
bring younger and older learners together towards a common venture; to correctly
answer a Kahoot! quiz. Younger students would contribute to the use of technology
and adult learners would contribute to questions related to grammatical rules. Adults
who stated at first that the use of educational technology was new for them and
could not realise if there would be any improvement in their language skills, were
finally convinced and inspired by the younger ones who were excited and not afraid
of the unknown. As stated in the focus group, the colourful environment of Kahoot!
helped the visual learners remember important features of the Turkish grammar.
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During the game, and after every round of questions, students were discussing their
answers and gave feedback. Students noted that the feedback given after every
question would help them understand and have a clear view of the new features
taught during the lesson. All students agreed on the added value of technology in
making their learning more interesting. They also enjoyed the fact that Kahoot!
was played at the end of the lesson and it was a clever way of both assessment and
learning. Simultaneously, the metacognitive ability was increased while students
were trying to explore the use of technology and also find the correct answer using
their language skills. Overall, students expressed enthusiasm and excitement while
interacting with the game, and despite the difficulties encountered (e.g. low-internet
connectivity) they successfully managed to engage with the activity.

The lack of specialised manpower was counted as an additional challenging factor,
since a non-specialized on educational technology teacher integrated technology
in a low-tech context. From the instructor’s side, the use of technology entailed
a series of concerns connected to its practical application and pedagogical
grounding, regardless of audience’s age and motivation. The role of the teacher
was crucial in forming the activity in such a way that would convince students
that technology could be an effective means of language learning. In order to do
so, the instructor of this course dedicated time for managing the technology and
linking it with students’ interests. Kahoot! also allowed the teacher to informally
assess students’ performance and intervene for providing additional explanation
were needed.

4, Conclusions

The aim of this study was to evaluate challenges and opportunities in teaching
Turkish in a low-context environment. This study concluded that, despite the
challenges, low-techs contexts can give more opportunities than a no technology
context. Evaluating the challenges and taking advantage of the opportunities by
using any available technological tools, can still transform a traditional language
classroom to a modern one. Challenges addressed include lack of specialised
manpower, insufficient time for practice, mixed age group and diverse personal
reasons for attending the course. In addressing the aforementioned challenges, the
use of game-based quizzes was conceived as a playful way for bringing students
closer and creating a group environment. Upon its use, several opportunities
arose for enhancing students’ concentration, allowing for mastery of the limited
technology, an increased metacognitive ability, and adequate interaction in the
classroom. This study demonstrates that despite the challenges, teachers in low-
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tech are encouraged to be more resourceful and be involved in in-service training
in order to inform their practice with research findings.
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Learning Icelandic language and culture
in Virtual Reykjavik: starting to talk

Branislav Bédi', Birna Arnbjornsdottir?,
Hannes Hogni Vilhjalmsson®, Hafdis Erla Helgadottir?,
Stefan Olafsson’, and Elias Bjorgvinsson®

Abstract. This paper describes how beginners of Icelandic as a foreign and second
language responded to playing the first scene in Virtual Reykjavik, a video game-
like environment where learners interact with virtual characters — Embodied
Conversational Agents (ECAs). This game enables learners to practice speaking and
listening skills, to learn about the language and culture by solving various tasks. A
mixed-method pilot study examined how six learners responded. The results were
divided into how learners perceived (1) playing the game in general; (2) interaction
with virtual characters; (3) multimodal behaviour of the virtual characters, in
particular the speech, facial expressions, hand gestures and body movements;
and (4) what the game helped them learn. In conclusion, some learners reported
they learned to start speaking in Icelandic and that the spoken behaviour of virtual
characters resembled real Icelanders.

Keywords: computer games, embodied conversational agents, multimodal
behaviour, natural language, virtual learning experience.

1. Introduction

Virtual Reykjavik is an online language and culture training application
(Vilhjalmsson, 2011) designed for beginning adult learners of Icelandic as a foreign
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or second language. This video game-like environment enables learners to practice
spoken language by talking to virtual characters and listening skills by listening to
the virtual characters’ answers. Conversational interactions are a good source for
authentic language input (Krashen, 1982) and output (Swain, 2007) with potentials
of developing learner’s language skills (Ellis, 1991). Speaking is realised by means
of Google speech recognition service for Icelandic; the speech is automatically
transcribed for learners to read what has been said in a lower text window. Character
responses are synthesised using the Ivona Text To Speech (TTS) system for Icelandic.

The current version uses game-based learning (Meyer, 2009), task-based learning
(Ellis, 2003), and a communicative approach (Richards, 2006), supporting learning
of new vocabulary through text windows of cultural information and transcribed
dialogues. The main menu is in Icelandic, where learners can hover over words
with a mouse cursor and see their English translation. Learners can find cultural
information about selected buildings and monuments in a pop-up window when in
pause or ‘freeze’ mode.

Figure 1. Approaching strangers in Virtual Reykjavik

Speak

The virtual characters are designed to look and act lifelike (Prendinger & Ishuzuka,
2004). In this context, they are also called ECAs because of their embodiment
within a virtual environment, taking human form, and knowing how to use their
body in conversations (Cassell, 2000). They are able to “grasp situations, react to
contingencies and look aware of their surroundings” (Pedica & Vilhjalmsson, 2012,
p- 1). Their social and conversational behaviour is multimodal and includes speech,
facial expressions, hand gestures, head, and body movement. They are designed to
look natural based on research into real-life behaviour. In this way, learners can get
familiar with the social behaviour and learn about culture and language remotely.
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In that respect, Prada and Paiva (2014) suggest that it is important to study human
social interaction in order to help create a highly interactive exchange between
human users and virtual agents; the effects are stronger if the artefacts, i.e. agents,
present autonomous and proactive behaviour. About 144 video recordings capturing
first encounters between native and non-native speakers in the same conversational
situation as in this game were collected in downtown Reykjavik and analysed. This
multimodal corpus provided authentic data for a discourse modelling. Specific
communicative functions and behaviours associated with those functions were
implemented into the architecture of the system that the virtual characters use to
generate behaviour, allowing for a more realistic human-to-agent interaction.

In the first scenario, currently including only one scene, Tynda hljomsveitin [The
Lost Band], and one chapter, Hvar er Hitt Husid? [Where is Hitt H(sid?], learners
have three tasks to solve: (1) approach a virtual character, who is a native speaker
of Icelandic and get his/her attention by greeting appropriately (Figure 1); (2) ask
for directions to a particular place; and (3) say goodbye.

2. Method

A mixed-method approach consisting of a questionnaire, an interview and a video
recording of each participant while playing was used. The pilot study took place
in a laboratory setting. Participation was anonymous and informed consent was
obtained. Six learners of six different nationalities participated; four female and
two male, aged 22-31; three were temporary and three permanent residents. Five
were beginners and one a false beginner (intermediate); their level of Icelandic was
Al on the Common European Framework of Reference for languages.

The objectives focused on examining how learners perceived: (1) playing the game
in general; (2) the interaction with virtual characters that possess communicative
skills based on conversations between people in the real-life situations, because
interacting with such agents may promote communication skills (Johnson et al.,
2004) and facilitate learning (Shaw, Johnson, & Rajaram, 1999); (3) the multimodal
behaviour of the virtual characters; and (4) what the game helped them learn.

3. Learner’s perception and learning effect

The results indicated that half of the learners found playing the game enjoyable and
exciting, while two of six described it as frustrating and boring, and one as neither.
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The enjoyment and excitement referred to the learners being able to talk to virtual
characters and see what they were going to say. Frustration was mostly caused by
the speech recognition not handling improper pronunciation of certain consonants,
e.g. <g> instead of <R>, and due to speaking too softly or fast into the microphone,
but also by its lagging; moreover also by the lack of information about the goals
of the game and not being able to ask questions other than those given in the tasks.
Learners perceived boredom mostly due to the slow movement of the avatar. Two
of six learners found the game easy and four as neither easy nor difficult. None of
them found the game difficult.

Regarding the specific multimodal behaviour (Figure 2), spoken language was
perceived as the most natural and variation was important: “[I]t wasn’t just one
godan daginn [good day, with definite article], but also gédan dag [good day, without
definite article] as well, so it seemed like you were actually speaking to someone”.
However, it was pointed out that in some cases the virtual characters did not respond
adequately to all forms of greetings, such as blessud [greeting a female], blessadur
[greeting a male], etc. The reason is due to lack of informal greetings. Two learners
described the facial expressions as robotic. Some learners also described the body
movement as spontaneous. Hand gestures were registered only during pointing when
virtual characters were giving directions or crossing their arms.

Figure 2. Perception of specific multimodal behaviour

W Robotic ™ Neither ™ Natural

Spoken language

Facial expressions

Hand gestures

Body movement

Regarding the overall multimodal behaviour (Figure 3), some learners commented
that when speaking to virtual characters they had difficulties being understood;
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also some virtual characters when standing on their own looked like “I-don’t-
wanna-talk-to-you kind of”. In addition, there was a slow pace of moving around,
the interaction was sometimes distracted by focusing on the red speaking button,
which signalised when the learner could speak; the interaction felt natural by half,
but on the other hand cold by more than a half of learners mainly due to the lack of
emotion expressed by the characters.

Figure 3. Perception of the overall behaviour
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The game had a reported educational effect on five out of six learners; learning
about famous places in downtown Reykjavik and to start talking in Icelandic.
One learner found it pointless because of pronunciation issues and experiencing
difficulty being ‘not understood’. Overall, four learners stated that once the game
is ready, it would help others learn about buildings and monuments and make it
easier to start speaking and communicating in Icelandic. They felt that a virtual
environment would be easier than learning in reality with real people face-to-face.

4, Conclusion

Five out of six learners found the game educational, of which three learners
reported they learned (1) spoken language skills when initiating a conversation,
and (2) about cultural sights and buildings in downtown Reykjavik. A gap
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between a passive and an active use of language can be bridged when learners
get to practice the language in a conversation with virtual agents. Quoting
from one learner: “I think it’s very helpful, like when [the game] would be
done, [...] especially in practicing conversations, because when you learn a
language the hardest part is to start speaking”. In this way, the game may help
facilitate face-to-face communication in reality. The game’s ultimate goal is to
promote learning of language and culture based on real language use with virtual
characters acting like native speakers. However, the multimodal behaviour needs
to be fine-tuned yet. Adding a smile at the end of a conversation, which can
also be observed in recordings from real life, can make the virtual characters
friendlier. It is, nonetheless, difficult to draw a general conclusion on whether
or not the design of virtual characters can have a similar effect on learners in
another computer game. Since the aim of the Virtual Reykjavik project is to
create lifelike virtual characters with natural multimodal behaviours, more focus
must be placed on incorporating those into the system, and more research needs
to be done in real-language data to reach perfection in modelling believable
embodied conversational agents for language learning games.
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Investigating student choices in performing
higher-level comprehension tasks using TED

Francesca Bianchi! and Ivana Marenzi?

Abstract. The current paper describes a first experiment in the use of TED talks and
open tagging exercises to train higher-level comprehension skills, and of automatic
logging of the student’s actions to investigate the student choices while performing
analytical tasks. The experiment took advantage of an interactive learning platform
— LearnWeb — that integrates TED talk videos and transcripts and enriches them
with tagging features and a data logging system. The data collected offered an
answer to the following questions: Which of the three tasks was perceived by the
students as more difficult? How was each task faced by the students? How did
the logs contribute to an understanding of the students’ approaches to the tasks?
The experiment also suggested ideas for further development of LearnWeb’s log
features from a pedagogical and research perspective.

Keywords: TED talks, LearnWeb, design-based research, log analysis.

1. Introduction

LearnWeb® (Marenzi, 2014) is an educational platform designed for retrieving,
sharing, commenting and analysing multimedia resources. This platform has recently
integrated TED talks (Taibietal., 2015) and enhanced TED transcripts with interactive
features (e.g. text selections, annotations, and deletions; Bianchi & Marenzi, 2015).

This experiment tested the newly integrated features within an academic module
on interpreting. The module trains core skills, which include active listening and
memorization. LearnWeb was thus used to give students exercises targeting higher-
level comprehension skills, and to gain insight into the student choices while
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performing the given tasks. The following research questions led the analysis of
the data: Which of the three tasks was perceived by the students as more difficult?
How was each task faced by the students? How did the logs contribute to an
understanding of the students’ approaches to the tasks?

Below is a brief outline of the conceptual models which informed the exercises and
the analyses in the current experiment.

Discourse comprehension, memorization and summarization are fundamental skills
in interpreting (Pochhacker, 2003), and expert trainers, such as Moser-Mercer
(2000), suggest that an interpreter’s training should start from there. According to
van Dijk and Kintsch (1983), comprehension, memorization and summarization
involve the creation of three types of mental representations: surface representations,
focusing on microstructures; fextbase representation, containing macrostructural
information; and situation model, integrating text information with experience of the
world. Macrostructures are created by applying processes of deletion, generalization
and construction. Elaborating on van Dijk and Kintsch’s (1983) model, Brown and
Day (1983) suggest six macrorules for text summarization: (1) deleting unnecessary
information, (2) deleting redundant information, (3) substituting a list of items
with a superordinate word, (4) substituting a list of actions with a word expressing
a superordinate event, (5) selecting a topic sentence, and (6) inventing a topic
sentence if none are available. Strategies involving substitution and construction are
not used by less experienced readers (Winograd, 1983). Focus on text structure, i.e.
the textbase representation, and deep understanding of the intended meaning of the
text are fundamental in consecutive interpreting (Hatim & Mason, 1997).

2. Method

The experiment involved 25 Italian natives, attending a module on consecutive
interpreting in an MA curriculum for language specialists. The students —aged 21-
23 (except for one student aged 47) — were B2+ or above of the CEFR in English.

The students were given three tasks revolving around the same TED video. Task
1 asked them to divide the first six minutes of the video into five sections and
give them a title. This task involves the creation of a textbase representation and
requires the students to verbalize it, thus gauging understanding and summary
skills. Task 2 asked the students to analyse the same piece of text and distinguish
key assertions from ancillary pieces of text. This task draws attention to and
requires the application of one of the most basic reading and summary strategies,
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i.e. deletion. Finally, Task 3 required the students to mark each clause in the first
three minutes of the speech with a discourse function chosen from a given list.
This task draws attention to the communicative function of discourse, and involves
abilities at the level of textbase representation and situation model, not to mention
metalinguistic abilities. For more details, see Bianchi and Marenzi (2015).

The tasks were performed using LearnWeb’s selection and annotation feature,
pictured in Figure 1.

Figure 1. The annotation window

Group overview Profile -

Select transcript language: English v

Note: You can highlight a word or part of sentence by just selecting it, and on selection a prompt opens up where you
could give your annotation. After that the system returns a set of definitions according to the relevant parts of speech
and a set of synonyms that is displayed as a tooltip for the highlighted part. You could also click on the highlighted word/
part of sentence to delete it

0:12 So my freshman year of college | signed up for an internship in the housing unit at Greater Boston Legal Services.
Showed up the first day ready to make coffee and photocopies, but was paired with this righteous, deeply inspired attorney
named Jeff Purcell, who thrust me onto the front lines from the very first day.

= * zens of conversations with low-income families in
User Annotation /s had an underlying health issue. So | had a client

he hasn't paid his rent, of course, because he's
Enter text to justify selection: s who would come in, daughter has asthma, wakes
introduction fategies was actually to send me into the home of
hot glue-gun them to this poster board
Ok | Cancel e judges were just so grossed out. Far more

LearnWeb keeps track of the student’s selections, deselections and annotations
by means of a logging system and provides the teacher with a detailed log and a
simple log.

3. Discussion

Due to some technical issues, only 14 resources in Task 1, 15 resources in Task 2,
and 13 resources in Task 3 were suitable for analysis, along with the corresponding
logs. The following paragraphs present the results, organized by research question.
3.1.  Which of the three tasks was perceived

by the students as more difficult?

To answer this question we used the detailed log, and manually counted the
cases where a student had deselected a piece of text and subsequently changed
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the selection span or the annotation. The percentage of students who substantially
changed at least one selection or tag was 29%, 7%, and 38% in Tasks 1, 2, and 3,
respectively; the number of substantial changes recorded was, respectively, seven,
one, and eight. These data suggest that Task 2 was considered much easier than the
other ones. Tasks 1 and above all Task 3, on the other hand, posed problems to the
students, with Task 3 recording a higher number of substantial changes across a
higher percentage of students.

These results quantify and reflect the students’ confidence in the given skill.
3.2. How was each task faced by the students?

In Task 1, almost all the annotations matched Brown and Day’s (1983) macrorule 6
(i.e. inventing a topic sentence), and involved strategies of substitution and creation.
Furthermore, the students’ annotations were structured as long phrases (47%),
complete sentences (38%), or wh questions (15%). These techniques suggest good
summary skills and are also suitable to support memorization (see e.g. Taboada &
Guthries, 2006; Urlaub, 2012).

In Task 2, the students’ unit of reference was the paragraph (47%), the sentence
(20%), or a mix of the previous two (33%). Considering key elements entire
paragraphs of a text, though theoretically possible in some contexts, is not the
best approach in the current scenario. Furthermore, 13% of the students used
inappropriate tags.

In Task 3, 77% selected and tagged full sentences or paragraphs instead of clauses,
thus showing little sensitivity for discourse functions and limited familiarity with
this type of pragmatic task. The students’ deselections and changes of tag were
primarily located towards the beginning of the text. These results suggest that
Task 2 was actually the most difficult, while Task 1 the easiest.

3.3. How did the logs contribute to an understanding
of the students’ approaches to the tasks?

The detailed log proved fundamental to: understand whether a student had
hesitations while performing the task; see the order in which selections and
annotation were made; and understand the beginning and end of selections when
multiple selections and tags appeared in contiguous pieces of text.
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Due to the same technical issues that led to discarding some of the students’
resources, the simple log could not be used in the current analyses.

4. Conclusions

The current paper has shown a possible use of LearnWeb’s interactive features
and logs to gauge higher-level comprehension skills through selection and tagging
exercises and the students’ confidence in their own skills.

The results suggest that a large number of the students in this group had good
summarising abilities — attested by their annotations in Task 1, based almost
exclusively on strategies of substitution and creation —, but little awareness of the
strategies and skills they automatically apply in the reading process — attested by
their generally unsuitable selections in Tasks 2 and 3. Furthermore, the limited
number of changes, especially in Task 2, suggest that most of the students were not
aware of their limited metacognitive and analytical abilities.

The analyses were largely based on evidence that was visible in the students’ final
products, i.e. in the annotated resources. However, the system’s detailed log played
more than one important role, as summarized in Section 3.3. In particular, it gave
the researchers access to the draft versions of the students work.
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An evaluation of text-to-speech synthesizers
in the foreign language classroom:
learners’ perceptions

Tiago Bione', Jennica Grimshaw?, and Walcir Cardoso®

Abstract. As stated in Cardoso, Smith, and Garcia Fuentes (2015), second language
researchers and practitioners have explored the pedagogical capabilities of Text-To-
Speech synthesizers (TTS) for their potential to enhance the acquisition of writing
(e.g. Kirstein, 2006), vocabulary and reading (e.g. Proctor, Dalton, & Grisham,
2007), and pronunciation (e.g. Cardoso, Collins, & White, 2012). Despite their
demonstrated effectiveness, there is a need for up-to-date formal evaluations of
TTS systems, specifically for their potential to promote the ideal conditions under
which languages are acquired, particularly in an English as a Foreign Language
(EFL) environment, as suggested by Cardoso, Smith, and Garcia Fuentes (2015).
This study evaluated a modern English TTS system in an EFL context in Brazil,
at a number of levels, including speech quality, opportunity to focus on form,
and learners’ cognitive processing of TTS-generated texts. Fifteen Brazilian EFL
learners participated in the study in which they listened to both human and TTS-
produced speech samples while performing the abovementioned tasks. Semi-
structured interviews were used to collect data about participants’ perceptions of
the technology. We report an analysis of these interviews, which indicate that EFL
learners have overall positive attitudes towards the pedagogical use of TTS, and that
they would like to use the technology as a learning tool.

Keywords: text-to-speech synthesis, TTS, L2 pronunciation, English as a foreign
language, Brazil.
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An evaluation of text-to-speech synthesizers in the foreign language classroom...

1. Introduction

Second/foreign language (L2) learners need to be exposed to a significant amount
of input in the L2 in order to acquire it. The literature suggests that the learning
process is boosted when learners have access to comprehensible (Krashen, 1985)
and acoustically variable input (Barcroft & Sommers, 2005) in an environment
that is learner-centered and that provides multiple opportunities for self-
regulation (Chapelle, 2001). However, EFL students often lack input exposure
outside the classroom as they do not usually have access to proficient speakers.
One way to overcome this limitation is via the pedagogical use of TTS in L2
education, which has been demonstrated to be beneficial for the development
of writing (Kirstein, 2006), vocabulary and reading (Proctor et al., 2007), and
pronunciation skills (Cardoso et al., 2012).

Despite their demonstrated effectiveness, there is a need for up-to-date formal
evaluations of TTS systems, specifically for their potential to promote the
ideal conditions under which languages are learned (e.g. via enhanced input
environments — Chapelle, 2001). Recently, Cardoso et al. (2015) investigated
whether TTS systems provided university-level English as a second language
speakers in Canada with the opportunity to complete focus-on-form tasks, detecting
English regular past tense marking (i.e. /t/, /d/ or /Id/) in forms such as walked,
played, and wanted in both human and TTS-generated texts. Findings revealed
that participants were able to identify the target forms correctly, regardless of the
type of voice heard. They also examined how students perceived the quality of
TTS speech in comparison with human speech, and found less favorable ratings
for TTS-generated texts. They acknowledged, however, that their findings could
not be generalized to ‘foreign’ language contexts, as their participants were
native-like English speakers with vast experience with the language. The current
study, therefore, addresses the following research question: What are learners’
perceptions of the pedagogical use of TTS in an EFL context?

2. Method

2.1. Participants and design

Fifteen Brazilian EFL learners (university students or professionals from a
variety of educational backgrounds and proficiency levels, between the ages of
16 and 32) were recruited to complete four tasks in order to evaluate the quality
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of TTS-generated texts: they rated speech quality, answered comprehension
questions, participated in a dictation, and were asked to identify past -ed forms in
what they heard. For all tasks, participants listened to speech samples alternately
produced by TTS and a human. The TTS voice was Julie (by NeoSpeech), a
female North American speaker, and the human was a female native-speaker
of the same dialect with similar speech properties. At the end of the one hour
session (one-shot design), participants were interviewed about their insights on
the quality of the TTS-generated voices. This paper reports findings from the
analysis of the interview data.

2.2. Analysis

Participants’ interviews were analyzed and categorized into four themes: TTS
system vs. human voice, speech accuracy, comprehensibility, and potential to be
used as a learning tool. Under each theme, students’ opinions were labelled as
positive or negative to depict their overall perception and acceptance of TTS for
pedagogical purposes.

3. Results

3.1.  TTS system versus human voice

Only four participants were able to identify the electronic/human voice opposition
without prompting: “The first voice was like the Google voice, when you try to
translate”; “Clearly, there was a computer voice and other that was not”. Eight
students only realized differences between the two types of voices when they were
explicitly told that one was machine-made: “Now that you’ve mentioned it, yes.
Actually, I hadn’t stopped to think about it”. The remaining three students were not
able to differentiate TTS and human voices even when they were told about them:
“It completely fooled me”, declared a participant.

3.2.  Accuracy

At the segmental level, TTS was perceived to be as good as native voices: “For
me, both were speaking as native speakers, both were super correct”. However,
suprasegmentals were problematic as TTS was seen as unnatural and lacking
native rhythm in phrasal stress, intonation and pauses: “[the computer voice]
helped my comprehension, but sometimes words have a different intonation
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[...] words that should give away phrasal tone [stress]”. One student noticed,
however, that TTS is efficient for questions since it accurately reproduces the
rising tone in interrogative clauses.

3.3. Comprehensibility

Inaccuracy in suprasegmental production made most participants consider TTS
harder to understand when compared to the human voice. Nine students stated that
the pace of the TTS and consequently its intonation patterns and connected speech
phenomena made it more difficult to understand: “The ‘tempo’ between words [in
TTS] draws too much attention, because in spoken language you feel more fluidity
due to different timing between word connections, grammatical constructions [...].
With computers, everything seems to have the same timing, so it creates a different
perception”. Five learners favored TTS because it was slower and made word
boundaries more salient as it speaks “word by word”.

3.4. Potential as a learning tool

11 participants agreed that TTS technology could and should be used as a tool
for language learning: they perceived that morphological features such as past
-ed markings were more salient in TTS, and that it could be a source for extra
input outside the classroom. Three participants suggested that TTS should only be
used with beginners as more advanced learners need to experience human voice
characteristics: “People will [need to] get used [to a human voice] because when
they travel, they won’t hear paused, word by word speech”. Seven participants
stated that TTS should be used for all levels as long as the human voice is not
excluded from the learning process. For two students, however, TTS should not be
used as a learning tool: “I don’t think it is a good idea [...] it’s always better when
a native teacher speaks”.

4, Conclusions

This study investigated learners’ perceptions of the pedagogical use of TTS in an
EFL context. The findings show that participants had an overall positive impression
of TTS-generated voices. TTS has evolved significantly in terms of quality in
recent years to the point that most participants could not tell the difference between
human voice and TTS until prompted. However, the TTS voice was still rated
less favorably in terms of comprehensibility when compared to the human voice.
These findings corroborate previous studies (e.g. Cardoso et al., 2015; Handley,
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2009). On the other hand, while the low ratings for comprehensibility may appear
negative, this had little impact on participants’ perception of TTS as a pedagogical
tool. Almost all participants recognized that TTS could and should be used for
teaching purposes, and most said that it should be used regardless of students’
proficiency levels. This contrasts to Cardoso et al.’s (2015) findings from a similar
study conducted in a ‘second’ language context, wherein participants showed
lower acceptance towards TTS. One reason for this high acceptance of TTS as a
pedagogical tool in the current study may be due to the fact that EFL environments
lack naturally occurring L2 input and access to native or proficient speakers in
the target L2 outside of online environments. With TTS, language learners can
gain additional exposure and have access to enhanced input environments to
increase their learning opportunities (Chapelle, 2001). These findings suggest that
EFL students appear to be ready to adopt TTS systems as pedagogical tools in L2
education.
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Quantifying CALL: significance,
effect size and variation

Alex Boulton!

Abstract. Good practice in primary research has evolved over many decades of
research in applied linguistics to counter human fallibility and biases. Surprisingly,
perhaps, synthesising such research in an entire field has only recently started to
develop its own methodologies and recommendations. This paper outlines some of
the issues involved, especially in terms of quantitative research and meta-analysis. A
second-order synthesis of meta-analyses in Computer-Assisted Language Learning
(CALL) provides only medium effect sizes, but the figures are interpreted in terms
of realistic expectations. The inevitable variation in effect sizes can be attributed in
principle either to the research methodologies (both primary and secondary) or —
more interestingly — to real-world phenomena.

Keywords: meta-analysis, research synthesis, effect size, variation, CALL synthesis.

1. Primary studies and research synthesis

CALL research is often quantitative in nature, in line with the bulk of research
in applied linguistics which sees measurement as a way to counter subjectivity
and strive towards more ‘scientific’ rigour. This of course neglects the important
insights that can only realistically be gleaned from qualitative studies, with their
more frequent focus on emic, ecological, holistic considerations, and ability to
account for complex, narrative, continuous data such as interviews which do not
lend themselves easily to quantitative analysis. This is not to say that quantitative
research should be abandoned, only that — like all research — it needs using and
interpreting with caution.

A particular problem with primary quantitative research is that many studies adopt
Null Hypothesis Significance Testing (NHST) as the standard model. NHST is
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entirely subject to sample size (any difference will be significant if the sample is
large enough), it doesn’t tell us anything about what we’re really interested in (i.e.
the effect of a particular variable), and it encourages dichotomous thinking on an
arbitrary basis (with p-values typically set at 95% for no good reason). NHST has
been heavily criticised on all these counts, with Plonsky (2015) claiming it has
done “far more harm than good” (p. 242).

More useful are effect sizes such as Cohen’s d: such measures do address the real
issues, and have the substantial advantage that they can be pooled across studies.
For this to be effective, we first however need to begin with rigorous trawls of
research in a clearly-defined field to ensure that we do in fact cover what we
set out to synthesise. Traditional surveys as found in the ubiquitous ‘literature
review’ in primary studies are notoriously inadequate if one relies on personal
interpretation of serendipitous collections. This is a major issue in the complex
field such as education, where “everything seems to work in the improvement of
student achievement... Teachers can thus find some support to justify almost all
their actions — even though the variability about what works is enormous” (Hattie,
2009, p. 6). Research synthesis and specifically meta-analysis are attempts to make
the procedures more scientific and transparent (Norris & Ortega, 2000).

2. Meta-analysis in CALL

Table 1 is an attempt to summarise meta-analyses in CALL, derived largely from
Plonsky and Ziegler (2016) and Oswald and Plonsky (2010). The 12 meta-analyses
show the size of the effect of CALL use in experimental groups compared to control
or comparison groups. The first three give large effect sizes according Plonsky and
Oswald’s (2014) empirically-derived, field-specific benchmarks based on meta-
analyses in Second Language Acquisition (SLA) (d > .9); the next two are medium
(d > .6), followed by three small (d > .4) and four negligible effects (d < .4). The
mean is .64, the pessimistic conclusion being that CALL work as a whole has
barely a medium effect on learning. Worse, the few large effect sizes are derived
from very small samples as shown in the column for k. Indeed, there is a large
negative correlation (r=-.51) between the number of studies featuring in these
meta-analyses and the effect size calculated.

This rather pessimistic discussion is based on the premise that we need to find
large effect sizes for CALL. Minimally, however, what we would hope to find is
that CALL is at least as good as traditional teaching, with an effect size of =0 (or,
according to Hattie, 2009, d=.4), which is the case here. Since most primary studies
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are relatively focused and short-term, they will not show other benefits which
we may want to impute to CALL. These might include cost or time efficiency,
motivation or enjoyment, long-term retention or appropriation, learning-to-learn or
becoming ‘better language learners’, increased autonomy or transferable skills, etc.
Such conclusions are speculative at best since these things are notoriously difficult
to research, and would have to be the subject of further studies.

Table 1. Meta-analyses in CALL (cf. Oswald & Plonsky, 2010; Plonsky &
Ziegler, 2016)
study year |source focus k |d
Abraham 2008 |CALL Glossing vocabulary 6 140
Zhao 2003 | CALICOJ |CALL general 9 |1.12
Taylor 2006 | CALICOJ |Glossing reading comprehension 4 11.09
Chiu 2013 | BJET Vocabulary 16 0.75
Abraham 2008 | CALL Glossing reading comprehension 11 0.73
Chiu et al. 2012 | BJET Game-based learning 14 0.53
Taylor 2009 | CALICO1J | Glossing reading comprehension 321049
Lin, H. 2014  LL&T CMC 59 10.44
Yun 2011 |CALL Glossing vocabulary 10 0.37
Lin, W. et al. 2013 LL&T SCMC 19 0.33
Grgurovi¢ etal. 2013 | ReCALL CALL general 65 10.24
Ziegler 2015 | SSLA SCMC 14 0.13

3. Variation

Meta-analyses need interpreting with caution: in particular, it is tempting to
seize on a single figure as the ultimate answer to the question: Does it work?
“Professionals in CALL often find this comparison question frustrating... but
in a political sense, it would be useful if CALL specialists could answer it”
(Grgurovi¢, Chapelle, & Shelley, 2013, p. 2). More realistically, we need to look
at variation in what works: different primary studies of ostensibly of the same
phenomenon will provide different effect sizes — as will different meta-analyses
in a given field (cf. Table 1).

Variation in meta-analyses may derive from the studies themselves. Clearly not all
primary research is of similar quality, and a synthesist has to decide how to deal
with this — typically by devising a priori inclusion criteria (e.g. whether to include
conference proceedings), or by treating quality as a variable and subsequently
examining its impact on the effect sizes (e.g. to compare papers in conference
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proceedings against those in prestigious journal articles). This underlines the many
choices that are to be made: quality is a consideration in secondary as much as in
primary research. The increasing numbers of meta-analyses and the prominence
given to them in such diverse places as the American Psychological Association
manual or Language Learning editorials, along with handbooks (e.g. Cumming,
2012) and websites with methodological recommendations for good practice and
increasingly sophisticated tools (cf. https://lukeplonsky.wordpress.com), may
suggest that the practices are straightforward.

While SLA synthesis may have become something of a tradition in its own right,
researchers have a tremendous range of options to choose from at all stages. How
exactly do they define the field? What tools do they use to arrive at a (near-)
exhaustive collection of studies in that field? What study types do they reject?
Simply when deciding what studies to include, many meta-analyses are deliberately
limited to control/experimental designs published in English in high-ranking
journals in particular time periods for example, and so inevitably miss much of
the field, the rationale being to increase study quality. How do they extract the
data, and how do they calculate and interpret effect sizes? Primary research can be
extraordinarily complex, with several experimental groups doing different things
using different tools and procedures for different main objectives, and the resulting
data presented in the form of raw data, descriptive statistics, F/z-scores, etc. The
synthesist then has to decide the specific formula to use, and decide whether to
weigh the results (e.g. for sample size) and how to deal with the extreme values
for outliers. Checking is essential, usually from inter-rater reliability measures, but
also in the form of funnel plots for publication bias in the studies sampled, and if
possible, comparing effect sizes from different designs (control/experimental vs.
pre/post-test and if possible delayed test designs).

Variation can also be examined to determine which moderator variables contribute
more or less to overall effect sizes. It might be, for example, that large effect sizes
only come from long-term studies, or from certain learner populations (proficiency,
age, sex, cultural background, field of study, etc.), for certain linguistic objectives
or tools or procedures, and so on. Promising categories therefore feature in
a coding sheet, which is itself immensely complex and difficult to draw up
rigorously. It is no surprise perhaps that among the main conclusions of syntheses
are recommendations for better reporting practices in primary research, as it is
only at this stage that it becomes really apparent how much information is missing,
vague or unsubstantiated. Burston and Arispe (2016), for example, found that 50%
of research articles in four major CALL journals targeting ‘advanced’ levels of
proficiency had learner populations of B1 level only.
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4, Conclusions

Research is extremely complex, not just in terms of choices and procedures but
also in terms of the field itself — language, language use and language learning.
Bias is inherent in primary research, and measures need to be taken to ensure that
this is not exacerbated in an overall view of the field. Quantitative studies provide
essential insights but do not capture the whole picture, while narrative syntheses are
“inevitably idiosyncratic” (Han, 2015, p. 411) — both are essential to provide as full an
understanding as possible. Synthesists need to be rigorously transparent in designing
their studies, writing up their results, and providing supplementary materials for
others to check, replicate, or modify as more research becomes available.

The observations here are in large part inspired from a meta-analysis of data-
driven learning, i.e. the use of corpora in language learning (Boulton & Cobb,
forthcoming). In addition to the above, the main conclusions are that the many
choices are often glossed over; that single-figure main effects can be misleading
and need careful interpretation; and that, despite the relatively low overall effect
sizes reported, there are reasons for optimism in the field. Inevitably, more research
is needed in all areas.
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The contribution of CALL to advanced-level
foreign/second language instruction

Jack Burston' and Kelly Arispe?

Abstract. This paper evaluates the contribution of instructional technology to
advanced-level foreign/second language learning (AL2) over the past thirty
years. It is shown that the most salient feature of AL2 practice and associated
Computer-Assisted Language Learning (CALL) research are their rarity and
restricted nature. Based on an analysis of four leading CALL journals (CALICO,
CALL, LL&T, ReCALL), less than 3% of all CALL publications deal with AL2.
Moreover, within this body of research, the range of languages involved is very
restricted. Three languages, English, German and French, account for nearly 87%
of the studies. Likewise, in nearly 81% of the cases, the learning focus is on
the written language. Attention to oral-aural skills accounts for only 18% of all
AL2 CALL projects. Whatever the targeted language or linguistic focus, the most
striking aspect of advanced-level L2 CALL studies is the lack of information
given regarding the competency level of students and the linguistic level of
the activities undertaken. The determination of these critical parameters is thus
of necessity very much a highly interpretive process. Based on the available
evidence, it is estimated that half of the learners in these AL2 studies were in fact
within the Common European Framework of Reference (CEFR) B1 range, i.e.
below what would generally be considered as advanced-level competency. So,
too, half of the assigned tasks were deemed to have been below the B2 level, with
40% of these below the B1 level. This study concludes that both quantitatively
and qualitatively the contribution of instructional technology to advanced-level
L2 acquisition has been very limited.
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1. Introduction

This paper evaluates the contribution of instructional technology to AL2 over the
past 30 years. It draws upon 47 Advanced-level second language papers found
in four prominent journals (CALICO, CALL, LL&T, ReCALL), which constitutes
2.6% of their total 1840 publications from 1983 to 2015. At 5.3%, LL&T had the
greatest proportion, with CALICO at 3.7%, ReCALL at 3.2% and CALL at less
than 1%.

The CALL literature in this study includes only seven AL2, with English as a
Foreign or Second Language (EFL/ESL) alone accounting for nearly 62% of
all publications (Figure 1). This is followed in a distant second and third place
by German (13.5%) and French (11.5%). Four other languages complete the
inventory: Spanish (6%), Chinese (4%), and Arabic and Russian at less than
2% each.

Figure 1. Advanced-level languages
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In all, nearly 81% of AL2 studies focused on the written language (Figure 2), of
which presentational and interpersonal writing accounted for 63% and reading
18%. In contrast, presentational and interpersonal speaking, pronunciation and
listening together were targeted in only 18% of the studies. One paper focused on
basic grammar.

2. Pedagogical focus details

2.1.  Written language

Beginning with the predominant written language paradigm, a closer inspection
of the 24 AL2 studies that focus specifically on presentational writing skills
reveals that 13 involve collaborative composition activities [3, 13, 14, 19, 22, 24,
27,29, 30, 36, 39, 40, 43]° and 11 individual writing exercises [4, 5, 6, 7, 9, 11,
23,32,37, 41, 47].

A number of the studies that specifically target presentational writing [29, 30,
36, 40] also involve written interpersonal communication. However, ten of the
written interpersonal communication studies [1, 2, 10, 17, 25, 26, 35, 38, 42,
44] focus on text-based Computer-Mediated Communication (CMC) (i.e. chats,
discussion forums, blogs) which target interaction that does not result in any
formal written production. The emphasis on the written language is further
extended in ten studies that target reading comprehension of online texts [12, 15,
16, 18, 20, 28, 30, 33, 34, 37].

2.2.  Other language areas

In all, only ten studies devote any attention to aural/oral skills. Only one study [30]
focuses on presentational speaking, in combination with presentational writing. In
all, four studies involve interpersonal speaking, three [24, 30, 36] in conjunction
with presentational writing and the fourth [31] with listening comprehension.
Besides the latter [31], three other studies also target listening comprehension [8,
30, 45]. The tenth aural/oral study [21] involved pronunciation correction. Lastly,
one study was grammar-based [46].

3. In order to not encumber the text with long bibliographical citations, references in this meta-analysis are made to the number
in square brackets which precedes each entry in the References section.
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3. Student language competency level

The AL2 CALL publications in this study are frustratingly imprecise in identifying
the language competency level of students. Of the forty-seven papers involving
pedagogical implementations analysed in the present study, only nine [15, 16, 17,
21,27, 33, 37, 46, 47] explicitly substantiate student L2 competency by reference to
objective external test results (e.g. TOEFL scores). Another 12 [2, 7, 8, 10, 11, 12, 24,
28, 31, 34, 35, 39] specifically identify the competence level of their students (e.g.
advanced-low, B1, etc.), but without any corroborating evidence. In the remaining
26 studies [1, 3,4, 5, 6,9, 13, 14, 18, 19, 20, 22, 23, 25, 26, 29, 30, 32, 36, 38, 40,
41, 42, 43, 44, 45], the competency level of students can only be determined based
on circumstantial evidence (e.g. graduating L2 majors, students in an AL2 graduate
course, etc.). As can be seen in Figure 3, based on the information that could be
gleaned from these studies, the competence level of half the students described as
advanced-level learners was in fact within the B1 range on the CEFR scale, which
is to say at a level where they could at best ‘communicate essential points and ideas
in familiar contexts’. Only a third of the students were in the B2 range, i.e. a level
generally acknowledged as advanced. The remaining 17% were at the C1 level, i.e.
‘effective operational proficiency’.

Figure 3. Student L2 competency level
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4. Language activity level

Even more so than with the definition of advanced-level competence in the
description of AL2 CALL studies, identification of the linguistic level of the
actual language activities undertaken by students in the projects leaves much
undetermined. In fact, of the 47 implementation studies, only one [34] explicitly
identified and substantiated task level with reference to an objective external
metric. Three others [9, 12, 43] defined the task level explicitly, but without any
substantiation. The task level of the remaining 43 (92%) could only be determined
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through interpretation of the activities undertaken. In all but two cases [38, 40], this
nonetheless provided a reasonable estimate of task difficulty level upon which the
following analysis is based.

As indicated in Figure 4, the estimated range of language activity levels in AL2
CALL studies extends from A2 to C1, of which half are below the B2 level.

Figure 4. Task level
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5. Conclusion

In evaluating the contribution of CALL to advanced-level foreign/second language
instruction, this study has considered a number of interrelated factors as manifested
in the published research of the four most prominent CALL journals (CALICO,
CALL, LL&T, ReCALL) over the past thirty years. As documented, AL2 barely
merits a mention in the published CALL literature. Moreover, such research as
exists is extremely limited in the L2 studied, with English by far being the center of
attention, followed distantly by German and French and four other languages. So,
too, four times as many studies focus on the written language compared to aural-
oral skills. Even more seriously, AL2 CALL studies are plagued by vagueness as
to what constitutes an advanced level of foreign language competence and the
difficulty level of the language activities their students were required to undertake.
Notwithstanding, a close analysis of these studies allows these critical parameters
to be determined with reasonable accuracy. Specifically, it is shown that in half the
cases student competence and their assigned tasks were advanced only to the extent
that they were above the A2 level. In sum, it must be concluded that to date, CALL
has contributed very little to either our understanding or practice of advanced-level
foreign/second language instruction.
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Using instructional technology to integrate
CEFR ‘can do’ performance objectives into
an advanced-level language course

Jack Burston!, Androulla Athanasiou?,
and Maro Neophytou-Yiokari?

Abstract. The purpose of this presentation is to show how instructional technology
can be exploited to effectively integrate Common European Framework of Reference
(CEFR) ‘Can Do’ performance objectives (Council of Europe, 2001) into the syllabus
and assessment of an advanced (B2) level course. The particular course that will be used
for purposes of demonstration is English for Rehabilitation, an English for Specific
Academic Purposes (ESAP) course offered at the Cyprus University of Technology. It
is a two-semester compulsory subject for first-year students majoring in Rehabilitation
Sciences, a Health Faculty discipline. The ultimate goal of the course is to increase
students’ linguistic competence to allow them to function professionally in English
as independent learners in all four skills: listening, reading, speaking and writing.
It will be shown how Internet resources, in particular YouTube and various Google
applications (Google Drive, Google Docs, Google Scholar, Google Slides, Hangouts)
are used to provide and organise online content as well as to support students in the
production of written and oral materials based on discipline-specific input.

Keywords: instructional technology, CEFR descriptors, English for specific

academic purposes.

1. Introduction

The CEFR for Languages (Council of Europe, 2001) provides illustrative scales of
‘Can Do’ statements, describing foreign language proficiency at six levels, which
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enable the comparability of tests and examinations across languages and national
boundaries and the recognition of language qualifications. Instructional technology
can facilitate the attainment of ‘Can Do’ skills in many ways by providing learners
with an abundance of resources for both practising and producing the target language.
Moreover, in Languages for Specific Academic Purposes courses, technology adds
to the ‘specific’ and ‘academic’ components since it helps to develop complementary
skills like online library searching, retrieving and evaluating academic and other
material on the Internet, preparing assignments and presentations using digital tools,
etc. Although the linguistic part of any language course can be readily aligned to the
CEFR ‘Can Do’ statements, no such descriptors exist for related specific academic
skills or the use of technology. It is, thus, the intent of this paper to help close this
gap by demonstrating, within the context of an ESAP course, how instructional
technology can be exploited to adapt the CEFR descriptors for B2-level competence
to the teaching of both linguistic and specific academic skills.

2. Method

The particular course that was used for purposes of demonstration is English
for Rehabilitation, an ESAP at the Cyprus University of Technology. It is a two-
semester compulsory subject for first-year students majoring in Rehabilitation
Sciences, a Health Faculty discipline. The ultimate goal of the course is to increase
students’ linguistic competence to allow them to function professionally in English
as independent learners in all four skills: listening, reading, speaking and writing at
an advanced (B2) level. The course was implemented in collaboration with faculty
members of the Department of Rehabilitation Sciences. Subject area content
derives from an introductory course, simultaneously taught by this faculty in the
L1 (Greek). Parts of this course were restructured to focus on the interactive use
of related L2 English vocabulary and grammatical structures. Language instructors
organised each semester of the ESAP course into four thematic blocks, each lasting
three to four weeks.

At the beginning of each thematic block, a member of the academic staff from the
Rehabilitation Sciences department gave a short lecture (30-45 minutes) in English
on the block’s topic. The lecture was audio-recorded in Hangouts on Air and stored
in the language instructors’ YouTube channel and made available to students. Over
the following weeks, students undertook various tasks based on the content theme.
These all involved realisations of specific B2-level ‘Can Do’ descriptors such as
‘Listening as a member of a live audience’, ‘Note-taking (lectures, seminars)’,
‘Processing Text’, and ‘Sustained Monologue’.
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Once the learning objectives were set, the technology tools to be used were
chosen and it was decided how these were to be used in order to achieve the
desired outcomes. Internet resources, in particular YouTube and various Google
applications (Google Drive, Google Docs, Google Scholar, Google Slides,
Hangouts) were used to provide and organise online content, as well as to support
students in the production of written and oral materials based on discipline-specific
input. These included listening to lectures in their field of study, taking notes and
collaboratively synthesising these in written course summaries. Individual note-
taking and paraphrasing of assigned disciplinary readings were also undertaken
based on printed as well as web-based sources. Students were taught to take
responsibility for their professional learning in English through collaborative
web-based research on topics related to their discipline, for which they produced
essay outlines. Communicative use of the language was practised through regular
small-group interactions in class as well as through the preparation and delivery
of professionally-related oral presentations using various PowerPoint functions
and Prezi. Finally, students also had to provide their reflections at the end of each
thematic block, which aimed to make them aware of their own learning processes
and thus more independent.

Course assessment, both formative and summative, was determined in relation
to students’ ‘Can Do’ linguistic performance. The course grade was based, for
both individual and group assignments, upon the extent to which students’ lecture
summaries, reading synopses, research outlines and oral presentations corresponded
to the CEFR B2-level ‘Can Do’ descriptors for reading, writing, listening and
speaking. As a capstone project, students produced a Google Doc-based individual
e-portfolio in which they summarised the activities carried out during the course
and, more generally, reflected upon their learning. The final exam, although in
paper form, assessed students against the same ‘Can Do’ descriptors, i.e. reading a
profession-related text, taking notes on it, paraphrasing some parts, summarising
the whole text and showing awareness of the vocabulary learnt.

3. Results

At the beginning of the first semester course, students were overwhelmed by the
fact that they had to deal with discipline-specific material in English. Within a
few weeks, however, as the lecture topics became more professionally targeted,
they were not only more interested in the content, but also more engaged in
the use of the language, working on summarising, synthesising, taking notes,
vocabulary and language activities in English. The recurring pattern of activities
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in each thematic block helped students become more at ecase with the assigned
tasks, which they often undertook without being told.

As with the specific academic skills aspect of the course, the use of technology
tools initially proved very daunting for students, most especially Google Drive.
However, the support provided to students, and their own experimentation,
allowed them to quickly overcome their apprehensions. After the first two
thematic blocks in the first semester, students were comfortable using the various
technologies and even tried out new ones (e.g. Prezi, PowerPoint) on their own.
Most use of technology took place outside of class, with one student who was
abroad at the time even using Skype to contribute to a group presentation in
class. Above all, students had easy access to online materials and could carry
out their activities via tools such as Google drive and Google docs, which were
automatically saved and accessible from virtually anywhere. Ubiquitous online
access to shared documents also fostered the undertaking of collaborative tasks,
allowing students to easily work together to improve their English and co-
construct disciplinary knowledge.

4, Conclusions

Overall, it can be said that technology, especially Google applications, played a
vital role in realising the ‘Can Do’ objectives of the English for Rehabilitation
course. The course Google Drive allowed instructors to store and distribute course
materials in digital form as well as link to a multitude of online resources. With
Google Docs, students had access to their own work online at any time. So, too,
the online collaborative work that the Google Drive and Google Docs made
possible constituted a motivational factor for all group members in the completion
of activities, as well as a means for improving linguistically, especially for lower
level students. Finally, Google docs provided the platform for the e-portfolios in
which students synthesised all work (assessed and non-assessed) carried out in
each semester, constituting in effect each student’s self-generated online textbook
for the course.
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Exploiting behaviorist and communicative
action-based methodologies in CALL
applications for the teaching of pronunciation
in French as a foreign language

Jack Burston', Olga Georgiadou?, and Monique Monville-Burston?

Abstract. This article describes the use of instructional technology to promote,
through a combination of behaviorist/structuralist and communicative/action-
based methodologies, correct pronunciation of French as a Foreign Language
(FFL) to native Greek-speaking false-beginner-level learners. It is based on the
analysis of a teaching programme, complemented by an end-of-semester student
evaluation questionnaire. Within the curriculum of the A1/A2 level French courses
at Cyprus University of Technology (CUT), learners acquire the spoken language
largely through communicative action-based tasks. In addition, teacher-authored
preparatory exercises, created using the Schoolshape digital language lab system,
provide the content of pronunciation exercises. Being cloud-based, Schoolshape
allows teaching and learning to extend out of the classroom. Students can complete
exercises virtually anywhere there is a broadband Internet connection and receive
immediate automatic feedback as well as profit from the asynchronous online
monitoring of their instructor. Moreover, the pronunciation exercises, whose
substance is linked to the action-based tasks, can be meaningfully integrated into the
communicative curriculum. An end-of-year survey collects feedback from students
concerning the attention paid to their pronunciation in general and their use of

Schoolshape in particular.

Keywords: phonetic correction, behaviorist methodologies, structuralist
methodologies, action-based methodologies, digital language lab.
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1. Introduction

In this article we describe the use of instructional technology to promote,
through a combination of behaviorist/structuralist and communicative/task-based
methodologies, correct pronunciation of FFL to native Greek-speaking false-
beginner-level learners.

Computer-Assisted Language Learning (CALL) has long been valued for its
potential to extend teaching out of the classroom (Reinders & Darasawang,
2012), which for oral production is essential given the practical constraints on
in-class activities. CALL pronunciation programs designed for this purpose are
numerous®. However, in attempting to exploit such online resources, teachers of
FFL are confronted by two considerable shortcomings. Firstly, the majority of
these websites are generic in nature and thus do not take account of L1-specific
factors (here Cypriot Greek). Secondly, practice exercises are typically undertaken
in isolation from communicative activities. Overcoming these obstacles requires
teachers to create materials attuned to the L1 of their learners and integrated into
the syllabus. In so doing, the ultimate goal is to foster the acquisition of correct
pronunciation, not just in isolated exercises, but in spontaneous speech linked to
meaningful discourse (Abou Haidar & Llorca, 2016). The following discussion
describes how these challenges were addressed in two FFL courses at CUT.

2, Teaching/learning spoken French
in A1/A2 level courses at the CUT

The students involved in our study were enrolled in two courses during the 2016
Spring semester (Level 1 [CEFR A1] and Level 2 [CEFR A2]). They had studied
French for four years in secondary school, or more in private institutes. In general,
their speech was strongly accented to the point of preventing intelligibility, in
particular at Level 1. The two courses adopt an action-based approach and aim to
give students the opportunity to express themselves autonomously and authentically
in situations as close as possible to those of everyday life. Learners acquire the
spoken language largely through the in-class and out-of-class preparation of
dialogues they create in making three short video clips which they film using their
mobile phones. The work is individual and/or collective (in teams of two or three).
The preparation of these clips includes the acquisition of grammar, vocabulary,

4. For a general discussion on CALL resources for pronunciation instruction and on their merits and limitations, see Derwing
and Munro (2015).

75



Jack Burston, Olga Georgiadou, and Monique Monville-Burston

phraseology, pragmatics and some aspects of pronunciation related to the themes
of the role-plays (Level 1: getting to know someone, describing my house, giving
directions; Level 2: at the market, at the restaurant, introducing oneself for an
internship). From the beginning, students are made aware that pronunciation is
taken into account in the evaluation of their video clips and in the midterm and
final exams, which motivates them to take it seriously. There being little time for
in-depth work on pronunciation in class, the great part of phonetic correction is
undertaken out of class with Schoolshape.

3. Using the Schoolshape digital language lab system

3.1.  Presentation of Schoolshape

Operating entirely from a remote cloud-based server, Schoolshape (wWww.
schoolshape.com) is accessible from any broadband Internet connection, which
facilitates its use both within and outside the classroom. The pronunciation
exercises developed in Schoolshape are closely linked to the vocabulary,
grammar and content of task-based role-play activities. Since they are audio
recorded, the results of these exercises can be monitored by instructors to track
student progress and more effectively target follow-up correction. The latter is
done during face-to-face debriefing sessions which follow the evaluation of the
role-plays.

3.2. Types of exercises

Before starting phonetic training exercises, Schoolshape is used to establish a
general phonological profile of each class and individual profiles for each student.
This is accomplished by audio recording the pronunciation of key words containing
known difficulties (e.g. front rounded vowels, nasal vowels, voiced-voiceless
plosives)’. The purpose of these profiles is to provide more precise, better-targeted
and more effective remedial work. Thanks to the flexibility of its management
system, Schoolshape can be used to assign exercises to a class, as well as to
individuals so they can work specifically on their own problems.

Aural discrimination exercises are exploited to make same/different judgements
and to identify which particular sounds are heard (Figure 1).

5. These key words are taken from the Interphonologie du Frangais Contemporain corpus list (http://cblle.tufs.ac.jp/ipfc/)
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Figure 1. Aural discrimination exercises
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As learners gain competence in discriminating between the sounds of the L1 and
the L2 as well as between L2 sounds, they also begin to notice the gap (Schmidt,
2010) between their own pronunciation and that of normative models. Listen/
repeat exercises are used to provide pronunciation practice with words and short
phrases containing targeted phonological features. Written language is exploited to
provide visual support for oral output and establish phonological correspondences
with the orthographic system (note the underlined consonants in Figure 1).

The reading out loud and recording of model words and phrases provides both
pronunciation practice and preparation for task-based role-plays (Figure 2).
This is followed up with interactive communicative exercises: virtual simulated
dialogues without written support in which students record their responses to
oral prompts.

Figure 2. Model words and phrases
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Schoolshape exercises are specifically designed to target the pronunciation
difficulties of Cypriot learners (e.g. the absence of phonemic distinction between
voiceless and voiced plosives — See Figure 1). Cognate French-English vocabulary
also receives special attention to redress the strong contaminating effect of the L2
English pronunciation of words with similar or identical spelling in both languages
(e.g. commerce, finance, Internet). For all exercises, the recording of students’
productions allows the instructor to asynchronously monitor learners’ progress and
is the basis for the face-to-face sessions.

4. Students’ evaluation of the Schoolshape program

All students (36) answered an end-of-semester evaluation questionnaire
concerning the pronunciation teaching method used in the courses and the
improvement of their pronunciation. As is attested in the following results,
overall student reaction to the Schoolshape program was very positive. Over 93%
of students felt that the exercises improved their pronunciation, 50% appreciably
and 44.4% a lot (Figure 3).

Figure 3. Schoolshape: improved pronunciation
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Since the purpose of the Schoolshape exercises was to improve the students
phonetic accuracy and speaking skills by focusing on the pronunciation of words or
phrases that they would need for the creation of their filmed dialogues/presentations,
they were asked about the impact of these exercises on the creation of their videos.
Here again, the great majority (83%) indicated that Schoolshape had helped a
lot (44.4%) or appreciably (38.8%) (Figure 4). The instructors observed that the
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Schoolshape simulated dialogues in particular had provided effective training. The
set phrases relevant to specific role-play situations that had been practiced with
Schoolshape were internalized by students and enunciated more confidently, with
phonetic features (segmental and suprasegmental) that rendered them intelligible.

Figure 4. Schoolshape: video creation
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Lastly, when students were asked to indicate in what way(s) Schoolshape helped
them to improve their pronunciation, the most frequent responses were that the
exercises allowed them to listen to and repeat words/sentences (36.1%) and to
become aware of what the correct pronunciation was (30.5%). A quantitative
analysis of the progress made by students in their production of specific
segmental phonetic features was done at the end of the semester for the Level 1
students (22). The features were: the vowels /y/ and /u/, the voiceless plosive /t/
in étudiant and the silent final consonant in éfudiant. The students’ productions
in the initial profiles were compared to their reading aloud of short sentences
during the final oral exam. Correct pronunciations improved from 15% to 54%
for /y/; from 25% to 77% for /u/; from 5% to 73% for /t/. 68% of students did
not pronounce the final <t> while the majority did at the beginning of the course.

5. Conclusion

Though out of fashion, behaviorist/structuralist focus-on-form exercises (for
perception and production) nonetheless remain a methodologically valid
approach to L2 pronunciation training. Thanks to the cloud-based instructional
technology of the type provided by Schoolshape, it is now possible to exploit
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structuralist concepts such as contrastive analysis and phonemic opposition in
remedial exercises that can be undertaken anywhere a student has access to an
Internet connection. Freed from the normal constraints of classroom time, the
acquisition of correct pronunciation can be integrated into a communicative/
action-based curriculum in a way that is motivating for students. Above all, our
experience to date shows that there was substantial progress in the students’
pronunciation of the phonetic features targeted during the semester.
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Mobile assisted language learning of less
commonly taught languages: learning in
an incidental and situated way through an app
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Abstract. Learning has been moving out of classrooms into virtual and physical
spaces for over a decade now (Naismith, Lonsdale, Vavoula, & Sharples, 2004).
It is becoming mobile ‘in space’, i.e. carried across various domains (workplace,
home, places of leisure), ‘in time’, as it encompasses different moments of the day,
and in terms of ‘learning purpose’, which may be related to work, self-improvement
or leisure (Vavoula & Sharples, 2002). In line with the principles of learning in an
informal, incidental and mobile way, an open source and geolocalised application
for learning foreign languages with a smartphone is being implemented within
Key Action 2 of the Erasmus Plus European framework by the project called
ILOCALAPP - Incidentally Learning Other Cultures and Languages — (Ceccherelli
et al., 2016). ILOCALAPP will result in an app to aid in learning Finnish, Italian,
Polish and Portuguese embedded within their respective cultural practices. The
target group is mobility students, so the app will be situated in the university city
where international students arrive, i.e. the Finnish language content will unfold
in Rovaniemi, Italian in Bologna, Polish in Poznan, and Portuguese in Coimbra.
The learning content will blend in the students’ everyday contexts, whereby the app
would be used incidentally in a game-like manner, thus providing enjoyable learning

moments throughout their daily activities in an informal way.

Keywords: MALL, incidental learning, geolocalisation, multilingualism, less
commonly taught languages.
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1. Introduction

Measures on the promotion of lesser used languages in Europe have been
established by the European Commission since the late 1980s. Languages spoken
in the countries of ILOCALAPP partners fall within the multilingualism policies
on Less Widely Used and Taught Languages in Europe (European Commission,
2011). The acknowledgement of the importance of informal learning in lifelong
education within the EU, as well as the implementation of common policies for
mobility by Erasmus Plus programme provide common political guidelines for the
ILOCALAPP project.

Online and mobile technologies have opened up exciting new possibilities
for study in higher education. Mobile learning can make boundaries between
educational settings, life and work more permeable. Our app will build on
mobile devices while exploiting their built-in sensors (e.g. GPS, gyroscope,
accelerometer, camera), as well as an Internet connection, thus enabling to
detect and identify user activities and trigger some contextual contents and
activities related to specific geolocalised Points of Interest (POIs). As the user
gets close to a POI, the app will upload relevant contents and activities (e.g.
ordering food in a café, asking for directions). With the app, learning languages
becomes more accessible in various situations, collaborative and participatory.
By foregrounding cultural values and practices, it provides opportunities for
authenticity, communicativeness and inclusion.

2. Mobile technologies and learning of languages
and cultures: some theoretical underpinnings

We start off from the theories of situated and incidental learning where all
learning is embedded in the learners’ social, cultural and historical contexts,
representing interaction with their lifeworlds (Lave & Wenger, 1991). Integral
to this process becomes participation in a community that shares certain
cultural values, assumptions and rules, i.e. a community of practice. So in an
app that supports mobility, the cultural identities of the student and surrounding
community become especially important. Cul