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Foreword  

 

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

the Katholieke Universiteit Leuven Campus Brugge. More than 100 participants from 

more than 20 countries have submitted papers which all focus on the conference theme 

ñCALL your DATAò. 

 

The International CALL Research conferences focus on the role of technology in the 

language - learning and teaching process. The XIXth  edition will explore the issu e of  Open 

Data, Information and Content . We define óOpenô as incorporating the qualities of being 

accessible, exchangeable, sustainable, reusable and useful.  

 

Every CALL practitioner and researcher is confronted on a daily basis with the challenges 

and iss ues associated with the use of Data, sometimes massive amounts of it, where 

Data can become Information and/or Content depending on our goals.  

 

We distinguish four types of  Information :  

 

¶ Information about the Learner: information provided by the learner, the teacher, the 

school, the parents, e -portfolios, social networks (e.g. through data scraping) and 

smartphones (e.g. by providing the learnerôs geotemporal location) é. This 

information can be useful and even needed for the personalization and 

contextual ization of the learning process.  

¶ Information about the Learning Process or Learning Analytics: data gathered by a 

system or electronic learning environment with a view (a) to assessing and 

supporting the learner, (b) to analyzing the learning process, (c) to improving the 

learning environment and (d) to predicting learner behavior (in the case of Big Data 

or educational data -mining on a large scale).  

¶ Pedagogical metadata: sets of data that may facilitate the reusability and 

discoverability of digital learni ng resources, with a view to supporting the learner 

(hyperlink glosses, captions, just - in -time information, procedural information é) or 

the teacher (tags, readability indexes, CEFR levels, pedagogical instructionsé). These 

metadata are mostly integrated i n content for learning or teaching.  

¶ Research Data: with the recent Open Access policies comes also the tendency to 

facilitate access to the datasets with any publication.  

 

We distinguish four types of  Content :  

 

¶ Published materials: textbooks, courseware, M OOCs;  

¶ Self -made (or co -authored with colleagues or students) materials: OERS, LMS -

embedded exercises, sound files, subtitles, captions, corpora, knowledge clips, fan 

fiction, textual or audiovisual content produced in online communities of practice é; 

¶ Authentic Documents found on the Web, especially the Semantic Web, or level -

adapted materials (e.g., easy readers);  

¶ Content found in Virtual Worlds, Serious Gaming, Ambient Intelligence, Augmented 

Reality and The Internet of Things.  

 

Both Information and Content are not given high priority as Open Data in the CALL field. 

This is why we are dedicating a special conference to the theme.  

I wish to thank my associate editors, the members of our editorial board, the local 

organizers Piet Desmet, Frederik Cornil lie and Ine Windey, our keynote speakers Rose 

Luckin and Alex Boulton, conference manager Ann Aerts, and all the participants.  

 



10 
 

The International CALL Research Conferences were initiated by Keith Cameron, the 

founding editor of Computer Assisted Language L earning , at Exeter University. In 2002, I 

was asked to take over both the editorship of the journal and the organization of the 

conferences. Since then, the following have been organized:  

Xth edition: ñCALL Professionals and the future of CALL Researchò (Antwerp, 2002)  

XIth edition: ñCALL and Research Methodologiesò (Antwerp, 2004) 

XIIth edition: ñHow are we Doing? CALL and Monitoring the Learnerò (Antwerp, 2006) 

XIIIth edition: ñPractice-Based & Practice -Oriented CALL Researchò (Antwerp, 2008) 

XIVth editio n: ñMotivation and Beyondò (Antwerp, 2010) 

XVth edition: ñThe Medium Mattersò (Taichung, 2012) 

XVIth edition: ñResearch Challenges in CALLò (Antwerp, 2014) 

XVIIth edition: ñTask design and CALLò (Tarragona, 2015) 

XVIIIth edition: ñCALL in Contextò (Berkeley, 2017)  

 

It is our intention to make the CALL conferences annual instead of biennial, and to 

change the continent every year. Should you be interested in hosting one of our 

conferences, just let us know.  

 

Jozef Colpaert  

Editor CALL Journal  

Organizer International CALL Research Conferences  
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Bio data  

 

Alex Boulton  is Professor of English and Applied Linguistics at the University of Lorraine 

and director of the research group ñAnalyse et Traitement Informatique de la Langue 

Fran­aiseò (ATILF: UMR 7118, CNRS & Universit® de Lorraine). Particular research 

interests ce ntre on corpus linguistics and potential uses for óordinaryô teachers and 

learners (aka data -driven learning). He has published and edited books and papers in 

these fields over the years, and is on various boards and committees: AFLA (Association 

Française  de Linguistique Appliquée; vice -president), EUROCALL (European Association 

for Computer Assisted Language Learning) and TaLC (Teaching and Language Corpora); 

as well as a number of scientific journals: ReCALL (editor), Alsic, ASp, CALL -EJ, the 

EUROCALL Review, IJCALLT, JALT -CALL Journal, Language Learning & Technology, and 

Al-Lisaniyyat. He has collaborated with the Computer Assisted Language Learning journal 

as a reviewer and contributor to joint editorial panels at major CALL conferences.  
 
 

Abstract 

 

Language is a tremendously complex object, and learning a second language to an 

effective level of competence represents a daunting prospect. Though children acquire a 

first language as a matter of routine through exposure and meaningful interaction, 

somethin g else is clearly required for later learning. The traditional response has been to 

simplify things as much as possible through expert mediation: language is carefully 

divided into bite -sized pieces to be delivered by teachers and coursebooks through clear  

examples in a predetermined order, with cognitively demanding explanations, rote 

learning and mechanical rehearsal. The subsequent loss of meaningful communication 

has been at least partially addressed in a number of methods and approaches, including 

the use of authentic language samples. But the teacher is still in many cases the 

mediator, selecting the materials and thus the exposure: the learner is not to be trusted 

with data óin the wildô. New technologies have seen a drastic change in the past 20 years 

or so, as learners no longer have to rely on teachers, selected documents or resource 

centres to encounter a target language. Though some teachers might rue a loss of 

control, massively increased exposure is not only possible but, in many cases, a realit y in 

informal online learning.  

 

The question remains though of whether and how extensive contact with a language 

might be helped by pedagogical intervention. In other words, in the knowledge pyramid 

model, how can learners be helped to convert the language data they are exposed to into 

information and subsequently knowledge? Among the various possibilities, data -driven 

learning or DDL (Johns, 1990) draws inspiration from corpus linguistics in harnessing the 

power of computers to analyse large quantities of text in a fraction of a second. Not only 

can a computer analyse far more text than would be possible via regular reading, it also 

provides a substantially different presentation of frequency, distribution, co -occurrences 

and patterns via numerous contexualised uses. Johnsô (1990, p. 30) stated aim was 

precisely ñto cut out the middleman [i.e. the teacher or coursebook] as far as possible 

and to give the learner direct access to the data.ò  
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This paper introduces the concepts of DDL, the theoretical foundations and research 

findings to date , along with examples of pedagogical applications, before focusing in on 

the specific question of the data to be used. Clearly what is important for pedagogical 

purposes may be different from the criteria used by corpus linguists: for the learner, any 

set of data, from a single text to the estimated 45 billion internet pages indexed by 

Google, may be useful in some cases. Drawing on a recent meta -analysis of DDL 

(Boulton & Cobb, 2017), two main themes emerge of relevance to this conference. First, 

the type of research data presented in the studies themselves: not just the results, but 

also the information about the learners, context, tasks, instruments and analyses. Gaps 

in the coding sheet reveal substantial room for improved reporting practices. Second, th e 

different types of ócorporaô used in published studies: these are outlined, with an 

appraisal of their relative usefulness for different learners in different contexts and how 

they may be used. In conclusion, it is argued that if DDL is less obviously ma instream 

than advocates might have hoped, we need to bring DDL to the learners rather than the 

other way round, using appropriate tools and techniques for different needs and learner 

profiles, and ensuring the data are relevant and sharable.  

 

 

References  

 

Boulton, A., & Cobb, T. (2017). Corpus use in language learning: A meta -analysis. 

Language Learning, 67(2), p. 348 -393. DOI 10.1111/lang.12224  

 

Johns, T. (1990). From printout to handout: Grammar and vocabulary teaching in the 

context of data -driven learning. CALL Austria, 10, p. 14 -34. .  
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Prof Rose Luckin has been developing and writing about the Learning Sciences, 

Educational technology and Artificial Intelligence in Education (AIEd) for over 20 years. 

Her research explores how to increase participation by teachers and l earners in the 

design and use of technologies. In addition to over 50 peer - reviewed articles and two 

edited volumes, Prof. Luckin is the author of Re -Designing Learning Contexts (Routledge, 

2010), and lead author of the influential Decoding Learning report  (Nesta, 2012). Rose is 

a member of the Welsh Assemblyôs Successful Digital Futures group and was previously  

a member of the board of BECTA (the British Educational Communications and 

Technology Agency) and founder and chair of their Research Advisory Gro up. Rose is a 

member of the EPSRC college of reviewers and has advised the research councils of 

various countries on the design and use of educational technologies. Her research applies 

participatory methods to the development and evaluation of technology for learning. This 

work is interdisciplinary and encompasses education, psychology, artificial intelligence 

and HCI.  

 

 

Abstract 

 
Most people in countries where modern technology is widely used will be interacting with 

Artificial Intelligence (AI) through i ts many practical applications in computers that have 

visual capabilities, that can learn, solve problems, make plans, and understand and 

produce natural language, both spoken and written. These AI applications are used in 

areas such as medical diagnosis, language translation, face recognition, autonomous 

vehicle design and robotics.  

 

AI is also already being applied to educational settings. For example, Alelo has been 

developing culture and language learning products since 2005 and specialises in 

experiential digital learning driven by virtual role play simulations powered by AI. 

Carne gie Learning produce the software that can support students with their Spanish 

studies. In order to provide individually tailored support for each learner the software 

must continually assess each studentôs progress. The assessment process is underpinned 

by an AI -enabled computer model of the mental processes that produce successful and 

near -successful student performance.  

 

These examples merely scratch the surface of what is possible with AI. In this 

presentation, I will explore how AI is relevant to CALL  and what AI can contribute to 

teaching and learning to help students and educators progress their understanding and 

knowledge more effectively.  
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Ivana Marenzi , PhD (F),  is senior researcher at the L3S Research 

Center of the Leibniz University of Hannover, Germany. Throughout her 

career she has specialised in the relationship between technology and 

communication. Her main area of research in Technology Enhanced 

Learning i ncludes the support of collaborative and lifelong learning.  

 

 
 

Abstract  
 

The ongoing study looks at the online behaviours of language teachers in the open 

access professional online environment YELL / TELL . The present paper focuses on how 

language teachers (from different backgrounds and experiences) carry out web searches 

and collaboratively tag and comment online open access, Open Educational Resources 

and user -generated resources in order to find and re - find them and make them more 

easily access ible to other colleagues. This allows teachers to exchange professional 

knowledge and practice giving colleagues suggestions on how resources can be used, re -

contextualised, reused and become  relevant for  different teaching and learning contexts . 

The qualitative and quantitative analysis of their behaviour allowed researchers to create 

a new search interface to facilitate sharing resources and practices, personalising their 

digital environment  while learning in the p rocess.  
 
 

Conference paper  
 

Introduction  

Our study focuses on how language teachers carry out web searches and collaboratively 

tag and comment online open access and user -generated resources in order to make 

them more easily access ible and exchangeable; this allows teachers to exchange 

professional knowledge and practice giving colleagues suggestions on how resources can 

be re - contextualised, reused and thus become more  relevant for  different teaching and 
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learning contexts .  

 

YELL/TELL ( Young English Language Learners / Teen English Language Learners ) is a 

professional online community open to student teachers, language teachers and 

language teacher educators. The wider project has the aim to support multiliteracies 

awareness and competence for language teachers (pre -service, in -service and lifelong 

learning) (Marenzi, 2014; Cope and Kalantzis, 2015). One of the aims of the present 

project is to improve the web searching processes for language teachers and transform 

them into effective learning and professional processes (Marchionini, 2006; Marenzi 

and  Nejdl, 2012 ).  

 

Initial investigations were based on how experienced language teachers search online for 

Open Educational Resources (OERs) 1 and authentic materials 2 (Marenzi, Bortoluzzi, 

Kalyani, 2016; Bortoluzzi and Marenzi, 2017). The results of those st udies generated the 

next phases of the project focused on strategies for facilitating searching, retrieving and 

sharing resources and practices within a knowledge -process development and a new 

search and tagging interface (Hwang, Marenzi, Bortoluzzi, Ronch etti, 2017).  

 

The present paper is based on the ongoing phase of gathering qualitative and 

quantitative data on how language teachers are using the new interface which should 

facilitate searching, re - finding and sharing. More specifically, we focus on the  following 

questions:  

 

What are the web searching variables which are used by language teachers from diverse 

professional contexts to retrieve, re - find, share, render accessible and suitable for 

different teaching contexts Open Educational Resources (both found online and user -

generated) and authentic materials for learning?  

 

In multiliteracies and digital literacy education for teachers, how can we support 

collaborative searching and annotation of resources in order to facilitate re - finding, 

sharing and re -using in different contexts and promote teacher personalization of 

professional learning?  

 

First the paper presents the context of the YELL/TELL professional online community; 

then it briefly discusses the challenges posed by the enormous amount and varie ty of 

OERs accessible online; it briefly outlines the search strategies used by novice and 

experienced language teachers when they were using the previous interface, and then it 

discusses the choices made to implement and pilot the new search interface. Pr ovisional 

conclusions point towards flexible and adaptable guidelines for searching and sharing 

resources and practices among language teachers; however further data gathering and 

analysis are needed in order to offer solutions grounded on quantitative as well as 

qualitative data.  

 

The context of the study  

The YELL/TELL professional online community is supported by LearnWeb, a learning and 

competence development environment which allows users to share and collaboratively 

work on resources collected from the web or user -generated (Marenzi and Zerr, 2012). 

LearnWeb provides users with a search interface for resource discovery and sharing 

across various Web services such as YouTube, Flickr, and Slideshare, including LearnWeb 

itself, and can offer a Personal Digital Learning Space. In order to support collaborati ve 

searching, LearnWeb provides automatic and manual resource annotation. Resources in 

LearnWeb can be bookmarked, tagged, commented, and discussed by all users who join 

the special interest groups of the community. Hence, the different LearnWeb 

communitie s (one of them is YELL/TELL, the focus of this paper) can collaboratively 

                                                           
1 Iiyoshi and Kumar M.S.V, 2008; UNESCO, 2002; Beaven, 2013, 2015.  
2 Guariento and Morley, 2001.  
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identify the best learning resources for specific learning domains and interest groups (for 

a discussion of the LearnWeb affordances, see Marenzi, 2014; Marenzi and Nejdl, 2012; 

Mare nzi and Zerr, 2012).  

 

LearnWeb has been used as a collaborative platform to support the activities of various 

teaching and learning scenarios, including the YELL/TELL community for teacher 

professional development. The YELL/TELL community aims at 1. raisin g language teacher 

awareness about resources and practices, and promoting reflection on 

teaching  languages to young, teen and university learners; 2. promoting teacher 

multiliteracies competence; 3. promoting collaboration and sharing of practices among 

te achers (Bortoluzzi and Marenzi, 2014).  

 

The key aspect of the LearnWeb platform, adapted by its developers for the needs of the 

YELL/TELL community, is offering a virtual space for supporting a continuous process of 

lifelong learning shared by professionals and language educators with diversified 

backgrounds. The flexibility of the platform allows the community to re -contextualise 

resources for professional use and exploit the environment to share and exchange both 

resources and the ideas for ad apting them in the teacherôs own working context. By 

sharing resources from one group to another, learning materials can be re - contextualised 

to promote collaboration across education levels and interest groups.  

 

Due to the growing amount of materials and metadata collected by the YELL/TELL users 

and the ever -growing number of online resources found on the web and posted in the 

various groups, teachers noticed that it was becoming more and more difficult to find, re -

find and share resources on the platform with the default LearnWeb interface. During 

professional courses for teachers, participants expressed the need for a different way of 

organizing resources to facilitate re - finding them at a later stage and sharing them more 

efficiently with colleagues.  

 

Pr evious research phases  

In order to improve on the affordances and use of the LearnWeb platform adapted for the 

YELL/TELL community of language teachers and educators, in 2014 we carried out a 

small - scale study to look at how expert teachers select, share, use and adapt resources 

for their professional practice. Six experienced teachers were first interviewed about how 

they carried out their web searches for educational purposes, and then they were 

recorded (with screen capture) during searching tasks carrie d out with think -aloud 

protocols (Bortoluzzi and Marenzi, 2017). The research questions addressed were:  How 

do (language) teachers search for resources on the Web? What do they actually look for 

(datasets and categories)? What kind of strategies do they ad opt for searching and for 

using, re -using and adapting resources?  

 

For our study, we chose five expert and successful language teachers selected on the 

basis of a questionnaire: we were looking for teachers who had a complex and reflective 

point of view to wards teaching and learning (Edge, 2011), and a positive attitude 

towards digital technology for language teaching purposes (Jones and Hafner, 2012; 

Dudeney, Hockley and Pegrum, 2014). We additionally invited a university lecturer 

expert in digital technol ogy for education to carry out the web searching activities; her 

presence would provide a point of view of óexpert userô of educational technology 

different from language teachers.  

 

On the basis of our research questions, a series of data -driven categories  were identified 

in the data (the transcripts of the interviews and think -aloud protocols):  

1. Search terms : How do teachers search for content/topic? What keywords/key 

expressions do they use? E.g.: human rights, writing activities, Mondrian, etc.  

2. Multimodal actions : What are the actions teachers identify? E.g.: searching, choosing, 

finding, using, adapting, re -contextualising, creating, linking, etc.  
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3. Multimodal function objects : What are the digital objects mentioned by the teachers 

when searchi ng that allow them to act on the digital environment? E.g. download button, 

overhead toolbar, link, etc.  

4. Multimodal text - types : What type of multimodal texts do teachers search for? How do 

they refer to the kind of multimodal texts they are searching fo r? 

5. Context and purp ose: How do teachers refer to the context of use of the 

website/resource they are looking for? How do teachers refer to the purpose for their 

search?  

6. Website credibility, reputation, trustworthiness: How teachers refer to these asp ects?  

A detailed presentation and discussion of the data analysis is provided in Bortoluzzi e 

Marenzi (2017); here we shall only summarise some of the results which are relevant for 

the present paper.   

 

1. Multimodal text - types searched by the teachers are in great variety and often one 

typology includes several: for instance, a pdf file might include written text, a photo, an 

audio - file link and a video link. Our expectations of the relevance of OERs for te aching 

were only partly met, since our data clearly showed the relevance of online resources not 

purposefully created for teaching; expert teachers tend to look for óauthenticô resources 

(see Guariento and Morley, 2001 for a problematization of the label óauthenticô).  

 

2. Search terms span across any topic (both OERs and resources not originally intended 

for educational purpose) and they are not a suitable predicting variable for improving on 

searchability. It is rather the strategies used for searching th at pointed us towards 

interesting trends useful for teacher education. The most productive strategies we found 

were two: ópersonalizationô and ótrustworthinessô. 

 

1.  Personalization : given the excess of online resources, experienced teachers tend 

to rely on themselves as a network of professional knowledge (colleagues they 

meet offline in school and/or online; see Vuorikari et al., 2012 and Vuorikari and 

Brecko,  2014) to assess, recommend and rely on websites or resources which are 

previously checked and approved of by trusted peers. The result is a complex 

network of collective intelligence and professional competences that often results 

in personal or school ne tworks and blogs (Facebook groups, personal blogs, 

Whatsapp groups, etc.).  

2.  Trustworthiness : teachers tend to rely on credible, well - known, institutional 

websites and portals or, as an overlapping trend, online resources recommended 

by and valuable for othe r trusted colleagues; most often recommended online 

resources belong to well - known, official or educational institutions.  

 

Strategies related to personalization and trustworthiness tend to intersect and be 

mutually reinforced. Also, these two main strateg ies together promote a loop of digital 

competences encompassing the personal and the institutional contexts, the private and 

the public sphere of the teaching profession whereby one level feeds into the other 

seamlessly. The private sphere (a personal blog , Facebook group, for instance) merges 

with the public sphere where colleagues can draw resources and ideas and can contribute 

to them.  

 

In summary, the voices of the expert teachers we interviewed, shifted the balance 

towards processes, rather than on ólearning objectsô and resources. Their focus was on 

multiliteracies practices and strategies as processes of professional individual and 

collective improvement.  

 

In Autumn 2015 another phase of the research took place thanks to data gathered  

during an in -service teacher training workshop organised for 16 Italian experienced 

teachers of primary and lower secondary schools. They were either English L2 teachers 

or class teachers who had taught or would be teaching English as L2 and had very 

diverse digital ski lls (some beginners, the majority at rather low level of digital 
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competence and two competent ones). The general aim of the workshop was to reflect on 

online collaboration for teaching and plurilingual education. The research goal was to 

collect informatio n about teachersô online practices (such as searching, selecting, 

annotating and customising online resources) and improve on the system interface in 

support of teaching scenarios (Marenzi, Bortoluzzi, Kalyani, 2016).  

 

We analysed the data quantitatively (log analysis) and qualitatively (through 

ethnomethodological observation and evidence from fora and questionnaires). Here we 

shall only report the results about the teachersô search behaviour. Due to the generally 

low digital competence of the participant s, the óhard evidenceô of logs showed 

unsatisfactory results of repetitive or just started and abandoned online searches; also 

teachers uploaded new resources onto the platform mainly from their desktop because 

they felt more confident with sharing familia r resources; some of them uploaded many 

times the same resource or keyed in queries with errors. However, the ósoft evidenceô 

and ethnographic observation yielded a very different reality: teachers were involved, 

motivated, reflective and creative; they ex plored online resources, and critically 

discussed (both offline and through fora) what and how they found for teaching or 

professional improvement; they provided useful remarks and suggestions (online and 

offline) for the improvement of the platform, such as the need for pre -designed 

categorization of resources, improved group design, and system documentation.  

 

Both soft and hard data analysis clearly showed that teachers did not find helpful the 

original system of tagging and commenting because it was too  generic and vague. The 

original system was just a prompt to óTagô and óCommentô with no further specification. 

Users tended either not to tag and comment or to write evaluative expressions that did 

not help themselves and other users to find and assess th e resource: óbeautifulô, óniceô, 

ógreatô are examples of vague tagging that does not provide helpful metadata to other 

teachers. However, it was clear from their online and offline behaviour that teachers 

highly valued the knowledge, experience and teachin g ideas of trusted colleagues.  

 

The results of the data analysis brought about a revised model of how to tag and 

annotate resources collaboratively in order to sort, find and re - find them more easily. In 

2016 the resulting provisional tagging system, which  was professionally relevant and 

based on teacher use, was sent to other 20 experienced language teachers. Their 

feedback was included into the model that, in 2017, was eventually transformed into the 

present tagging and metadata system by the computing de velopers (Hwang, Marenzi, 

Bortoluzzi and Ronchetti, 2017).  

 

The new search interface and the latest research phase  

The major change in eliciting and using user -generated and automatically -generated 

metadata shifted from a system where tagging and commenti ng on educational 

resources was not guided, to an interface which is based on search variables and filters 

that are similar to those language teachers use and have in mind when searching for 

language teaching resources. The present new search interface inc ludes two main 

categories of metadata:  

 

1. Metadata automatically generated by the system  (but that can be changed by the 

users). These metadata refer to Author (of the resource), Type of content (video, image, 

game, etc.), Language (English, Italian, etc .), Group (the Special Interest Group it 

belongs to), date (of uploading). These automatically -created metadata can also be 

changed by the user if they are not accurate enough. 2. Metadata prompted by the 

system through menus, and selected or written by th e users . This second type of 

metadata focuses on language education variables. They include ontologies at three 

levels of specificity (from more general to more specific interest areas/topics), language 

level (of the resource), potential target learner(s) and purpose(s) of use (see Fig. 1). All 

these categories allow multiple choices and, apart from language levels (based on the 
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Common European Framework of Reference), the categories can be expanded with labels 

added by the users.  

 

 
Fig. 1 Tagging categorization selected by users  

 

There are two main options to search for resources using metadata: keyword search 

(also using the different categories available for each resource) and category navigation 

search, namely the three - level topic categorizatio n visualized as a tree with clickable 

nodes to retrieve the resources belonging to that node (see Fig. 2).  

 

 
Fig. 2 Category navigation for the group óLearning Appsô 

 

Metadata can be easily visualized for each resource in a way that allows teachers to see  

immediately the variety of other teachersô choices and uses for the resource (Fig. 3) 
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Fig 3 Visualisation of educational resources  

 

The new search interface is in use from November 2017 and was tested through a pilot: 

post -graduate university language students and experienced teachers from a variety of 

schools (from secondary to primary) carried out search tasks that could help us test the 

system. Some initial problems were identified and adjusted, and now the search system is 

currently in use. Logs and  qualitative evaluation are being gathered from March 2018 

onwards to assess how it facilitates (or otherwise) retrieval, sharing, re - finding and re -using 

resources through oneôs own and other teachersô tagging. 

 

Concluding remarks and further developments  

The search interface of YELL/TELL required a solution rather different from wide - ranging 

communities such as KlassCement (which caters for all subjects) and LORO (professional 

resources in a variety of languages developed and shared by the Open University; Beaven, 

2013; 2015). YELL/TELL is a community that was developed to bridge across boundaries of 

different school levels (from primary to higher education) and different professional 

experience (student teachers and experienced teachers in a lif elong learning perspective). 

The new search interface that was developed stemmed from the requirements, needs and 

suggestions of the community participants to enhance web searching, but also re - finding 

resources, and sharing among colleagues how resources can be used for different contexts 

and groups of students. This includes resources that are not necessarily originally created 

for teaching languages (Guariento and Morley, 2001), but have educational potential which 

can be stretched out in ways the author s of the resource cannot often envisage 

(Marchionini, 2006). Therefore, searching for resources becomes for experienced and 

student teachers a process of learning from other language teachers (through tags and 

comments), sharing educational creativity and discovering new ways of using familiar 

resources.  

 

The next step of this study will be gathering both hard data (from the logs) and soft data 

(from questionnaires and interviews with users) about the potential and the problematic 

aspects of the search inte rface in YELL/TELL. The results will not only assess the uses of the 

interface itself and offer suggestions for improvement, but also they will indicate to what 

extent this search system can be used in other online communities and adapted for 

communities o f practice other than language teachers.  
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Abstract  
 

Learning analytics can provide adaptive learning and performance support by analyzing 

user tracking logs. However, data -driven learning is usually confined to a specific context 

(e.g., learning English within one application), and thus not inte roperable across systems 

or domains. In this paper, we investigate ways to improve integration of data across 

applications and educational domains, by means of Linked Data, using existing standards 

such as the Experience API. Using JSON -LD, existing Learni ng Record Store tools can be 

used to store the tracking logs, which are then interpreted and aligned as Linked Data. 

We have applied the solution in an initial data capture resulting in more than two million 

statements spanning two different applications. This way, we aim to enrich adaptive 

learning and performance support across contexts.  
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Conference p aper  

 

Computer Assisted Language Learning (CALL) and other computer assisted learning systems 

enable automated tracking of Information about the Learning Process  (i.e., learning 

analytics). Integration of learning analytics with Information about the Learner  enriches 

data -driven learning.  Learning analytics using user behavior and userôs background 

variables can improve  adaptive computer assisted learning s ystems. The initial skill level of 

a new user can be predicted based on its background variables (e.g., age, location), and 

this level can be adjusted based on the userôs behavior (e.g., human-computer interactions)  

throughout the learning trajectory . This  improves learner engagement and lowers dropouts.  

 

However, user tracking  data usually resides in a closed context, i.e., within a specific 

application and confined to a single educational domain (e.g., learning English). By opening 

this data, i.e., integr ating it across contexts, more learning analytics are available, and 

data -driven learning can be enriched.  

 

Within the LEAPS project (LEarning analytics for AdaPtive Support, 2016 -2018) 3, we tackle 

the challenge of combining learning analytics across conte xts and domains, and investigate 

ways to improve interoperability between computer assisted learning systems.  This way, we 

aim to enrich adaptive learning systems.  For example, within LEAPS, a first application 

provides auditory discrimination assessments,  and a second provides relevant suggestions 

in writing exercises. The applications adapt the ability  level based on the tracked behavior 

and the background variables of the user, based on the Elo - rating algorithm (Elo, 2008) . By 

combining learning analytics across these applications, both adaptive algorithms can be 

improved  even further . For example , when the first application tracks that a user needs 

improvement for a specific auditory discrimination activity (e.g., dis tinguishing between ñiò 

and ñaò), related suggestions can be enabled within the second educational application.  

Therefore,  interoperable data across applications is needed.  

 

By means of Linked Data, we capture learning analytics in a common data model  ï using 

the Resource Description Framework (RDF)  (Cyganiak, Wood, & Lanthaler, 2014)  ï and thus 

enable interoperable data across applications.  The main principles of Linked Data are: 

(i)  use URIs as names for things; (ii) use HTTP URIs so that people can look up those 

names; (iii) when someone looks up a URI, provide useful information, using the standards; 

and (iv) include links to other URIs s o that they can discover more things (Berners -Lee, 

Hendler, Lassila, & others, 2001) . However, instead of requiring existing applications to 

adhere to these principles, our approach makes use of existing industry standards, and 

Linked Data is generated automatically. This eases the integration with existing industry 

workflows.  

 

Our approach comprises two steps. The first step tracks user behavior using generic object 

models, interfaces, and standards . We make use o f the Experience API (xAPI) 4.  xAPI is a 

technical specification that allows applications to dynamically track, store and share data 

about learners in their context building on a standardized tracking vocabulary and APIs for 

learning applications and report ing tools to communicate and exchange data. Thus, 

adopters can make use of existing specifications and implementations to already track user 

data within their own context.  More detailed context information is stored using the 

Semantic ExeRcise Interchange Format ( SERIF)  (De Meester, et al., 2015) . This is a format 

for describing the content of educational assessments, based on the IMS QTI model from 

the IMS Global Learning Consortium 5. These xAPI statements can be logge d using any 

compliant Learning Record Store. We make use of LearningLocker 6 given its popularity and 

open license.  The second  step generates Linked Data out of  the user tracking logs. As xAPI 

                                                           
3 https://www.imec - int.com/en/what -we -offer/research -portfolio/leaps_2  
4 https://xapi.com/  
5 http://www.imsglobal.org/question/  
6 https://learninglocker.net/  
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statements as logged in the JSON format, we can make use of JSON -LD to interpret the 

existing structure as RDF (Sporny, Kellogg, & Lanthaler, 2014) . To define the common 

semantic meaning of these statements, we make use of  an xAPI ontology and a SERIF 

ontology, building upon previous r esearch , namely, TinCan2PROV  (De Nies, Salliau, 

Verborgh, Mannens, & Van de Walle, 2015) 7. These  ontologies define a common semantic 

meaning of these statements.  

 

As this approach provides a common model across syste ms, the learning analytics can 

easily be integrated, on the one hand, with Information about the Learner , and on the other 

hand, with learning analytics across contexts, thus paving the way for transdisciplinary 

learning analytics.  For example, we can then  differentiate between learners that have 

difficulties learning foreign languages in general, or have troubles with one specific 

language.  To integrate learning analytics across contexts, on the one hand, users need to 

be uniquely identified across the app lications. When a user has different accounts for 

different applications, a unification of those accounts is needed to combine the learning 

analytics per user. This can be done using, e.g., another data source that unifies the 

different user accounts. As w e make use of Linked Data, this process is made easier by 

design, as Linked Data improves integration of multiple data sources. On the other hand, 

the abilities of the users also need to be aligned across contexts. In this case, an exact 

match between abil ities is not always possible. For example, distinguishing between the ñiò 

and ñaò sounds can be related, but not equal to being able to correctly write words 

containing ñiò and ñaò. For this, semantic models exist ï such as the Simple Knowledge 

Organizatio n System (Miles & Bechhofer, 2009)  ï that can relate concepts without unifying 

them. Based on their relatedness, learning analytics can be more or less combined.  

 

Our approach is implemented in two educational applications and t ested in multiple schools, 

resulting in more than two million statements that track user behavior. This initial data 

gathering is currently used to improve the existing adaptive learning algorithms, and allow 

an initial evaluation of combining lear ning ana lytics across contexts. Future work includes 

tracking a third educational application and combining transdisciplinary learning analytics.  

We foresee that this integration can improve personalization (e.g., adaptive learning) and 

performance support.  
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Abstract  
 

This study investigated how learner generated information and content, i.e., peer online 

feedback, provided on a Wiki EAP writing assignment, could contribute to stud ent L2 

writing. More than 1000 entries of online peer comments were collected, analysed and 

compared with more than 400 comments provided by the course teacher, as shown in 

the marked final writing. An online survey was carried out to collect student persp ectives. 

The results show that (1) peers try to be friendly, supportive and avoid face threatening 

when providing online feedback in an open learning environment; (2) peer suggestions 

for improvement can predict well the final score received from the cours e teacher; (3) 

peer feedback contributes to the Wiki writing in an EAP context in various ways, both 

tangibly and affectively.  

 

 

Conference paper  

 

Introduction  

As learning is increasingly viewed as a socially constructed and collaborative process instead 

of an individual cognitive one, Wiki technologies have provided an exciting platform for 

collaboration and peer learning (Godwin -Jones, 2003; Parker & Chao, 2007 ) in many 

educational areas including language learning, due to its easy accessibility, encouragement 

of exchanges and possibility of recording collaborative and interactive behaviours. Research 

shows that the benefits of collaborative writing are multiple , from developing a writer -

reader relationship (Kuteeva, 2011), raising audience awareness (Storch, 2012), 

encouraging critical thinking (Keys, 1994), and improving language accuracy (Fernandez 

Dobao, 2012).  

 

There are several popular lines of research regarding the contribution of Wiki writing to 

language learning. First, the focus is on the writing process with specific attention to 

interaction patterns among students on collaborative writing tasks (e.g. Kute eva, 2011). 

Second, some Wiki studies are concerned with comparing Wiki writing with traditional 
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individual writing (e.g. Elola & Oskoz, 2010). A recent trend in this line is to compare the 

differences in learner interaction between a Wiki mode and a face - to - face mode (Arnold, 

Ducate, & Kost, 2012; Bradley et al., 2012). In such studies, some typical interaction 

patterns are identified and linked to the quality of the final writing product. Apart from 

collaboration, Wiki is also equipped with the function o f online discussion where the writing 

drafts can be viewed openly by peers who may provide feedback for further revision. Such 

learner -generated information is valuable for us to examine learner behaviors and 

contextualise the learning process. The auto - saving of all changes in Wiki writing also 

generates a big pool of learner -created content which is open to research analysis. 

Surprisingly, there is little research examining the role of peer feedback on the quality of 

the final writing product, even though  research in second language writing has 

demonstrated an important contribution of peer feedback to both the process and product 

of final writing. This study investigated how peer online feedback provided on a Wiki EAP 

writing assignment could contribute t o studentsô writing processes and improve the quality 

of their final versions. It aimed to find answers to the following research questions:  

 

1.  What online feedback do peers provide on the writing of their classmates?  

 

2.  To what extent are peer feedback relate d to the quality of the Wiki writing?  

 

3.  What are the student perspectives regarding the usefulness of online peer feedback 

on their Wiki writing?  

 

 

Methodology  

Context, participants and Wiki task  

This study was conducted with a class of 37 first year univer sity students, aged between 19 

and 20, majoring in English at a university in Hong Kong. They enrolled for the course 

ñIntroduction to Linguisticsò which introduces students to the main theoretical approaches to 

linguistic study and the formal structures o f the English language. A range of topics are 

covered in this course, including the nature of language, grammar, speech and writing, 

pragmatics, discourse analysis. One of the important assessment tasks was to require 

students to work in groups of 3 -5 and co-produce a Wiki chapter in accordance with 

academic norms on an assigned topic among those covered in this course. Each group co -

planned and co -wrote a chapter with each member contributing around 900 words per 

chapter. A total of nine Wiki chapters were  produced by the students. A process -oriented 

approach was adopted: they drafted the chapter and posted it to the Wiki website (Google 

Sites) and all the students from other groups would comment online individually. They 

needed to indicate in the comments:  1) what they had learned from reading the chapter 

and (2) what they thought could be improved in the chapter. Based on the comments 

received by their peers, each group would revise their chapter and post the final version 

within two weeks. The finalised c hapter would be marked by the course teacher. 

Commenting on each book chapter was mandatory for all students and would account for 

some proportion of the final course grade.  

 

Research instrument and data analysis  

All peer online comments were collected fr om all nine Wiki chapters, resulting in more 

than 1000 entries. A content analysis was conducted in order to find some distinctive 

categories. All comments fall into two broad categories; they are either praise  or else 

suggestions  for further improvement. Within each broad category, a two - level coding was 

conducted. After some initial, open coding, the codes for peer suggestions for 

improvement were combined into six sub -categories: (1) content, (2) organisation, (3) 

layout, (4) language, (5) references, an d (6) technical issues. The last category deals 

with various technical problems that peers identified in the Wiki draft published on 

Google sites, such as the picture cannot be displayed in the chapter or only a link is 

provided instead of posting the whol e chapter on the website. As for praise from the 

peers, likewise all codes are combined into six categories, the first five being identical 
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with those for suggestions and the sixth being ñoverall commentsò. This is classified as a 

separate category because  comments of this kind are often of a very general positive 

nature, e.g., ñOverall, I am satisfied with the progress and I am looking forward to 

seeing the final productò, rather than a specific comment regarding one of the five 

previously identified speci fic categories. The teacher comments on the marked final 

chapters were collected and analysed in order to find out the contribution of peer 

comments to the quality of student Wiki writing. Like the peer comments, all teacher 

comments were put into two broa d categories, i.e., suggestions or praise , each being 

further divided into the six sub -categories: (1) content, (2) organisation, (3) layout, (5) 

references, and (6) overall comments. The codes were first introduced by one researcher 

and then checked by an other researcher. An inter -coder agreement of 85 was reached 

and the remaining disputed codes were solved by continued negotiation and recoding.   

 

A bivariate correlation analysis was carried out among five variables: (1) score of the 

Wiki chapter; (2) pe er suggestions; (3) peer praise; (4) teacher suggestions; (5) teacher 

praise. Each chapter was marked by the class teacher and then moderated by another 

teacher who teaches a different group of the same course, using the same marking 

rubrics. The maximum s core was 30 and the nine chapters received scores  from 13 to 

27.  

 

An online survey was developed and sent out to all participants to collect student 

perspectives on the usefulness of the peer online comments. The students needed to 

indicate to what exten t they thought the online comments helped them improve their Wiki 

writing from five perspectives, namely, content, organisation, layout, language and 

references. Apart from Likert -scale questions, there is a final open question to invite student 

comments.  

 

 

Results & discussion  

Peer online feedback  

Tables 1 and 2 show the peer suggestions and praise respectively for the nine chapters. The 

total praise is almost double the suggestions for improvement (685 vs. 394), showing that 

peers try to be more friendly, more supportive and less face threatening w hen providing 

online comments which can be viewed by the whole class.  

 

Table 1: Peer suggestions for improvement  

 

 Ch.1  Ch.2  Ch.3  Ch.4  Ch. 5  Ch. 6  Ch.7  Ch. 8  Ch. 9  Total  

Content  22  14  24  4 17  10  15  23  4 133  

Organization  11  3 6 3 7 2 8 3 0 43  

Layout  9 15  15  11  15  34  10  10  6 125  

Language  13  12  6 0 7 1 3 1 0 43  

Reference  5 0 9 6 2 1 0 3 2 28  

Technical 

issues  

1 0 0 0 0 0 0 0 21  22  

Total  61  44  60  24  48  48  36  40  33  394  
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Table 2: Peer praise  

 Ch.1  Ch.2  Ch.3  Ch.4  Ch. 5  Ch. 6  Ch.7  Ch. 8  Ch. 9  Total  

Content  47  20  34  26  32  29  31  20  23  262  

Organisation  2 22  20  15  13  15  10  19  13  129  

Layout  2 9 6 8 5 14  15  4 3 66  

Language  3 2 1 2 0 0 0 1 4 13  

Reference  0 6 0 1 6 1 1 0 0 15  

Overall 

comments  

32  25  25  23  22  20  22  14  17  200  

Total  86  84  86  75  78  79  79  58  60  685  

 

Teacher feedback  

Tables 3 & 4 show the teacherôs suggestions and instances of praise for the nine chapters. 

The teacher provided a total of 431 suggestions and praise on only 39 occasions. Compared 

with the peer comments, the teacher is obviousl y much stricter than the peers by providing 

a considerably larger number of critical comments and making fewer positive comments. 

Chapter 3 did not receive any positive comment because it was poorly written and received 

the lowest score (13 out of 30).  

 

Table 3: Teacher suggestions for improvement  

 Ch.1  Ch.2  Ch.3  Ch.4  Ch. 5  Ch. 6  Ch.7  Ch. 8  Ch. 9  Total  

Content  7 2 8 2 10  3 11  9 3 53  

Organisation  2 1 0 1 0 0 0 0 0 4 

Layout  1 1 4 9 7 2 5 11  6 46  

Language  33  36  22  20  30  12  25  34  53  267  

Reference  2 7 5 4 3 2 4 3 2 32  

Overall 

comments  

5 0 6 1 5 1 4 5 2 29  

Total  50  47  45  37  55  20  49  62  66  431  

 

Table 4: Teacher praise  

 Ch.1  Ch.2  Ch.3  Ch.4  Ch. 5  Ch. 6  Ch.7  Ch. 8  Ch. 9  Total  

Content  0 0 0 6 2 0 0 3 2 13  

Organisation  0 0 0 0 0 1 0 0 0 1 

Layout  0 0 0 1 0 0 0 0 0 1 

Language  0 0 0 0 0 0 0 0 0 0 

Reference  0 0 0 0 0 0 0 0 0 0 

Overall 

comments  

1 5 0 3 1 7 2 3 2 24  

Total  1 5 0 10  3 8 2 6 4 39  

 

Compared with the big contrast in total praise (685 vs. 39), it seems the teacher and peers 

made similar number of suggestions (431 vs. 394). A chi -square test was conducted to 

probe into the differences between the teacher and peersô suggestions regarding the five 

common categories (i.e., content, organisation, layout, language and references). A 

significant difference was revealed between the distribution patterns for both groups: 

Ȑ2=264.63, df=4, p<.001. See Figure 1 for the distribution patterns for the  teacher and 

peer suggestions. The figure clearly shows that while the distribution patterns of the teacher 

and peer suggestions regarding content, organisation and layout were similar, the teacher 

made as many as five times more suggestions regarding lang uage than the peers (247 vs. 

49). These suggest that peers, as L2 writers, are fully aware of the importance of 
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developing good content, organising the content coherently and designing the layout in an 

EAP context. However, as continuous L2 learners, they are less able to comment on or 

correct their peersô language. Another conjecture is that peers may find commenting on or 

correcting their classmatesô language on a public learning platform more face threatening 

and thus try to avoid doing so.  

 

Figure 1: D istribution patterns regarding the teacherôs and peersô suggestions 

 
 

The relationship between the final score of Wiki chapters and feedback provided 

by peers and teacher  

For readersô convenience, Table 5 summarises the information of the final score received for 

each Wiki chapter together with four other variables, namely, peer suggestions, peer praise, 

teacher suggestions and teacher praise. A bivariate correlation analysis was carried out to 

find out the relationships between the five variables (see Tab le 6 for details). It is shown 

that there is no correlation between peer suggestions and the final score ( r= - .339, p>.05), 

whereas there is a significant negative correction between peer suggestions and the final 

score ( r= - .559, p<.05), meaning the greate r the number of suggestions the lower the final 

score tends to be. This confirms that peers are more likely to provide positive and 

encouraging comments on an open, public learning platform, which may not really reflect 

the quality of the Wiki writing. How ever, the negative or critical comments (i.e., peer 

suggestions) do reflect to some extent the quality of the Wiki writing. Compared with the 

peer data, the results for the teacher data are the reverse: there is little relationship 

between teacher suggesti ons and final score ( r= - .339, p> .05) but a strong significant 

positive relationship is found between teacher praise and final score ( r=.895, p< .001). This 

clearly shows that the teacher is consistent and judicious in providing praise, which 

accurately reflects the quality of the Wiki writing.  

 

Table 5: Teacher and peer comments vs. scores of the Wiki chapters  

 Ch.1  Ch.2  Ch.3  Ch.4  Ch. 5  Ch. 6  Ch.7 Ch. 8  Ch. 9  

Score  20  24  13  27  22  26  20  23  21  

Peer suggestions  61  44  60  24  48  48  36  40  33  

Peer praise  86  84  86  75  78  79  79  58  60  

Teacher suggestions  50  47  45  37  55  20  49  62  66  

Teacher praise  1 5 0 10  3 8 2 6 4 
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Table 6: Correlations (Pearson r) among the five variables  

 Score  Peer 

suggestions  

Peer praise  Teacher 

suggestions  

Teacher 

praise  

Score   

1 

- .599*  - .276  - .339  .895**  

Peer 

suggestions  

- .599*  1 .588*  - .106  - .674*  

Peer praise  - .276  

 

.588*  1 - .540  - .367  

Teacher 

suggestions  

- .339  - .106  - .540  1 - .429  

Teacher 

praise  

.895**  

 

- .674*  - .367  - .429  1 

 

*. Correlation is significant at the 0.05 level (1 - tailed).  

**. Correlation is significant at the 0.01 level (1 - tailed).  

 

Student perspectives of online peer comments  

An online survey was developed based on the five categories identified for the peer 

comments. It was sent to all the students in the class and the response rate was fairly 

good (=81%). Table 7 provides the mean and standard deviation of the Likert - scale 

qu estions. The highest means concern content (4.43), organisation (4.39) and layout 

(4.43). Earlier in Table 1, it shows that the peer suggestions for content and layout are 

the most frequent (133 and 125 respectively). Also, in Figure 1, the distribution pa tterns 

of content, organisation and layout regarding the teacherôs and peersô suggestions are 

very similar. Linking these results together, it can be concluded that the peers perceived 

the comments received on these categories to be very useful by their cl assmates for 

helping the group to improve the final Wiki chapter. The lowest mean lies in the category 

of language (4.02), which is consistent with the earlier result that a much lower number 

of peer comments were made on language (43).  

 

Table 7: Mean and  Standard Deviation of the Likert -scale questions in the survey  

Survey items  

6-point Likert -scale questions (1= strongly disagree; 

6= strongly agree)  

N=30, response rate= 81%  

Mean  

(Max=6; 

Min=1)  

SD 

1.The online comments helped us improve the 

content of the our Wiki chapter  

4.43  0.86  

2. The online comments helped us improve the 

organisation of our Wikibook chapter  

4.39  0.83  

3. The online comments helped us improve the layout 

of our Wikibook chapter  

4.43  0.81  

4. The online comments helped us improve the  

language of our Wikibook chapter  

4.02  0.91  

5. The online comments helped us improve the 

referencing in our Wikibook chapter  

4.13  0.96  

 

The open questions yielded 22 comments, 20 being positive and 2 negative. The analysis of 

the positive comments shows that the online peer comments benefited students in 

improving their Wiki writing from three perspectives. First, the peer comments help 

students know about the audienceôs views/perspectives in order to improve the Wiki writing, 

such as ñit can give us feed back and learn what other students think so as to improve our 

workò. Second, the comments encourage and motivate students to perform better, such as 

ñsome comments would be encouragement for our group, which motivated us to prepare 

better for the coming pr esentation in class ò. Third, the peer comments also help students 

proofread and detect mistakes, flaws, such as ñclassmates help the proof - reading of the 

Wiki chapter, where our group may not be able to notice the mistakes ò 
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Conclusion and implications  

The current research shows that wiki is an excellent tool for students to author content of 

learning and co -construct meanings by writing collaboratively and learning from each other. 

Previous research on wiki writing often focuses on EFL or ESL contexts. This  study examined 

the role of learner -generated information and content in an EAP context. While engaged in a 

linguistics course, students were divided into groups with each working on a Wiki chapter on 

a chosen topic as a way to facilitate their learning of  the course content as well as train 

their EAP writing ability. A number of interesting findings emerge regarding the role of peer 

comments on Wiki writing in an EAP context.  

 

First, the results show that peers try to be friendly, supportive and avoid fac e- threatening 

when providing online comments in an open learning environment by providing 

overwhelmingly more praise, which may help boost the motivation of other groups in 

writing and learning, but these positive comments do not necessarily reflect the tr ue quality 

of the writing. Having said this, the finding that the peer suggestions can predict the Wiki 

writing quality quite well indicates that the peers have acquired a good knowledge about 

EAP writing and are able to offer relevant critical comments fo r their classmates to improve 

their writing. In future Wiki writing tasks, teachers may highlight the importance of peer 

suggestions and urge students to treat peer suggestions more seriously in revision.  

 

Second, peers made a large number of critical comm ents (suggestions) regarding the 

content and organisation of the Wiki chapter, but a considerably lower number of critical 

comments on the use of language. By contrast, it is the teacher who made the largest 

number of critical comments on language as a mor e authoritative and proficient language 

user. This, on the one hand, suggests that the first year students are less able to comment 

or correct their peersô language in the EAP context. On the other hand, they may try to 

avoid doing so on an open learning p latform to reduce face threatening. In future, teachers 

may encourage students to look for language problems/issues as a way to encourage their 

L2 learning, but this can be arranged with the possibility of displaying the peer comments 

only to the group rat her than to the whole class to reduce face threatening in an open 

learning environment such as Wiki.  

 

In addition, an online survey was developed to collect student perspectives. The results 

show that students find the peer comments helpful in improving th e content, layout, 

organisation, language and referencing of the Wiki chapter; and the peer comments help 

them improve the chapter after considering audienceôs views/perspectives.  

 

This study shows clearly that peer online feedback contribute to the Wiki writing in an EAP 

context in various ways, both tangibly and affectively. Future study should investigate to 

what extent students have actually addressed the suggestions made by peers and how their 

revision is linked to the quality of the final Wiki writin g.  
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Abstract  

 
The role of telecollaborative competence and its reinforcement in mainstream language 

education programs have  become a necessity particularly for twenty - first century 

language teachers. Telecollaboration is in fact a form of web -based collaboration, or 

online exchange that supports the development of online communicative skills since 

individuals can be connected to other communities for linguistic and cultural interactions. 

On this basis, this paper focuses on the researcherôs reflections and the data collected 

from approximately 250 teachers of English as a foreign language (EFL) in Saudi Arabia 

regarding telecol laboration - related practices, including their experiences and perceptions 

as well as their willingness to be part of such courses. Engaging teachers in this way is 

worthwhile, as very few studies have been conducted in this particular context. This 

paper w ill emphasize the factors that are crucial for the successful integration of 

telecollaboration as part of CPD for EFL teachers in the Saudi context in the Saudi 

context; including the assessment of CPD in Saudi Arabia and the type of tasks needed. 

This exp loratory research aims to explore the potential benefits and challenges of such 

programs such as whether they are cost -effective, an avenue for establishing rapport 

between the east and the west and if they provide a chance to offer opportunities to 

exchan ge linguistic and cultural aspects.  
 
 

Conference paper  
 

Introduction  
Recent development in technology have had a greatly impact on professional language 

learning and language teacher training. The wide variety of technologies has increasingly 

become part o f individualsô daily routines due to their usefulness in formal and informal 

language learning settings (Kruk, 2017). According to Kulavuz -Onal (2018), r ecent 

advances in the technology used in English language instruction have afforded 
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ómultimodalityô, óhuman - to -human interactionô, ócontent creation on the Webô, ósocial 

networkingô, óinternational collaborationô, and óreal-time communicationô. In this paper, 

and based on the researcherôs self-reflection and qualitative analysis using two 

standardized questionnaires ( Kurek and Muller -Hartmann, 2017 and  OôDowdô model of 

telecollaborative teacher, 2013)  administered to a large sample of teachers, the 

researcher will briefly investigate the efforts which have been made to develop 

telecollaborative practice  and CPD in Saudi Arabia in the last decade. The researcher will 

then suggest steps to be taken for a telecollaborative -oriented CPD course for EFL 

teachers in Saudi Arabia, and their counterparts in various places, as part of their in -

service training. Th is proposal will detail 1) the possible stages of constructing a sound 

program that would meet EFL teachersô needs; along with 2) the type of tasks which can 

be designed to be appropriate to the cultural norms. The last part of the paper will 

discuss the e xpected outcomes of such a program, including the benefits to and 

challenges for this community, since telecollaborative -oriented CPD courses are 

considered as a relatively new practice to them.    

 

The crucial driving force for conducting this exploratory  study is to lay down the corner 

stone, as few studies have explored telecollaborative -oriented CPD courses in Saudi 

Arabia, with research on the subject mostly being carried out Europe and South Asia. 

Accordingly, this research underpins the researcherôs reflections on the implementation 

of telecollaborative -oriented continuous professional development courses that target 

English language teachers at different stages (primary, intermediate and secondary) of 

general education in Saudi Arabia. This current r esearch intends to answer the following 

research questions:  

 

- What are the crucial issues for the successful implementation of telecollaborative -

oriented CPD courses among Saudi EFL teachers?  

- What are the expected outcomes and constraints to be confronted during the 

implementation of telecollaborative -oriented CPD courses among Saudi EFL teachers?  

 

CPD and Telecollaboration: decoding the concepts  

A huge amount of literature has shed light on both continuous professional development 

(CPD) courses and telecollaborative practices. Furthermore, research has shown their 

influence on first, as well as foreign, language learning and language teacher training; 

English as a foreign language teachers in particular. CPD  enables an individual to focus 

on specific  skills and knowledge that are needed to be acquired over a short period of 

time. It reinforces what Albert Einstein stated óEducation is not the learning of facts, but 

the training of the mind to thinkô.   

 

Moreover, CPD for teachers has become significant for teachers, as it allows individuals 

to track and document the skills, knowledge and experience that they gain through their 

work, beyond just initial training.  It is argued that the significance of CPD i s because of 

its main concentration on revealing studentsô needs as well as their outcomes (Earley and 

Porritt, 2014). A widely cited definition of CPD is:  

 

óéall natural learning experiences and those conscious and planned activities 

which are intended to be of direct or indirect benefit to the individual, group or 

school and which contribute through these to the quality of education in the 

classroom. It is the process by which, alone and with others, teachers é acquire 

and develop critically the knowled ge, skills and emotional intelligence essential to 

good professional thinking, planning and practice.ô (Day, 1999: 4). 

 

This definition, according to Borg (2015), expresses the multidimensional aspects of CPD 

in relation to behaviours, emotions, thinking a nd knowledge. Furthermore, CPD is 

considered an influential practice in effective educational and language learning systems 

where the enhancement of teacher quality, studentsô outcomes and course organization 

can all be taken into account (Borg, 2015). In addition, CPD may occur naturally in 
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informal settings or through deliberate purposeful tasks in more formal settings 

(Kennedy, 2011). Therefore, the professional training of teachers through technology and 

its relevant tools is seen as a step to improve s tudentsô performance and studentsô 

learning.  

 

Given this understanding of CPD, technology helps in -service professional training of 

teachers to eradicate teacherôs isolation and to connect them with experts in curriculum 

and global teacher community (Carl son and Gadio 2002). Therefore, telecollaboration, or 

international collaboration, is promising technology that could foster language 

development and resource diversity among language teachers, including English teachers 

of English as a foreign language (E FL) in remote areas. Telecollaboration enables 

telecollaboraters, including teachers, to design learning activities for use in -class and to 

work together in teams despite being located in various places. Furthermore, 

telecollaboration, also referred to as Virtual Exchange or Online Intercultural Exchange, 

was shown by OôDowd and Lewis (2016) to encourage participants to engage in task-

based interaction through online -oriented communication technologies under the 

supervision of their teachers.  

 

Telecollabor ative - oriented CPD courses for in - service teachers  

Professional development courses, as Borg (2015) indicated, can take place in various 

forms and involve a number of options including: organizing reading and reflection 

groups and personal learning networks, establishing collaborative lesson planning and 

peer observation, establishing professional learning communities or communities of 

practice, and conducting action research and participatory practice. At the same time, it 

should be indicated that t eacher roles in telecollaborative -oriented classes differ from 

traditional classes where teachers, in the former, are treated as e -moderators ( Clavel -

Arroitia and Pennock -Speck , 2015).  In this sense, several experimental studies have 

integrated telecollabo ration into professional teacher training; particularly using an 

óexperiential modelling approachô to provide language teachers with a real-life experience 

and training for expected outcomes in the classrooms (Guichon and Hauck, 2011, 188). 

For instance, a  telecollaborative exchange -oriented CPD course has been designed for a 

group of Spanish language teachers with American peers using the óSecond lifeô tool 

(Antoniadou, 2011). In addition, a similar course has been developed between German 

language teacher s and English language teachers who worked together online in order to 

reform learning tasks (Müller -Hartmann, 2012). Such redesigned tasks should engage 

language teachers with specifically -designed tasks that feature content related to 

pedagogical -digital  competences, intercultural competences, critical and thinking 

competences and foreign language competences (OôDowd, 2017).  OôDowd (2017) 

confirmed that tasks involved in telecollaborative -oriented CPD course must range from 

information exchange to analyz ing cultural practices, to working on collaborative 

projects.  

 

As far as telecollaborative -oriented CPD in Saudi is concerned, it seems that most studies 

focus on CPD, without exploring aspects of technology such as telecollaboration. 

Sywelem and Witte (20 13) claimed that there is a need to link professional development 

efforts with relevant classroom topics and the strategies that will contribute to 

determining the knowledge and skills needed and can all feed into teacher involvement, 

professional growth a nd  reinforcing mentoring relationships among various teachers. 

Alrabai (2017) also confirmed the significance of CPD that takes into account training EFL 

teachers in learner autonomy, as well as enabling them to be involved in decision -

making. In 2012, CP D courses for EFL teachers to pursue their professional training were 

only available in only two universities in Saudi Arabia (Zohairy, 2012). In fact, according 

to Al -Seghayer (2014), English language professional development training is still 

inadequate and attention needs to be paid particularly to the following areas: EFL 

syllabus design, cultural awareness, language program evaluation, language planning 

and policies and information and communication technologies.  
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Methodology and the research context  

In this research, the data were collected in a mixed -approach method (qualitatively and 

quantitatively -oriented) including questionnaire, personal interview and focus group. Yet, 

due to the space restriction, this paper will show the findings which have be en driven 

from the qualitative analysis.  

 

The qualitative -  analytical ï analysis of data is based on the researcherôs self-reflections 

of the data collected from the participants regarding partcipating in telecollaborative -

based CPD courses of around 250  teachers of English as a foreign language (EFL) in 

Saudi Arabia, including their experience and perceptions, as well as their willingness to 

be part of such courses.  

 

The current project has an objective that is represented by enriching those teachers to  

be part of interactive telecollaboration courses; which are based on interpersonal 

exchange and communication, information collection and analysis and problem solving. 

Among the objectives of the project is to foster a new culture that promotes EFL teache rs 

to seek knowledge and share it along with reinforcing the internal motivation to pursue 

professional development after graduation from the university and throughout the years.  

 

The telecollaboration project urges teachers to communicate electronically by email, 

discussion tools, real - time text, teleconferencing or video conferencing (e.g., global 

classrooms -  group - to -group exchanges that work on a common topic). The project also 

desires teachers collect, compile and compare different types of informati on for  

information exchanges,  database creation  and electronic publishing.  The newly suggested 

telecollaborative project integrate technologies including internet which can support peer -

feedback and mutual critique, parallel problem solving and online simulations for solving 

complex problems.  

 

Unlike the Saudi context, in some E uropean contexts, telecollaboration in the form of e -

Twinning, has been implemented as a prominent tool for enhancing teachersô and 

studentsô linguistic and intercultural competencies (Camilleri, 2016).  In a nutshell, it is 

desired that Saudi EFL teachers adopt telecollaboration and its associated culture to 

foster continuous professional development. This would involve the training of Saudi EFL 

teachers who are teaching in various stages (primary, intermediate and secondary) to 

design tasks, implement them  appropriately and deal with recent applications is 

considered as part of the newly suggested course.  

 

Findings and discussion  

RQ1. Successful integration of CPD courses among Saudi EFL teachers  

The first aim of this study was to extend understanding of the critical factors that needed 

to be considered for the successful integration of CPD courses. Based on the researcherôs 

self - reflection and the initial analysis of feedback from Saudi EFL teachers, finding 

content relevant to learnersô needs, engaging learners in making decisions about the 

content and process, and reinforcing teachers and learners in the process of examination 

and review have been all found to be fundamental. Such findings are in agreement with 

Borg (2015), who claimed the factors given are crucial for effective CPD that has a 

positive effect on teachers, learners and organization. In addition, further issues have 

been identified as significant in professional CPD practice as shown by Borg (2015), these 

include: subject matter knowledge, knowledge of learners and learning, materials design, 

assessment literacy, motivation and confidence, and qualities for self -directed learning, 

specifically: reflection, inquiry, collaboration and networking.  

 

The teachers encountered by the researcher lac ked a full understanding of the terms 

ótelecollaborationô and óprofessional developmentô or óin-service trainingô. This finding is 

consistent with Al Khateeb (2018) who claims that Saudi EFL teachers need to be more 

exposed to telecollaborative -oriented tr aining for the purpose of professional 

development. The current study has also shown that the successful integration of 
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telecollaborative -oriented CPD courses is an advanced, on -going stage; which must be 

preceded by: raising awareness, understanding the n ature of this professional practice, 

and gradually engaging teachers in this professional practice. This process of integration 

is achieved via identifying appropriate digital content, following guidelines of e - safety and 

data protection, designing partici patory -oriented tasks and activating the culture of 

autonomous learning. Furthermore, according to CPD framework for teachers which has 

been designed by British Council (2011) twelve features are suggested as being essential 

for CPD professional practice. They are as follows: planning lessons, understanding 

learners, managing the lesson, knowing the subject, managing resources, assessing 

learners, integrating technologies, taking responsibility for CPD, using inclusive practices, 

using multilingual approach es, promoting the 21 -century skills and understanding 

educational policies.  

 

The analysis has also shown that the successful integration of any CPD course is 

guaranteed by the institutional adoption of such courses. Part of this process of adoption 

should be fulfilled by the Ministry of Education by setting -up similar training courses 

across the Kingdom of Saudi Arabia. One way in which a professional development 

training course could be created by building a ótwinshipô between the British Council and 

the U .S. Embassy to satisfy the needs of the entire community of EFL teachers in Saudi 

Arabia (Althobaiti, 2017).  

 

RQ2. Expected outcomes/constraints of telecollaborative - oriented CPD courses 

for EFL teachers  

As mentioned earlier, running CPD courses are usuall y exhausting and time -consuming. 

Using technology in CPD training would enable tasks to be achieved in less - time, along 

with empowering participants to take part in online collaboration and the exchange of 

information, as several teachers have confirmed th is issue. A mentoring scheme would 

be also promoted as individuals become more willing to share knowledge and collaborate 

with each other in a virtually -oriented setting. This in line with what Borg (2015) 

suggested that CPD does not only support the devel opment of individuals, but rather the 

institutions themselves, which thus has a positive impact on studentsô outcomes. The 

consideration of technologies, which is represented by its numerous tools such as Skype, 

Viber, Dropbox é etc., in CPD courses for EFL teachers, can aid participantsô 

communication practices, self/group - reflection skills and the writing process.  

 

Despite the expected outcomes given, the current findings have revealed that tight 

deadlines and lack of time are amongst the major pitfalls of telecollaborative -oriented 

CPD courses for EFL teachers. Akdemir (2017) identified a lack of ICT skills and the 

discrepancies between telecollaborative applications and curriculum design. Regardless of 

the shortcomings given, the conclusion has proven t hat EFL teachers are highly 

motivated to integrate the technology and human resources and use them to design 

creative professional development programs to create virtual partnerships.  

 

A significant recommendation has been reached out that is telecollabora tive -orientd CPD 

courses is highly recommended; which needs to be set up officially. On the basis of data 

collected, there is a massive need for CPD courses, whether online or offline which can 

positively direct teachers to evaluate their performance and s elf -progress. The officials 

should also find the appropriate CPD courses and make them part of the developmental 

plan for each teacher; which are driven from learners' interests and teachers' needs. 

Such courses are needed to be assessed regularly in a mac ro -  and micro - levels.   
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Abstract  

 
This paper describes the construction and use of a small corpus of business English writing 

by Swedish university students to form the basis of a "learning driven data" (Seidlhofer, 

2002) approach to their studies in business writing. Course assignments we re used to 

construct a small corpus which was analysed from a lexical perspective in relation to the 

Business Service List (BSL) (Browne & Culligan, 2016) and an online Business Letter Corpus 

(BLC) to identify errors and gaps in knowledge. The findings wer e then used to inform 

course content and form the basis for tasks using the learner corpus, which will be 

integrated into the course structure to provide opportunities for data -driven learning. This 

study contributes to the growing number of pedagogic appl ications of learner corpora, 

demonstrating an approach that could be adapted to a range of other learning contexts.  

 
 

Conference paper  

 
Introduction  

Most Swedish students enter university as competent speakers of English, but their 

written English skills can lag behind, leading to high demand for courses in writing, 

particularly in business communication. The present research study began in response to  

a need to improve the existing online Business Writing course at MidSweden University, 

and add an advanced module. However, as the level of achievement on the existing 

course was high, the students' needs were not transparent. To better determine those 

needs, I built a small corpus of consenting students' assignments from the present 

course, described below. When grading assignments, I had noted a lack of precision in 

lexis, and some issues with register and tone so I set about exploring these more 

systema tically. My specific aims were to examine the coverage and use of business 

vocabulary and phrasal language in the corpus. Online tools were used to do this, and 

the approach and outcomes are described here. Furthermore, the learner corpus itself is 

conside red as potential input for the learners, through "learning driven data" (Seidlhofer, 

2002), and some language points for exploration are identified. To begin with, I will 
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briefly outline the general research context informing my approach, before describing  the 

study in more detail.  

 

Learner corpora and learning driven data  

Many and varied types of learner corpora have been constructed in recent years, 

demonstrated by the extensive list maintained by the Centre for English Corpus 

Linguistics (see https://uclouvain.be/fr/node/12075). Alongside large -scale projects such 

as the International Corpus of Learner English (ICLE) and commercial publishers' learner 

corpora, many smaller in -house corpora have been compiled. These are generated within 

a specific learning context, containing written or spoken discourse relating to a specif ic 

learning event or events. While small - scale corpora of this kind may lack the 

generalizability needed for comparative interlanguage analyses, their potential as a 

teaching resource has been acknowledged (e.g. Cotos, 2014; Guilquin et al., 2007; 

Granger,  2002, 2009; Mukherjee  & Rohrbach,  2006; Nesselhauf, 2004; Seidlhofer, 

2002). In -house learner corpus data is valuable to both teacher and learner. The teacher 

can use it, data -driven learning (DDL) style (Johns, 1991), by searching for keywords 

and look ing for patterns in the resulting data, to find out about learner language use, 

using this to inform curriculum and materials design (Granger, 2002). For learners, it is 

relevant, having been collected from peers experiencing the same learning environment,  

and it can help raise awareness of linguistic deficiencies they may share in a non -

personal, non - threatening way (Seidlhofer, 2002). The fact that it is not their own 

writing, but is like  their own, encourages greater objectivity. Learning driven data (LD D) 

and DDL are complementary processes (Seidlhofer, 2002), as lexical patterns found in 

the learner corpus can be explored in an expert corpus so that differences may be 

noticed and corrected (Flowerdew 2012). The benefits of DDL have been widely 

demonstra ted in recent  years (see Boulton & Cobb 2017 for an overview), whereas 

applications of learner corpora in the classroom have been slower to emerge, and the 

present study aims to add to these.  

 

Learning context  

The specific learning context for this study  is a Business Writing course at Mid -Sweden 

university (7.5 credits). To enrol, students must fulfil general admission requirements 

and have English proficiency equivalent to a minimum overall score of 6.5 in IELTS 

Academic Training (minimum 5.5 in each sk ill). Most course participants are advanced in, 

or have completed their primary degree, and are looking ahead to prepare for 

employment in the future. The majority of these students are Swedish with a high level 

of spoken English. The course aims to improv e both comprehension and production of a 

range of different types of written business communication. The course outcomes 

indicate that the student should be able to understand, recognize and produce different 

types of written business documents in English,  recognize and produce different styles 

(formal, informal, informative) of written English, and engage in collaborative work to 

improve their own and other studentsô written business English. The course is delivered 

online using the learning platform Moodl e, and runs part - time over a 20 week semester. 

All teaching is carried out via Moodle; course material is posted, lectures can be 

accessed, and forum discussions take place there. The course is designed so that student 

learning is a process; there is oblig atory group work involving peer reviewing and 

responding to other students' writing, followed by editing before submission for grading. 

Thus assignments submitted are generally of a high standard, with most basic language 

errors edited out, and these are w hat formed the basis of the learner corpus discussed 

here.  

 

Collecting the learner data   

Although the digital nature of the course meant that assignments were readily available 

to form a corpus, this was restricted by institutional requirements. University  policy 

requires a written signature on a designated consent form before student work can be 

used for research purposes. Given that all course delivery is web -based via Moodle, and 

no other aspect of the course required students to print, sign and scan mat erial, it was 
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difficult to get students to respond to this request. As a result, two terms were needed to 

gather the data, and the resulting corpus is smaller than had been envisaged (although 

the possibility to add further data remains). The requirement f or digital privacy reduced 

the data further, as one assignment involved a resumé and cover letter, which could not 

be sufficiently anonymised. As a result, the corpus consists of four assignments (three of 

which consist of multiple documents) from two coho rts of students in two consecutive 

terms, a total of 33 students. The small size of the corpus and the range of text types 

included is acknowledged as a limiting factor in this study, but even a limited corpus like 

this can offer some insights into learner  performance, particularly when the learner 

profile is homogeneous. The types of business writing and word counts from the various 

assignments are shown in Table 1.  

 

Table 1: Composition of the Learner Corpus  

 Business Writing  Word count  

Assignment 1  Request letter  

Reply letter  

 5,220  

 5,942  

Assignment 2  Complaint letter  

Claim letter  

Adjustment letter  

 7,382  

 5,590  

 5,156  

Assignment 3  Proposal  

Memo  

10,720  

 5,318  

Assignment 4  Informal Report  25,174  

Total   70,502  

 

The assignments were anonymized, coded  and saved as plain text documents so that 

they could be analysed using AntConc (Anthony 2018). The coding facilitated 

manipulation of the corpus, e.g. for the correspondence portion to be easily extracted.  

 

Lexical profile of the learner corpus  

First, I w anted to find out what range of vocabulary was in productive use by the 

learners. A vocabprofiler on Cobb's (2018) website was used to establish the range of 

lexis in the corpus, using the Business Service List 1.01 (BSL) (Browne & Culligan, 2016) 

option. The BSL identifies 1700 business - related words extracted from a corpus 

(approximately 64 million words) of business texts, newspapers, journals and websites, 

giving up to 97% coverage of general business English materials when combined with the 

2800 words of the New General Service List (see Browne & Culligan 2016 for an account 

of this). Although the BSL is most relevant as a measure of receptive vocabulary, it offers 

a useful indicator of productive ability in business - related lexis.  

 

Table 2 shows the l earner corpus broken down into levels of frequency of lemmas 

(headword and inflections) used at the 1 -  3K level of the NGSL and those occurring on 

the BSL list. The majority of the words used were from the first 2K of the NGSL, which 

would also be a typica l profile for native speakers (Cobb, 2008). Less frequent words also 

occur, with just under half of the 3K words represented, as do lexical items from the BSL, 

with 203 of the 1200 lemmas on the BSL present in the list. This demonstrates some 

productive ab ility in business vocabulary, but further examination (see Figure 1) shows 

that 100 of these lemmas appear only once in the corpus, 36 appear twice, 17 are used 
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three times, 10 four times, and beyond that only 40 words are used five times or more. 

In short , although knowledge of business - related vocabulary is evident, it is not widely 

used in the corpus, although this may be due to its limited size.  

 

Table 2: Breakdown of lemmas, types and tokens in the BW corpus by NGSL frequencies, 

and BSL.  

Freq. Level  

Lemmas 

(%)  Types (%)  Tokens ( % )  

NGSL_1  

[1000 

lemmas])  924 (42.92)  1783 (32.14)  56144  (79.68)  

NGSL_2   

[1000 

lemmas]  663 (30.79)  946 (17.05)  4586  (6.51)  

NGSL_3   

[801 

lemmas]  363 (16.86)  451 (8.13)  2184  (3.10)  

BIZ (BSL)   

[1200 

lemmas]  203 (9.43)  242 (4.36)  1317  (1.87)  

Off -List:  ?? 2131 (38.41)  6235 ( 8.85 )  

Total 

(unrounded)  2153+?  5548 (100)  70466 (100)  

 

 

 

Figure 1: Number of hits on each of the 203 BSL lemmas in the BW corpus  
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I went on to evaluate the students' ability to use the BSL words. Most of those appearing 

with higher frequency, i.e. with 6 hits and above, were used appropriately, e.g. manual 

work / read the manual, large amounts of goods / damaged goods , although some were 

used only in repeated proper nouns, e.g. High Tech Solutions. Of the less frequently used 

BSL words, some contextual uses lacked precision, either in the choice of word or its 

collocates, as examples 1 and 2 show (BSL words italicized).  

 (1) *we are l ooking forward for this proposition  

(2) *green products really has taken its momentum  on the market  

 

Words in this category, i.e. that were infrequently and inappropriately used, offer a 

starting point for target items that could be explored through an LDD / DDL approach, 

highlighting potential problems in using the words in context when compared to uses in 

the expert corpus. A sample approach using the example contrary  is given in Figure 2.  

 

Compare this learner's use of contrary  in (A)  to some examples found in a native 

business letter corpus (B)*.  

What patterns of use can you find in (B)?  

In view of t his, how could you improve sentence (A)?  

(A)  

I have made all necessary purchases on your website, and they have all ended 

successfully; on the contrary to my recent purchase.  

 

(B)  

   On the contrary , the firm's difficulties would seem to be  

           Quite the contrary , we count you as one of our most valuable  

           would be somewhat to the contrary .  

     if I don't hear from you to the contrary , I shall be with you at 3 p.m.  

      Unless I hear from you to the contrary , I will assume tha t this is the correct  

 

*(for more examples, and more extended contexts, type contrary  into the search box at 

http://www.someya -net.com/concordancer/index.html) :  

 

Figure 2: Sample LDD / DDL activity  

 

Lexical patterning  

Examining lexical bundles (i.e. freq uently occurring phrases) offered another approach to 

finding errors and gaps both in lexis and grammar in the learner corpus. I used data from 

the Business Letter Corpus (BLC), a one million word corpus of business letters from UK 

and US sources for this,  and used only the letter component of the learner corpus 8. The 

BLC website provides access to an online concordancer for the corpus, and key data 

about the corpus, including frequency lists of meaningful 3 - , 4 -  and 5 -word bundles. The 

3-  and 4 -word bundle  lists were used for comparison with the learner corpus, 

complemented with searches in the BLC as necessary. AntConc (Anthony 2017) was used 

to extract 3 -  and 4 -word bundles from the learner corpus, edited according to criteria 

stated on the BLC lists, i.e . to remove bundles with less relevant lexical content such as 

dates / times, opening salutations and closes, and phrases beginning with and / but / or / 

me / that  (as a relative pronoun). The size of the learner corpus meant that only a small 

number of bu ndles occurred; nevertheless cross - referencing these with bundles occurring 

in the BLC yielded some interesting results. The most frequent bundles, with only a few 

exceptions 9, were similar across both lists, but there were differences that offered the 

potential for learner exploration, some examples of which are outlined below.  

 

                                                           
8
 This reduced the corpus to 45,328 words  

9 Certain bundles which were specific to the assignment aim, e.g. This proposal deals 

with  did not occur in the BLC list.  
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Verb phrases  

 A key verb appearing in the lexical bundles in both corpora was appreciate, appearing 

with a normalised frequency of 608 per million in the learner corpus and havi ng 1005 hits 

in the million word BLC. However, there were differences in the 4 -word lexical bundles 

appreciate  appeared in, as shown in table 2. A common misuse of the form I would 

appreciate if  is evident in the learner corpus (cf. Flowerdew, 2012), and a  much wider 

range of forms appears in the BLC; some of these have one or two hits in the learner 

corpus, but the italicized phrases in table 2 do not occur at all. Of course, the small size 

of the learner corpus is relevant here. However, such differences offer potential for 

raising awareness of how modifications like how much, greatly, very much , can be used 

to improve tone and style in business correspondence. This overlaps with another 

observation in the learner corpus bundles. There was a notable absenc e of adverbs, apart 

from really, in these. Searches for other adverbs in the learner corpus showed very few 

examples, several of which demonstrated inaccuracies such as * I would highly 

appreciate,  * it will be strongly advised, *I cannot deeply enough descr ibe my 

disappointment. Clearly there is an awareness of collocation with adverbs, but confusion 

with the appropriate structural form and word choice detracts from this, and suggests 

another potential focus for DDL with the BLC, where many examples can be f ound.  

 

Table 2: Four -word bundles with appreciate  occurring in the two corpora, with number of 

hits shown.  

Learner corpus (45,328 words)  BLC (Someya 2000) (1 million 

words)  

appreciate you bringing this  

*I would appreciate if  

3 

3 

appreciate it if you  

would appreciate it if  

we would appreciate it  

I would appreciate your  

appreciate your interest in  

we would appreciate your  

how much we appreciate  

would be greatly appreciated  

appreciate it very much  

we appreciate your business  

93  

62  

52  

46  

31  

30  

30  

24  

23  

21  

 

Register  

The 3 -word bundles demonstrated some issues around the register of language used. In 

the learner corpus, looking forward to was used three times as much as look forward to 

(normalised frequencies of 739 compared to 239 per million, corresponding to a 

significant over - representation, log - likelihood 47.05, p<.0001), whereas the more 

traditional use look forward to  was much more common  in the BLC. This discrepancy may 

arise fro m increased usage of the progressive aspect since the BLC was constructed, and 

/ or a Swedish tendency to overuse this form (Swan and Smith, 2001: 31). However, a 

search on looking forward to in the learner corpus also shows that in almost a third of the 

hits, the phrase  is not preceded by a pronoun or auxiliary verb, intensifying the 

informality. No similar instances occurred in the BLC. In contrast to this, the rather 

formal fixed 3 -word bundle come to my attention was significantly over - represented in 

the learner corpus, with 8 hits in total, as compared to only 9 hits in the one -million word 

BLC (log - likelihood 27.29, p<.0001). Of course, the learner corpus and the BLC contain 

different types of correspondence and styles of writing, so some variation in  tone can be 

expected; fuller contexts must be considered to determine appropriacy. This in itself 

offers a focus for LDD / DDL for the learners, raising awareness about questions of 

register and tone, which are so important in business writing.  

 

Recycling  the data  

The next step of the project will introduce learner data and DDL to students in a 

supportive and positive way. For technical ease, the aim is to provide user - friendly 

access to the learner corpus and a concordancer in Moodle, with a link to the B LC, which 
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offers a simple interface and is sufficiently small scale to be manageable (see Flowerdew, 

2012). A series of guided tasks will scaffold the learners as they are introduced to and 

become more familiar with DDL techniques, with the areas outlined above as starting 

points. In keeping with the co -operative nature of the course, tasks will be carried out in 

groups with forum discussions that can be monitored, allowing for support to be provided 

as necessary. Outcomes can be measured both quantitativel y at the end of the course, 

by assessing the body of student work (submitted in digital format, allowing for easy 

analysis) and qualitatively through the forum discussions and course feedback.  

 

Conclusion  

Using data from learners with the same background and linguistic profile offers the 

potential to focus teaching so that it is directly relevant to the learner. In the same way 

that data -driven learning can confirm or contradict learner's intuitions about language 

patterns, learner data provides the opport unity for teachers to confirm intuitions about 

what is known and what needs to be addressed. Exploring the learner corpus made it 

evident that problem areas I had identified (register and lack of precision in vocabulary) 

require further focus, while also r evealing gaps (i.e. adverb use) I was less aware of. The 

analysis pinpointed specific language that requires attention, and a means of raising 

awareness about it in a relevant way.  

 

Constructing a small learner corpus is easily achieved as digital courses  become increasingly 

common, as long as requirements for data use are respected. Similarly, more user - friendly 

tools are becoming freely available online, allowing teachers to create lexical and 

grammatical profiles of their learners with ease, helping the m to identify their achievements 

and needs, and take a systematic approach to personalised course development. There are 

weaknesses in the case presented here, notably in the limited size of the learner corpus, 

that the BLC is rather old, and the BLS is mo re useful as a measure of receptive than 

productive knowledge. However, even with such limitations, it seems to me that using 

learner data can only complement a 'one size fits all' published course, and introducing LDD 

and DDL is a natural development from  this.  
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Abstract  

 
The present research investigated the potential of the WebRTC (Web Real - time 

Communication) protocol and P2P communication to develop an online synchronous 

learning environment. A telecollaboration environment was designed through an Internet 

application p roviding Web RTC. Students had the opportunity to learn about the platform 

and use this technology through an eTandem exchange. A survey about studentsô pre-

existing knowledge and an end -of - the -course survey were provided in order to observe 

studentsô perceptions about the activity. Pitfalls and opportunities for synchronous online 

learning were also regarded. Overall, positive conclusions on the use of Web RTC were 

drawn. Students did not need to download any specific software, accessing any of the 

browser s supporting this technology such as Google Chrome, Safari, Mozilla Firefox, 

Microsoft Edge or Opera and starting the video conference merely with an internet link. 

This link gave access to a private online room where students could interact and 

exchange o pinions with their peers without having to pay or register any application. 

Thanks to the characterisitics of this technology, open content was generated by 

participants in the exchange where they took advantage of the interaction for language 

learning. In formation collected from participants required special permission from each of 
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the Universities and studentsô permission was also regarded to exchange their contact 

details with their peers.  

 
 

Conference paper  

 
Introduction  

The limited characteristics of traditional classrooms environments have given rise to a 

constant search for new ways of expanding in -class time in second language 

environments. In this respect, new ways of communication have been investigated as it 

is the case of telecollaboration and eTandem. The need for immersive second language 

environments providing learners with authentic and relevant input, has been sought 

thoroughly by foreign language teachers. In this sense telecollaboration, understood as 

the pro cess of communicating and group work from different places through the use of 

digital or online tools (Dooly, 2017), has experienced a significant evolution within the 

last years. New systems have appeared, facilitating and providing a higher number of 

opp ortunities for language interaction through the web. Thus, in order to explore new 

possibilities for language practice, we decided to implement Web Real -Time 

Communication (Web RTC) in a second language classroom environment. This P2P 

protocol allows teach er and students to interact without downloading or installing any 

specific screen -casting application or software (Ito, Niibori & Kamada, 2016). Thus, 

teachers and students are able to avoid potential drawbacks such as the cost of the 

application required for the interaction as well as problems arisen from installing a 

software in a specific operating system. Web RTC offers free P2P communication through 

the browser, thus merely with a link, students are able to communicate with their peers. 

This technology , as of March 2018, is supported by almost every existing browser, 

including Google Chrome, Safari, Mozilla Firefox, Opera or Microsoft Edge. Furthermore, 

operating systems in mobile phone such as IOS or Android have incorporated this 

technology, indicatin g that mobile phones are also capable of handling this technology 

and therefore, offering opportunities for language interaction anytime and anywhere 

(Kukulska -Hulme, 2009).  

 

Different studies have explored the teaching and learning benefits of telecollab oration 

through the use of the applications previously mentioned. It is worth mentioning 

Karabulut and Karabulut & Correia (2008) or Schullo et al., (2007) and their 

investigations about the use of platforms offering videoconferencing functionalities such 

as Elluminate, Adobe connect or Ivisit. In this sense, recent studies have analysed the 

potential benefits of these applications for teaching and learning in skype and adobe 

connect (e.g., Akbaba & Baskan, 2017; Austin et al., 2017; Bolona -Lopez et al., 20 15; 

Moore and Fodrey, 2018). These telecollaboration tools were found to foster distance 

teaching and online learning. Specifically, in the field of language learning, linguistic 

gains, intercultural competence and studentsô perception have been investigated. Studies 

such as Tian and Wang (2010) concluded that telecollaboration became a fertile ground 

for language exchange by focusing on the use of etandem via Skype. Etandem or 

teletandem refers to the situation where students exchange the role of the nativ e 

speaker by swapping the L1 used in order to put both into practice (Pérez -Hernandez, 

2014). Linguistic gains through skype and adobe connect have also been reported in 

further studies (e.g., Godwin -Jones, 2005; Romaña Correa, 2015; Terhune, 2015), 

emphas izing the potential this environment offers for second language development and 

learning.  

 

In the case of Web RTC, the number of studies addressing this technology for learning 

purposes is very scarce and, even more, if we focus on language learning. Kokane et al., 

(2014) use this technology as platform for interaction with 3D virtual tutors, al lowing 

students the possibility to chat with them as well as listening to virtual narrations. 

Similarly, Osipov et al., (2016) used Web RTC to create an online platform with 
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predefined scenarios where students could communicate with each other as well as w ith 

their instructor. Students engaged through the platform in task -oriented interactions in 

order to practice their language skills. Due to the recent development of this technology, 

students experienced connectivity problems as not all the browser suppor ted this 

technology. Currently, the problems previously mentioned have been overcome as the 

use of Web RTC has evolved swiftly since it started.  

 

The Web RTC protocol was used to carry out a language exchange between students of 

two different universities , in this case the University of Almería (Spain) and Fayetteville 

University (North Carolina). Through an online webpage using this technology, students 

were able to use the different functionalities provided such as videoconferencing or 

screen and documen t -sharing. Thanks to the characteristics of the protocol, information 

does not go through a server, thus information exchange is faster and delays in 

videoconferencing are avoided as opposed to some applications previously used for this 

purpose such as Sky pe or Adobe Connect. The platform allowed students to create a 

private room for the videoconferencing and hence, language exchange.  

 

Figure 1. Example of the Jitsi interface.  

 

 

Study  

The investigation involved a total of 32 students who participated in the language exchange. 

During the investigation, personal data were collected in advance, exchanging studentsô 

contact information in order to start the telecollaboration process. Permis sion was required 

in both universities to get students contact details and share them with their peers. With the 

aim of facilitating studentsô interaction, a timetable with the participants in the exchange 

was created. Information about the learning proces s was analysed, assessing participantsô 

perceptions during the language exchange. Furthermore, information about the learning 

enviroment was collected in order to observe its potential and possibilities for language 

developement and learning. As this excha nge involved two different universities as well as 

two different teachers, the data arisen from the interaction required special permission in 

advance from each of the Universities in order to publish any information concerning this 

investigation. Special forms had to be filled in and authorise before data collection. A pre -

existing knowledge survey and an end -of -the course survey were used to analyse studentsô 

perceptions about platform and the online exchange.  
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Results of the pre -existing knowledge survey  arose relevant information in order to 

observe studentsô characteristics at the beginning of the interaction. In this vein, Table 1 

shows how familiar students were with the activity carried out.  

 

Table 1 . Pre -existing knowledge survey on ICT, telecollab oration and eTandem.  

Use N Mean SD 

ICT 32 2.28 1.11 

V.Environments 32 2.69 1.25 

Internet for study 32 3.25* 1.24 

Chat 

Communication 
32 2.53 1.04 

ICT tools at 

University 
32 2.41 1.07 

Internet in private 

life 
32 4* 1.16 

Videochats 32 3.06 1.31 

Jitsi 32 1.87* .33 

Telecollaboration 

project 
32 1.87* .33 

Online language 

exchange 
32 1.68* .47 

Etandem 32 1.84* .36 

*Statistically significant differences p < .05  

Inferential statistics were used through the use of one -sample T -  test in order to observe 

the differences among the items taking into consideration in the pre -existing knowledge 

survey. This test was selected as there was no information about the characte ristics of 

the sample studied and gave us the possibility to observe studentsô previous knowledge 

about telecollaboration, etandem, Jitsi and chat -based communication among others. A 

likert -scale indicated studentsô use of the elements that this etandem interaction later put 

into practice from 1 (minimum) to 5 (maximum). Yes/no questions were codified into 1 

(Yes) and 2 (No) in order to carry out the statistical analysis. Test value was set at 2.5 as 

it was the average between minimum and maximum score in t he likert -scale. Mean 

scores in the case of óInternet use in private lifeô (t = 7.29, gl = 31, p < .05) as well as 

Internet use for study (t = 3.4, gl = 31, p < .05) indicate a heavy use if of the Internet 
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among students participating in the activity. Low mean scores found in the case of 

studentsô use of Jitsi (t = -10.52, gl = 31, p < .05) as well as in terms of their 

participation  in a telecollaboration project (t = -10.52, gl = 31, p < .05), online language 

exchange (t = -9.76, gl = 31, p <  .05) and eTandem (t = -10.06, gl = 31, p < .05), 

indicate that participants had very little previous experience as refers to an online 

language exchange.  

 

An end -of - the -course survey was administered in order to observe studentsô perceptions 

about the on line interaction with their peers. Open -ended questions were included in this 

survey so that students could express freely their opinion as well as suggest any possible 

improvements to the virtual environment. Table 2 shows studentsô perceptions about the 

use of Jitsi and the activity carried out.  

 

Table 2.  Studentsô perceptions on Jitsi and eTandem 
 {ǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ N Mean SD 

 

Value of the video-web project 

30 4.37* .765 

 

Use of jitsi 

30 3.70* .952 

 

Functioning of the Virtual 

Environment 

30 410* .803 

 

Usefulness 

30 4,.50* .572 

 

Ease to communicate with 

foreigner 

30 3.57* .728 

Interest created by the activity 30 4.43* .626 

*Statistically significant differences p < .05  

 

Further close items were elaborated in order to have an insight into studentsô perceptions. 

In this vein, Yes -No items were incorporated into the survey, showing an incredible 

acceptance earned by the activity. Students answered questions such as ñincorporating 

eTandem into the courseò, ñcarrying on participating in the virtual projectò or 

ñrecommending eTandem to peersò with more than a 95% of positive answers in each of 

them. Statistical analysis was also used to observe significant differences in the end -of - the -

course survey. Once again, a one -sample T -test was used to evaluate studentsô responses. 

A likert -scale indicated studentsô perceptions from 1 (minimum) to 5 (maximum) and the 

Test value was set at 2.5 as it was the average between minimum and maxi mum score in 

the scale.  Mean scores in each of the items indicated significant differences particularly in 

terms of potential value of the video -web project, interest created by the activity and 

usefulness. As regards to Jitsi, our Web RTC platform, studen tsô mean reached 3.70 (t= 

6.90; gl = 29, p < .05), suggesting a positive perception of the students towa rds the use of 

this technology.  
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It is also worth mentioning open -ended items that offered relevant information regarding 

studentsô perceptions. In this sense, when asked whether they preferred face - to - face or 

eTandem, most of the students indicated that, in case it was possible, face - to - face 

conversation was much better than online one. Nevertheless, most of them consider this 

virtual platform as a good alternative. Some of the negative aspects they indicated had to 

do with the poor Internet connection which led to communication breakdowns. Some of the 

students associated at first these communication problems with the platform, nevertheless 

after trying a  different one such as Skype, they realized it was a problem of the Internet. 

Other negative aspects found dealt with the time difference and the difficulty to arrange a 

time with their peers, sometimes giving rise to students connecting to the platform at  

different times. On the other hand, students indicated positive aspects as a result of the 

online interaction such as the possibility of improving their English or meeting new people, 

particularly native speakers different from the teacher of the module.  

 

Conclusion  

Web RTC becomes an open environment where eTandem facilitates interaction and 

language production. As opposed to those virtual platforms where licenses are required and 

the access to language interaction is limited only to those able to afford them, Web RTC 

becomes an accessible tool that may potentially shift the ñtraditionalò systems in use for 

telecollaboration. In this vein, pedagogical implications must be drawn as the use of 

eTandem implies a higher amount of practice time where students c an benefit from the 

interaction with native speakers, expanding in -class time. This case study did not focus on 

the learning outcomes but on studentsô perception about the use of the application, 

nevertheless the potential of eTandem and telecollaboration for language learning has 

already been highlighted in the existing literature. Thus, as language teachers, it is 

necessary to take into consideration the integration of open educational resources that may 

provide students with necessary tools and learning situations to access authentic target 

language.  

 

Studentsô perceptions towards the use of this kind of communicative environment were 

found to be positive, most of them indicating that this kind of experiences should be 

integrated into the language course . Furthermore, the possibility of speaking with different 

students led to participants having to adapt to certain accents, pronunciations and tone, 

thus forcing students to shape their language competence of the target language.  

 

In order to develop this kind of exchange, there is a need for cooperation between 

institutions and practitioners to connect classes and increase the possibilities for second 

language interaction. Language teachers cannot limit themselves to in -class expla nations as 

the traditional constraints of a classroom environment do not provide enough opportunities 

for language practice. Thus, telecollaboration and eTandem become available tools to 

expand and foster the cross -cultural and language competence of stude nts.  

 

 

References  

 

Akbaba, Y. & Baskan, F. (2017). How to merge courses via Skype? Lessons from an 

interantional blended learning project. Research in learning technology, 25, 1 -18.  

 

Austin, N., Hampel, R. &  Kukulska -Hulme, A. (2017). Video conferencing and multimodal 

expression of voice: Children's conversations using Skype for second language development 

in a telecollaborative setting. System, 64, 87 -103.  

 

Bolona -Lopez, M. D. C., Ortiz, M. E., & Allen, C. ( 2015). Using mobile devices and the Adobe 

Connect web conferencing tool in the assessment of EFL student teacher performance. In F. 

Helm, L. Bradley, M. Guarda, & S. Thouësny (Eds.),  Critical CALL ï Proceedings of the 2015 

EUROCALL conference, Padova, Ital y (pp. 77 ï83). Dublin: Research -publishing.net  

 



64 
 

Dooly, M. (2017). Telecollaboration. In Chapelle, C. A. & Sauro, S. (Eds.), The handbook 

of technology and second language teaching and learning (pp. 169 -183). Hoboken, NJ: 

Wiley Blackwell.  

 

Godwin -Jones, R.  (2005). Skype and podcasting: Disruptive technologies for language 

learning. Language Learning & Technology, 9(3), 9 -12.  

 

Ito, D. Niibori, M. & Kamada, M. (2016).  A real - time web -cast system for classes in the 

byod style. In 19th International Conference  on Network -Based Information Systems 

(NBiS2016) (pp.520 -525). Ostrava, Czech Republic.  

 

Karabulut,  A., &  Correia,  A.  (2008).  Skype, Elluminate, Adobe Connect, Ivisit: A comparison 

of web -based video conferencing systems for learning and teaching. 

In  K.  McFerrin,  R.Weber,  R. Carlsen, &  D.  Willis  (Eds.),  Proceedings of Society for 

Information Technology and Teacher Education International Conference 2008  (pp.  481 ï

484).  Chesapeake,  VA:  Association for the Advancement of Computing in Education.  

 

Kokane, A., Si nghal, H., Mukherjee, S. & Reddy, G.R.M. (2014). Effective e - learning using 

3D virtual tutors and WebRTC based multimedia chat. In: 2014 International Conference on 

Recent Trends in Information Technology (pp. 1 -6). Chennai.  

 

Kukulska -Hulme, A. (2009). Wil l mobile learning change language learning? ReCALL, 21(2), 

157 -165.  

 

Moore, R. L. & Fodrey, B. P. (2018). Distance Education and Technology Infrastructure: 

Strategies and Opportunities. In Piña, A. A., Lowell, V. L. & Harris, B. R. (Eds.), Leading and 

managing e - learning, Educational communications and technology: issues and innovations 

(pp. 87 -100). Cham, Switzerland: Springer.  

 

Osipov, I.V., Volinsky, A.A. & Prasikova, A.Y. (2016). E - learning collaborative system for 

practicing foreign languages with native speakers. International journal of advance 

computer sciences and applications,  7(3), 40 ï45.  

 

Perez -Hernandez, D. (2014). Technology provides foreign - language immersion at a 

distance. Chronicle of Higher Education, 60(34), 14.  

 

Romaña Correa, Y. (20 15). SkypeÊ conference calls: a way to promote speaking skills in 

the teaching and learning of English. PROFILE Issues in Teachersô Professional 

Development , 17 (1), 143 ï156.   

 

Schullo, S., Hilbelink, A., Venable, M., & Barron, A. E. (2007). Selecting a vi rtual classroom 

system: elluminate live vs. macromedia breeze (Adobe Acrobat Connect 

Professional).  Journal of Online Learning and Teaching , 3(4), 331 -345.  

 

Terhune, N.M. (2015). Language learning going global: linking teachers and learners via 

commercial Skype -based CMC. Computer Assisted Language Learning, 29(6), 1071 -

1089.  

 

Tian,  J., &  Wang,  Y. (2010).  Taking language learning outside the classroom: Learnersô 

perspectives of eTandem learning via  Skype . Innovation in Language Learning and 

Teaching, 4( 3),  181 ï197.  

  



65 
 

Ghada Awada & Hassan Diab  
 

American University of Beirut, Beirut, Lebanon  

 

ghadawada@gmail.com  -  diab@aub.edu.lb  

 

Effect of  webquest  media on learners' intercultural 

communication, debate and motivation  
 
 

Bio data  

 

A Fulbright Scholar at NCSU. A Faculty member at the American 

University of Beirut and the Lebanese American University. A 

developer of the AUB Arabic and English Teaching Certificate 

programs. An author and co -author of English textbooks and 55 

publicatio ns related to ICT, Curriculum reform and teaching English 

in public and private schools as well as in higher education. 

Worked as a teacher and coordinator of Languages at public 

schools for 21 years. An ESCWA, UNESCO and WB Consultant. Was 

awarded appreci ation certificates by the Ministry of Education and 

Higher Education (2004), Lebanese university (2004), Lebanese American University -CEP 

Teaching Excellence trophy (2013), American University of Beirut Certificate of 

Appreciation(2017), Lebanese Army Acad emy Research Center Trophy(2017).  

 

Diab was an electrical engineering professor at  the American University of Beirut (AUB) . 

He also served as vic e president for regional external  programs at the AUB from October 

2006 to June 2011  On 13 June 2011, he was appointed minister of education and higher 

education as part of Najib Mikati's cabinet . 
 
 

Abstract  
 

The study reports the relative effectiveness of the Inquiry -Based Intercultural 

Communication Technological Model (IBICTM) on improving the debate skills and 

increasing the intrinsic motivation of university learners (n=48). The integration of the 

IBICTM i nto the experimental group classes framed the instruction.Participants in the 

control group were given the regular debate instruction without the IBICTM. The study 

employed the mixed methods pretest -  posttest control group experimental design 

whereby two w riting intact classes were randomly assigned to control and experimental 

conditions. The pretest and posttest along with the Intrinsic Motivation 

Questionnaire(IMQ) were employed to elicit data needed to validate or reject the main 

assumption of the study.  Data were collected using the 2 ANCOVA tests. The findings 

proved that the IBICTM could improve the debate skills which prepare learners for 

argumentative writing; furthermore, IBICTMcould increase learnersô intrinsic motivation 

whereas the control group participants (n=24) didnôt show similar improvement.  

 

 

Conference paper  
 

Introduction  

The review of the Computer Assistive Language Learning( CALL) and language learning 

motivation research necessitated conducting the present study  at two American 

Universities located in Beirut, Capital of Lebanon, in order to investigate the effectiveness 

https://en.wikipedia.org/wiki/American_University_of_Beirut
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of WebQuest media resources, Task and Process sections on improving the debate skills 

and increasing the intrinsic motivation of English as a For eign Language (EFL)  learners 

who are native speakers of Arabic enrolled in a writing course.  

 

On one hand, interactive technologies progressively provide learners with opportunities 

to communicate across places and cultures. Holistic approaches and Infor mation 

Communication Technology(ICT)models can improve intercultural 

communication(Ware,2013). Learners can improve their intercultural communication 

skills and be engaged affectively, psychologically, and cognitively in environmental and 

social sustainabi lity contexts by employing the experiential and simulation based holistic 

approaches(Sigmar, Hynes, &Hill,2012). Furthermore, new media could improve 

tremendously communication across cultures(Shuter,2012). However, more 

communication studies should be con ducted to investigate the effect of new media on 

intercultural communication since language teachers still encounter obstacles and feel 

demotivated due to a lack of training in the integration of technology into classrooms 

(Borthwick & Gallagher -Brett, 201 4).  

 

The present study intended to investigate if Intrinsic motivation could  improve 

information retention as research indicated(Black & Allen,2017). óIntrinsically motivated 

students can be expected to learn more and retain what they have learned better than 

students who are forced against their willô (Black & Allen,2017, p.91). However, 

Alderman (2013) states that intrinsic motivation could be a necessity, yet it isnôt enough 

for attaining academic engagement as activities considered ñ...required by the curriculum 

may not be seen as interesting or necessary by studentsò (p.264).Furthermore, the 

integration of WebQuest into classrooms could increase learnersô knowledge and learning 

about cultures( Stockwell,2016).  

 

As such, the study addressed the following  hypotheses and questions:  

 

1. There is a statistically significant difference between the control group and the 

experimental group at the 0.05 alpha levels regarding the debate scores.  

2.  There is a statistically significant difference between the control group and the 

experimental group at the 0.05 alpha levels regarding the intrinsic motivation of learners . 

 

1. What is the relative effect of IBICTM in comparison with the regular instruct ion in 

improving the intrinsic motivation of university learners towards the cultural awareness 

and intercultural communication debate experience?  

2. What is the relative effect of IBICTM in comparison with the regular instruction in 

improving thedebate sk ills  of university learners?  

 

Literature Review  

There is a vital interrelatedness between intercultural communication skills and 

interactive technologies. The growing globalization and the interconnectedness among 

societies have spread a lot of information  at tremendous speed to a great number of 

people ( Thomas&Evans,2014). Intercultural communication skills can be associated with 

literacy in the digital age and might encompass a variety of reading and writing skills. 

These skills include understanding, ass essment, and creation of printed and multimodal 

texts (Ware,2013). Intercultural competence might be theorized in different ways within 

intercultural communication.However, researchers seem to agree that intercultural 

competence should be theorized in comp liance with cognitive, affective, and behavioral 

approaches (Bennett, 2010).  

 

Theoretical framework  

The present study is framed within the self -determination theory(Black& Allen, 

2017),new media and intercultural communication theory(Shuter,2012),  Vygotsky ôs 

constructionism(Galloway,2001), learner - centered theory(Johnson, 2013) project -based 

learning (PBL) and inquiry -based approaches(Arsanjani & Faghih, 2015) .  
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Integration of WebQuest into classrooms  

WebQuest facilitates web -based investigative tasks tha t are carried out   to promote, 

understand and reflect the intercultural communication students get engaged in. The 

WebQuest provides students with different authentic resources selected to fulfill the 

linguistic and cognitive tasks. The Japanese universit y students collaborated with 

students of a different culture to promote the intercultural communication skills   through 

using the WebQuest inquiry -based approach. The results of the study showed 

participantsô decrease in ethnocentricity and improved studentsô knowledge and an 

understanding of both their own culture and other cultures( Stockwell,2016).  

 

Interrelatedness between intercultural communication skills and interactive 

technologies  

Intercultural communication competence involves the abilities to interpret and associate 

information about the learnersô culture and the target one. Furthermore, intercultural 

communication skills involve a certain emphasis on the sub -set skills of interaction. 

These sub -set skills include introducing topics, supporting  conversations, managing 

miscommunication, showing curiosity, interacting with othersô contributions, and 

revealing logical and sociolinguistic awareness( Yusuf, Natsir& Hanum,2015; Ware,2013).  

 

Intercultural competence and Motivation  in higher education  

In tercultural competence enables learners to handle diversity and globalization in higher 

education and it facilitates collaboration among administrators, intercultural researchers, 

and international education specialists (Liu & Dall'Alba,2012). Motivation i s deýned ñ...as 

the process that arouses, sustains, and regulates behaviorô(Forgas, 2014, p.23).  As such,  

learners  might have positive attitudes towards ñ...technology-enhanced intercultural 

language learning (TEILI), which enabled the learners to experien ce authentic language 

learning that fostered linguistic competence and ICCò (Chen & Yang,2014,  p.57). Several 

universities now integrate the awareness of global perspectives into graduate education. 

However, some universities are still struggling to make a n association between global 

classroom and  the global workplace(Barker& Mak,2013).Active communication training 

should be designed more carefully to professional contexts that demand collaboration 

and  teamwork(Barker, Hibbins,& Woods,2012).  

 

Methodology  

The study employed the mixed methods and the pretest -  posttest control group 

experimental design whereby 4 writing intact classes(n=48) were randomly assigned to 

control and experimental conditions.  Quantitative and qualitative data were collected 

using t he 2 ANCOVA tests and pre and post questionnaires. The experimental and control 

group participants filled out the   instrument prior to receiving the instruction and after 

receiving the debate instruction to express their perceptions of the learning experi ence. 

Data were collected using the 2 ANCOVA tests and the two questionnaires. Descriptive 

statistics (means and standard deviations) were used to address the questions raised in 

the study.  

 

Participants  

A convenient sample total of 104 EFL learners of different cultures were randomly 

assigned to control and experimental conditions.  The experimental group sample 

employing the CIBICTM included 28 males and 24 females; the control group sample 

included 30 males and 22 females. The participants are EFL lea rners of different cultures 

who received the CIBICTM for a period of 14 weeks at a rate of 3 hours per week. An 

essential course task assigned to the total of 104 learners was a research project 

comparing two cultures. The age of the participants ranged fr om 19 -  23 years.  

 

The international participants(n=34) were were from 8 different countries and affiliated 

with 2 American universities in Beirut and enrolled in 4 Rhetoric classes consisting of a 

total of 104 students (N =104). The experimental and contro l groups participants were 
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Lebanese(n=39) and  half Lebanese holding another nationality and recently settled in 

Lebanon(n=9). The  experimental group half Lebanese participants(n=5) and their  

control group counterparts  (n=4) were enrolled in two writing  classes at two American 

Universities located in Beirut.  

 

Treatment  

The IBICTM treatment given to the experimental group and the regular instruction given 

to the control group lasted for 14 weeks. Both experimental and control group 

participants(n=48) were  asked to prepare for a debate which demands conducting 

literature review and compiling information to formulate claims, prepare supporting 

evidence, expect concessions and prepare refutations so that participants of both groups 

would be ready to engage in  the debate that will be assessed and graded by the 

researchers and the  instructors of the two writing classes. Each group in the 

experimental sample received IBICTM treatment and was asked to write the claims 

reflecting the  attitudes towards the intercu ltural communication between the Lebanese 

and people of any non -Lebanese culture. The similarities and the differences between the 

Lebanese culture and that of the non -Lebanese participants could enable the students in 

both experimental and control groups to formulate their arguments. The debate rubric 

was used to assess  claims, opening  and closing statements, rebuttals, historical 

evidence, content knowledge, persuasive appeals, and rebuttals. Moreover, each group in 

the experimental group only  was aske d to propose videos and pictures considered 

significant in introducing others to the cultures they chose for their rebuttals and support. 

Students were also asked to give their recommendations after reading the WebQuest 

media resources. The videos and pict ures suggested by each group were made available 

on the one WebQuest which formed the media resources that facilitated doing the tasks 

uploaded on the Task Section. Furthermore, the WebQuest   facilitated the learnrs' 

argumentative skills by providing  the  steps given in the Process section. The WebQuest 

provided authentic media and recommendations submitted by each group. Furthermore, 

each group was asked to give recommendations to increase or decrease  the intercultural 

communication among people of diffe rent cultures. The experimental group participants 

received the IBICTM treatment including the WebQuest authentic media. The debaters 

were divided into groups of Lebanese and non -  or half Lebanese in order to ensure 

intercultural communication.  The IBICTM treatment necessitated having each group 

inquire about the work of other groups while accessing the same WebQuest. The 

employed WebQuest could display the videos  and the pictures given by the experimental 

group instructor and the researcher. The co ntrol group participants received the regular 

debate instruction with no IBICTM treatment and were asked to conduct a project in 

which they prepare themselves for a debate involving comparison between the Lebanese 

culture and any chosen culture. Both group s, the control and the experimental, were 

asked to  do self and peer assessment of  the opening  and closing statements, rebuttals, 

evidence, content knowledge, persuasive appeals, and rebuttals.Each debator in both 

groups was asked to synthesize informati on from sources after doing certain steps in 

groups. The debate is on the necessity to have or not to have cultural awareness to 

develop the intercultural communication skills of people of different cultures.  

 

Instruments  

The study employed a debate rubri c and The University Student Motivation and 

Satisfaction Questionnaire version 2 (TUSMSQ2) instrument developed by Neill (2004) to 

measure studentsô intrinsic motivation as data collection method. TUSMSQ2 instrument 

contains 30 - items intended to measure bo th intrinsic and extrinsic motivation of 

students. Only the two intrinsic motivators; Only the intrinsic motivators; Self -

exploration( 2, 8,14,20,26) and Altruism(6, 12,18,24,30) measured in 10 items were 

used in this study. The items were based on five po int Likert scale of 1 to 5; 1 being 

ñVery Falseò, towards, 5 being ñVery Trueò. 

 

The debate rubric included the following criteria:Opening  and closing statements, 

rebuttals, effective use of historical evidence, content knowledge, Use of persuasive 
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appeal s, and language use and performance. The rubric was employed  to assess the 

debate skills.  Moreover, both the experimental and the control group participants were 

asked to  fill out the TUSMSQ2 instrument to reflect the intrinsic motivation towards the 

IBI CTM experience. The researchers along with three other instructors adapted a rubric 

to help them with the grading of the debate. Quantitative and qualitative data were 

collected using the 2 ANCOVA tests and the TUSMSQ2. The responses of the 

experimental an d control groups participants(n=48) were used to analyze the data. The 

debate scores and the TUSMSQ2 intended to elicit information that could prove 

effectiveness of the IBICTM in improving the debate  skills  and the intrinsic motivation of 

the participan ts of both groups.  

 

Findings  

The average score of the writing posttest and TUSMSQ2 of the experimental group is 

39.75 and 28.25 respectively which are  higher than those  of the control group which 

are 19.71 and 24.21 respectively. As such, the treatment i n comparison was the regular 

instruction was significantly effective in improving the debate skills of the experimental 

group and in increasing intrinsic motivation. Conversely, unlike the experimental group 

counterparts, the control group participants didn ôt show similar positive perceptions of 

learning.  

 

Discussions  

The findings of present study showed significant effectiveness of the Inquiry -Based 

Intercultural Communication Technological Model (IBICTM)especially that of the 

integration of the IBICTM encompassing the authentic WebQuest media resources on 

improving th e  debate skills and increasing the intrinsic motivation of university learners.  

 

The findings endorsed those of Ware(2013) and Shuter (2012)  who asserted that there 

is a vital interrelatedness between intercultural communication skills and interactive 

technologies. In the same vein, the findings endorsed those of Sigmar, Hynes, and Hill 

(2012)  that indicated  that learners can improve their intercultural communication skills 

and  be engaged affectively, psychologically, and cognitively in environmental and social 

sustainability contexts by employing the experiential and simulation based holistic 

approaches. Furthermore, the findings align with those of Black and Allen 2017 that 

showed that  intrinsic motivation could improve learning and with Yusuf, Nats ir and 

Hanum(2015) that  indicated that STAD improves Intercultural communication skills 

entail the reflection of attitudes,  character traits, values toward cultural and social 

differences. The intercultural communication competence involves the abilities  to 

interpret and associate information about the learnersô culture and the target one. 

Furthermore, the findings align with those of Chen and  Yang(2014) that revealed that 

the participants had strong positive attitudes towards technology -enhanced intercu ltural 

language learning (TEILI).  

 

Conversely, the findings donôt endorse those of Alderman(2013) that underscored that 

Intrinsic motivation could be necessary but insufficient component for academic 

engagement. The findings donôt endorse those of Barker, Hibbins, and Woodsô (2012) 

that showed  that active communication training should be designed more carefully to 

professional contexts that demand collaboration and  teamwork.  

 

However, there are some challenges that encountered the researchersand  might be 

considered as limitations attributed to existent data pertinent to the WebQuest media 

impact and technical concerns. The examples presented in the videos or articles uploaded 

by some experimental group learners showed discrepancy between living conditions and 

requirements in Lebanon and in other selected countries in general. A larger underlying 

issue was that of the groupsô understanding of commonalities and differences among 

cultures and how to communicate or facilitate communication among people of different 

cultures. In addition, power outage and intermittent internet connectivity  that are 
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considered common problems across all regions in Lebanon formed another challenge 

faced by the researchers.  

 

Conclusions  

The present study reports the relative effectiveness of the Inquiry -Based Intercultural 

Communication Technological Model (IBICTM) on improving the  debate skills and 

increasing the intrinsic motivation of university learners The pretest and posttest along  

with the Intrinsic Motivation Questionnaire(IMQ) validated the main assumption of the 

study. The study is significant as it could employ the Inquiry -based Intercultural 

Communication Technological Model (IBICTM) to improve debate instruction and to 

increa se intrinsic motivation towards conducting culturally -based debate in a setting 

which ensures intercultural communication . Teachers of different courses are encouraged 

to employ IBICTM to improve   critique and argumentative writing skills of learners.  
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Conference paper  

 
This study assumes that integrating blog -mediated instruction along with small 

culturally -mixed group work might improve the university studentsô perceptions 
of both intercultural communication and writing research projects. The study 
rationale emerges from the meta -analysis of the literature which asserts that the 

current technological developments require intercultural communication skills 
(Salaza r and Agüero 2016, Iinuma, 2016) that can take place within the 

framework of at least two distinct cultures (Tendera 2016). The study rationale 
also builds on the meta -analysis of the findings of Fall et al. (2013) and Lam and 
OôHiggins (2012) which indicated that a blog could improve intergroup 

communication. Furthermore, the present study is framed within the Innovation 
Diffusion Theory (IDT) which considers diffusion as the medium ñéby which an 

innovation is communicated through certain channels overtime  among the 
members of a social systemò (Rogers 1995: p.10). 
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As such, this study investigated the effect of blog -mediated instruction and 
culturally -mixed group work on enhancing the perceptions of intercultural 

communication and writing projects of unive rsity students (n=102) of different 
cultures enrolled in writing classes in two American universities during a 16 -week 
period. The study employed the control group experimental design whereby blog -

mediated instruction on exploratory writing was given to th e experimental group 
participants who were a culturally -mixed group, while regular writing instruction 

was given to the control group. Data were collected from a reflection log that 
students wrote in response to guiding questions and also from student 
inte rviews. This study underscored the effectiveness of blog -mediated instruction 

and culturally -mixed group work on improving writing skills and the perceptions 
of intercultural communication of university students of different cultures(Access 

http://intercul tural -communication.blogspot.com/).  
 
Specifically, the study addressed the following questions:  

1.  Does the use of the blog model improve the exploratory writing of university 

learners?  

2.  Does the use of the blog model improve university learnersô perceptions of 

intercultural communication and of exploratory writing?  

 

To answer the first question, pre and post exploratory writing tests were 
administered. Students whose posttests have shown different exploratory 

writing proficiency were further analyzed in terms of the utilized exploratory 
writing rubric.  
 

To answer the second question, reflection log questions and interview 
questions that focus on power relations between the different cultural 

members of the experimental group on one hand and their interactions with 
their teachers via the blog on the other hand were utilized. Studentsô 
responses on the reflection log and their interview responses were analyzed 

to find out how their different power relations manifested through their blog 
interactions and how it affected their exploratory writing.  

 
3. Methodology     
This study was conducted in the writing classrooms of two American universities 

located in Lebanon. Lebanese and non -Lebanese usually register for this writing 
course which is a basic requi rement for all students irrespective of their  

pertinent disciplines of study. All writing classes adopted the same writing 
syllabus which was covered in 3 contact hours given over a period  of 16 weeks. 
One of the essentials of the writing course is the s uccessful completion of an 

exploratory essay. As such, the blog model and the culturally mixed group work  
were employed to investigate their effectiveness in improving the experimental 

group participantsô exploratory writing and their perceptions of the learning 
experience as well as of intercultural communication with peers of different 
cultures.  

 
3.1 Participants  

Participants were university students enrolled in five  writing classes which 
comprised 26 learners from different cultures and nationalities especially that 
one of the sampled universities included students of 64 nationalities and the 

second sampled university included students of 36 different nationalities. As 
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such, a  total of 102 students were sampled:  54 students including Lebanese 

and non -Lebanese  formed the experimental group and 48 Lebanese and non -
Lebanese as well formed the control group. Studentsô age in both experimental 

and control groups ranged from 20 to 24 years.  As for the gender,  58 
participants were males and 44 were femal es. All the experimental and control 
group participants were bilingual and some were trilingual. All the foreign 

students in both the experimental and control groups had some knowledge of 
other languages, such as French, English, Italian, Russian, Polish, Swedish, 

African, or Bengali.  
 

3.2 Instruments  

A rubric was utilized to measure and interpret learnersô exploratory writing 
achievement scores on a pretest and a postest exploratory writing measuring the 

exploratory writing and the learnersô perceptions of intercultural communication 
and exploartory writing experience. The writing prompt of the pretest  was on a 
personal problem caused by lack of awareness of some cultural features and that 

of the posttest was on a perosnal problem caused by a culture shoc k 
encountered upon moving abrubtly from one communty into another due to war 

or any other threat.  
 

The blog was written by 58 students and was 5 -pages long. It was utilized as a  
discussion forum and used by the culturally mixed group (experimental group).    
 

Moreover, both control and experimental group participants were asked to give 
reflection logs and to sit for interviews to elicit data on studentsô perceptions of 

intercultural communication and exploartory writing experience.  
 
3.3 Treatment  

The treat ment lasted for a period of 16 weeks. The experimental and control 
groups were required to write an exploratoy pretest at the beginning of the 

semester prior to the start of the treatment given to the experiemntal group 
while the control group received reg ular exploratory writing intruction focussing 
only on the process writing approach. The experimental group culturally mixed 

participants employed group work along with the blog posts prior to the 
adminstration of the exploratory posttest. The blog mediated  instruction involved  

sharing posts, giving comments, following the good posts, using pictures and 
videos for students to present their ideas prior to taking the exploratory postest. 
Furthermore, the blog worked as a pool of resources for the experimental  group 

participants who accessed the blog prior to the posttest to be able to synthesize 
information required to address the different aspects of the problem they 

explored.  
Feedback was given to the experimental group using the blog whereas it was 
given t o the control group participants through face - to face sessions whereby the 

instructor was the center.   
 

3.4 Data collection  
The  researchers of the present study employed analytical scoring using the 
rubric to assess the posttests. Two researchers were te acher educators with 

doctorates in Applied Linguistics and the third researcher was a holder of a 
doctorate in Englsh Language and German Studies. To serve reliability purposes, 

two of the researchers utilized the same rubric to grade the posttests of the 
control and experimental  group participants. At the end of the treatment, 
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reflection logs and student responses of the experimental and control group 

participants were analyzed to elicit studentsôperceptions. 
 

3.5 Data analysis  
Analytical scoring was utilized to measure the exploratory writing pro ýciency. 
Two teachers of writing marked the participantsô writings by using a high impact 

rubric. The adopted rubric included the following assessment criteria: creativity 
and innovation determined by the quality of the published posts. When the two 

teachers disagreed in the score given to an essay, they discussed their grades 
and arrived at a common grade. The exploratory writing achievement scores of 
the two groups on the pretest and the posttest were com pared.  

 
Descriptive statistics were computed for the experimental and control groups on 

the pretest and posttest scores. The treatment conditions (control versus 
experimental) were used as independent variable, with the exploratory writing 
scores as depend ent variables and the pretest scores as covariates. Quantitative 

data from the pretest and the posttest were analyzed using a paired sample t -
test.  

 
Moreover, to analyze the responses of the experimental and control group 

participants on the reflection lo gs and the interviews, a manual semantic analysis 
of the responses was conducted utilizing the themes that emerged from the 
responses.   

 
4. Results  

4.1  Results of exploratory writing  
The ANCOVA for experimental versus control post - test exploartory writing  
scores, after having controlled for pre - test scores existing differences, was found 

to be statistically significant in favor of the experimental group. The mean scores 
and standard deviations of the exploratory writing scores for the experimental 

and cont rol groups were (M =77.1276, SD =14.227) and (M =71.6035, SD 
=12.10114), respectively (see Tables 1 and 2), with partial eta square, Ȅ2 = 
0.092 (see Table 3). This means that the learners in the experimental group 

outperformed their counterparts in the con trol group.  
 
Table 1: Posttest Descriptive Statistics  

Treatment  Mean  Std. Deviation  N 
Experimental  77.1276  14.22700  52  
control  71.6035  12.10114  50  
Total  74.4800  13.92508  102  
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Table 2: Pretest and Posttest Comparison  

Treatment  
Dependent Variable:   posttest   

Treatment  Mean  Std. Error  
95% Confidence Interval  

Lower Bound  Upper Bound  
Exp.  77.769 a 1.7010  74.775  80.765  
control  70.919 a 1.772  67.791  74.291  
a. Covariates appearing in the model are evaluated at the following 
values: Pretest = 67.0700.  

 
Table 3: Summary of Tests  

Source  
Type III Sum of 

Squares  Df  Mean Square  F Sig.  
Partial Eta 
Squared  

Corrected Model  2889.974 a 2 1555.998  13.419  .000  .190  
Intercept  21628.887  1 21426.865  182.912  .000  .764  
Pretest  2005.089  1 1904.087  16.254  .000  .166  
Treatment  1367.409  1 1145.209  9.776  .002  .094  
Error  13584.908  99  119.165     
Total  551198.000  102      
Corrected Total  16140.860  100      
a. R Squared = .190 (Adjusted R Squared = .174)  

 

4.2 Results of reflection logs  

The themes of interest, motivation and usefulness emerged from the reflection 
logs. For example, one respondent said,  ñThe blog is a great experience done by 

my beloved teacher Ghada Awada. She made our time inside the classrooms 
more interesting since many wr iting activities are computer -based ones.ò 
Another respondent wrote, ñOur teacher through the blog made everyone know 

that we wrote interesting  stuff about our cultures.ò  A third respondent said, ñThe 
blog provides a lot of information and  it is fun  to re ad our posts on Google.ò One 

student was very excited about the usefulness of the blog. She said, ñI have to 
thank my instructor for inviting me to the blog  since from th at  blog I went with 

my friends to many places with my friends, and the blog became a s ource of 
many fun things I had with some classmates. It  is part of my life . I love d th e 
blog  experience very much.ò As for motivation, one student mentioned that ñThe 

blog is motivating  because the teacher believes in us and that we can, and we 
are able to achieve a remarkable success  if we share with each other ideas 

related to cultures.ò Another said, ñThe blog enables us to make many writing 
activities motivat ing and more expressive by using pictures and videos.ò  
 

5. Discussions  
There are some challenges that faced the researchers and might be attributed to 

existent data and technical concerns. However, the study findings generated 
solutions that are based on collected data and on a meta -analysis of previ ously 
conducted studies. The experimental group participants concurred that the 

writing project was interesting, the fact which aligns with some research that 
indicated that Web  2.0 media might improve communication skills when an 

interesting project could  be implemented for a long period of time  ( Iinuma 2016; 
Chen, Shih and Liu 2015; Zhang, Song, Shen, and Huang, 2014). Furthermore, 
the experimental participants were prompted to utlize the blog features including 

the posts, comments, auto -correction, video s, links, pictures, editing and sharing 
features that asserted the effectiveness of the Intelligent Computer Assisted 

Language Learning (ICALL) environment, which might improve the structure and 
mechanics of learnersô writing (Ai 2017). As such, employing the collected data, 
the researchers of the present study found out that the web -based collaborative 

writing tasks carried out by a multi - cultural group using blogs improved the 
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learnersô writing skills and would in turn improve the learnersô perceptions of the 

writing experience (Bikowski and Vithanage 2016).  
 

However, the study findings pertinent to the improvement of writing proficiency 
were not in alignment with some other research findings which pointed out that 
collaborative writing might not yield  a ccurate information about the quantity and 

quality of writing in online environments (Yim and Warschauer 2017). Another 
ground for disagreement between the present study findings and some other 

research might be that  technology might not support some  lan guage teachers 
who could fail to  motivate learners that lack  media literacy skills (Borthwick and 
Gallagher -Brett 2014). More significantly, a third underlying contoversy between 

the present study findings and some other research studies (Fall, Kelly, 
MacDonald, Primm & Holmes 2013; Chen, 2010) is due to the fact that 

intercultural communication apprehension might hinder intercultural 
communication. Conversely, this studyôs findings indicated that the exposure to 
intercultural communication might improve cultural competence since individuals 

might acquire knowledge about their culture and that of others through 
interactive communication with people from different cultures and through 

understanding the differences among cultures (Furcsa, 2009).  
  

 Accordingly, in addition to the abovementioned research finding contradictions 
extracted from different data, one major limitation of the study is that 
intermittent internet connectivity, which hinders learnersô collaboration as the 

blog cannot be accesse d offline, has not been addressed by the researchers 
although power outage and intermittent internet connectivity are considered 

common problems across all regions in Lebanon.  
 
6. Conclusions  

The present  study  asserted the effectiveness of integrating th e blog mediated 
instruction and the culturally -mixed group work on improving studentsô 

explortory writing skills and learnersô perceptions of intercultural communication 
and of the exploratory writing experience.The interest and motivation aroused by 
utili zing the blog model along with the culturally mixed group work have 

improved learnersô perceptions and exploratory writng skills.The blog model can 
be utilized as a discussion forum that can make expedite compiling information, 

providing feedback, revising , and editing. The culturally mixed group work 
creates strong bonds among the learners. Hence,  teachers are encouraged to 
utilize the blog model as part of the exploratory writing process.  Further studies 

comprizing different contexts and learner profile s  should be conducted in order 
to enable us to investigate the possibility of generalizing the study results.  
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Abstract  
 

The transformation of social understanding into personal understanding can be traced 

back to Vygotskyôs sociocultural theory (SCT). He explained that human cognitive 

functioning is mediated socially through interaction with others and culturally through the 

use of cultural tools which lead individuals to take control of their mental processing such 

as attention, perception, and  memory. The amalgamation of Vygotskian perspective with 

L2 domain opens up new horizons to unravel L2 learnersô cognitive modification.This 

study reveals the basic L2 internalization/externalization personal meaning -making 

process based upon Vygotskian no tions in sociocultural theory. Social and personal 

worlds constantly constrain one another in ways that lead to transformations in both. 

Following Valsinerôs(2014) Internalization/Externalization Model,this study uncovers the 

difference between 20 homogeni zed advanced EFL learners and 20 homogenized 

intermediate EFL learners in making personal sense out of their social foreign context 

presented with the use of computer. More precisely, software was designed to present 25 

episodes of a related social context  and capture two groups of EFL learnersô intra-

psychological personal meaning -making by asking them to present their perspective in 

three ways as follows: a) score an appropriate punishment for the main character; b) 

score an appropriate level of blame for  the main character; and c) provide oral comment 

for each episode. Their intra -psychological functioning beyond the presented social 

material was captured both qualitatively and quantitatively. The collected data consisted 

of the following for each learner : a) dialogues between EFL learners and a computer 

https://sfleducation.springeropen.com/
https://sfleducation.springeropen.com/
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program about adolescent shoplifting; b) the scores each learner gave as punishment in 

episodes; c) the scores each learner gave as blame in episodes; and d) learnersô 

response latency in the course of pre senting the two scores. Learners transformed the 

presented contexts through their internalizing/externalizing intra -mental operations by 

interpolating and integrating their personal beliefs and knowledge. Conducted 

Independent t - test between the two groups ô punishment and blame score demonstrated 

a significant difference over experiencing similar social context. As the learnersô 

manifestation of cognitive processing information, their active response latency was 

analyzed by diffusion model which uncovered t he difference of loading information 

among learners during giving punishment and blaming scores. Qualitative analysis of the 

learnersô comments also showed different understandings and perception among two 

groups of learners over the episodes of the social  event. The findings elaborate L2 

sociogenetic mental functioning in internalization/externalization process and explain how 

human mental processing simultaneously functions as a social and personal organized 

system in L2 psychological processing.  

 

 

Confer ence paper  
 

Introduction  

Vygotskyôs introduction of sociocultural theory (SCT) opens up dual functions of social and 

personal human mind. In contrast to psychological views that distinct social from mental, 

Vygotsky considered the relationship as a unifying process. Internalization or ñingrowingò 

(Vygotsky, 1994, p. 65)  was the term Vygotsky used to theorize the process of human 

mindôs movement from the inter-psychological world to the intra -psychological world to 

generate meaning. In inter -psycholog ical plane cognitive functions is a social process 

(between an ñIò and a ñYouò), and later it turns to an intrapersonal process (between ñIò 

and ñMeò) (Vygotsky, 1978, p. 56). He considered internalization as a mutual relationship 

between inter -mental and intra -mental.  

 

Developmentalist (e.g. Cox & Lightfoot, 1997; Valsiner, 1998; Lawrence &  Valsiner, 

2003) have been attempted to unravel this simultaneous dualistic mental functioning 

through various theories. The relation of the social mind to the personal mind has 

become the subject of investigation (Valsiner & van der Veer, 2000; Lawrence a nd 

Valsiner, 2003) in acquiring the first language. However, little concrete evidence has 

been provided to enlighten the relationship between L2 learnersô inter-mental and intra -

mental functioning in a second language learning context.   

 

Internalization/e xternalization processes  

The internalization and externalization process refer to both levels of taking in and 

expressing information which rooted in cognitive functioning of the mind. This dual 

constructive process ñtransform the ñin-comingò messages into a new form 

(internalization) and compose new messages on the ñoutputò for the social world to 

experience ðand further internalizeò (Valsiner, 2014, p. 63). New personal meaning-

makings create microgenitically in the interaction of social and personal const rains. This 

two - folded process of inter/externalizing has been proposed by (Lawrence and Valsiner, 

1993, 2003 and Valsiner, 2014). The following graph (borrowed from Valsiner, 2014) 

explains how inter/externalization process occurs:  
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Figure 1. Inter/externalization process (borrowed from Valsiner, 2014)  

 

According to Valsiner (2014), internalization consists of three layers (layer I, layer II, and 

layer III). It means that a new concept goes through the two outer most layers before 

reaching the third inner layer (see figure 1). In a reverse direction to internalization 

process, externalization refers to a path that a concept passes through to be expressed. 

The model presents the double transformation of internalization and externalization of 

mess ages. Incoming message goes through these three functional layers of psychological 

processing in order to be internalized. The message transformation in each stage consists 

of maintaining, generalizing, and integrating information.  

 

L2 internalization/exte rnalization research  

Although few studies have tried to directly investigate personalization of L2 concepts in 

foreign language acquisition, some recent studies indirectly strived to capture the L2 

internalization/externalization dynamic process through co mparing learnersô current 

cognitive ability (known as zone of actual development) with their emerging future 

abilities (known as zone of proximal development). The rationality underlying this kind of 

cognitive assessment derived from Vygotskyôs notion of cultural artifact and its role on 

human cognitive regulation which leads to integration of assessment and instruction in a 

unified procedure (see Poehner, 2008; Poehner, Davin, & Lantolf, 2017). Involving in L2 

activities that are mediated either by human ( e.g. Shabani, 2012; Poehner & van 

Compernolle, 2011) or by computer (Bakhoda & Shabani, 2016;  Poehner & Lantolf, 

2013), learners reach higher mental functioning.  
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Some researchers (e.g. Bakhoda & Shabani, 2016; and Mayerl, 2013) employed 

electronic mediati ons alongside response latency as tools to analyze learners on -going 

information processing. According to Draisma and Dijkstra  (2004 ), respondents response 

latency is an indication of their mental loading and information processing.   

 

This study attempts to provide a more vivid picture of L2 internalization and 

externalization process with the use of electronic presentation of a series of social 

cont ext. Precisely, we seek to detect L2 learnersô internalization /externalization process 

as well as their response latency in externalizing a foreign social context.  

 

Research question  

1. Is it feasible to capture L2 learnersô personal meaning making via electronic presentation 

of a social context?  

 

2. Is there any difference between intermediate and advanced EFL learnersô personalizing a 

foreign social event?  

 

3. Does response latency distinguish EFL learners in internalizing and externalizing L2 social 

concepts?  

 

Methodology  

Study design  

This study used both qualitative and quantitative assessment approach to uncover EFL 

learners intra -mental processing. Therefore, Lawrence and Valsinerôs (2003) approach 

was applied to capture two groups of EFL learnersô cognitive functioning at the intra -

psychological plane. The presentation of a social event through a computer provides an 

opportunity to gradually change the context by adding or deleting some information to 

the previous context.  

 

In this regard, each tur ning point in a presentation of social phenomenon gives the 

learners a chance to contemplate and construct their own personal meanings. In this 

study, learnersô microgenetic changes were captured through the scores that the two 

groups of EFL learners gave as blame and punishment to the main character of the social 

event in each episode. Also, the participants expressed their opinions after giving score 

to each episode.   

 

Participants  

Non -probability sample design was employed to select two groups of interm ediate and 

advanced EFL learners for current study. To this end, 30 intermediate language learners 

(out of 93 learners) and 30 advanced EFL learners (out of 66) recruited from 5 language 

institutes in Chalus, Mazandaran, Iran after taking part in Oxford Pl acement Test (OPT). 

The test consists of 60 multiple choice English grammar, close test, and reading 

comprehension questions. Those who scored 1 standard deviation (SD) above and 1 SD 

below the mean were selected to participate in this study. Intermediate students were 

between 16 to 20 years old while advanced students were between 22 to 31 years old. 

The following two tables encapsulate the selected learnersô performance on OPT test. 

 

 

Table 1. Descriptive analysis of intermediate learnersô English proficiency at the outset of 

the study  

N Age  Median  S.D  Variance  Period of studying English  

93  16 -20  27.07  5.73  32.9  2-5 years  

 

  

https://link.springer.com/article/10.1186/s40862-016-0009-4#CR22
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Table 2. Descriptive analysis of advanced learnersô English proficiency at the outset of the 

study  

N Age  Mean  S.D  Variance  Periods of English Study  

66  22 -31  45.69  7.1  50.7  4-8 years  

Context and Procedure of the Study  

This study employed software and computers to create a dualistic social phenomenon 

(the act of inclusive separation of the different parts of a social event) for both groups of 

EFL learners through presentation of shoplifting episodes by a girl called Sara . The 

software was responsible for presenting the social episodes, recording the scores learners 

gave as punishment and blame to Saraôs action, and capturing each learnerôs active 

response latency. The main theme of the presented context, which borrowed fr om 

Lawrence and Valsiner (2003), was Saraôs action. Each episode proposed some reasons 

or add/subtract information to/from the context. Table presents all 25 episodes of Saraôs 

shoplifting.  

 

Table 3. The selected social messages  

Number  Social messages  

1  Sarah was 15 years old and in high school. One day she walked into a store 

and took a pair of jeans off the rack. She walked out of the store with the 

jeans without paying for them. The jeans were worth $80.  

2  The jeans were displayed invitingly in the s tore, and it was so easy to take 

them.  

3  Saraôs parents were breaking up 

4  Sara thought shoplifting might help get her parentsô attention 

5  Sara sometimes felt that she didnôt know who she was, and she was having 

one of those days.  

6  One of the popular  girls at school had dared her to try shoplifting.  

7  She was anxious to fit in with her friends.  

8  Sara thought that shoplifting was a part of the normal growing -up process.  

9  Sara had never stolen before.  

10  She came from a good family and had never been in trouble.  

11  When she was caught she was very sorry, and decided that it would never 

happen again  

12  She was a good -natured girl.  

13  She liked pop music  

14  In the store, she put on the jeans in the changing room and then put her own 

clothes over  the top.  

15  She waited until the salesperson was in another part of the store, then left 

taking the jeans.  

16  She told her parents that she would be at the library that afternoon.  

17  She was bored and thought that shoplifting would give her a boost  

18  She found he enjoyed the challenge  

19  She had several pairs of jeans at home  

20  Her parents gave her plenty of pocket money.  

21  Saraôs best friend refused to go shoplifting with her. 

22  Saraôs parents had brought her up to believe that stealing was wrong.  

23  It felt good to get something for nothing.  

24  What is your final reaction to Saraôs story? 

25  Would you please summarize out loud for the researchers what you believe to 

be the main points of Saraôs story 

 

The presented context was appropriate to delve into respondents cognitive functioning 

and quantitatively capture their personal meaning making because it followed Valsinerôs 

empirical criteria for examining internalization/externalization processes.  According to 
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Lawrence and Valsiner (2003) the presented context should provide respondents with a 

challenging event, which has enough complexity and novelty, to allow them make their 

own meaning. He elaborated that the event procedure should be designed in a way that 

gives the respondents an opportunity to express their intra -psychological talk while they 

are dealing with the event over time. Here, giving two scores (0 to 10 point) as 

punishment and blame to Saraôs action in each episode made the learners intra-mental 

thinking observable. Moreover, learnersô interaction with the computer could reveal 

learnersô internal thought and feeling about each episode.  

The software was designed to capture learnersô ongoing thinking and response latency 

through the following proced ure:  

 

 

 

 

 

  

                                             

                                           

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2. The presentation of computerized social messages  

 

As it is shown in the above figure, after the presentation of first episode of the context, 

each learner gave two scores to show their perspective toward the amount of 

punishment that was appropriate for Sara and the amount of blame that rest on Sara for 

her action. Besides, learnersô active response latency was recorded during scoring 

1. Sarah was 15 years old and in high school. One day , she walked into a store 

and took a pair of jeans off the rack. She walked out of the store with the jeans 

without paying for them. The jeans were worth $80.  

Blame Falls on Sara                Learnersô First Response                    Saraôs 

Punishment  

2. The jeans were displayed invitingly in the store, and it was so easy to take them.  

Blame Falls on Sara                Learnersô Second Response               Saraôs 

Punishment  

Con

tinu

es 

to 

25. Would you please summarize out loud for the researchers what you believe to 

be the main points of Saraôs story? 

Blame Falls on Sara                Learnersô 25th  Response                 Saraôs 

Punishment  
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procedure. After the scoring procedure, learners were asked to express their perspective 

(in English) in a minute.  Their comments were recorded by the software for further 

study.  

 

Result  

To capture learners personal meaning -making, three sets of data were extracted from 

the software including the scores learners given to each episode, their interaction after 

scoring process, and their response latency in scoring procedure. The two groups 

recorded interaction in each episode alongside the fluctuation of the given scores 

indicated that each learner make his/her own meaning out of the social context.  

 

Figure 3. Each learnerôs punishment and blame scores to Saraôs action in each episode of 

the social event.   

 

The above graph shows overall blame and punishment scores that each learner, in both 

groups, gave to Saraôs action. The x-bar shows the students n umber while the y -bar 

indicates their scores. The fluctuation of scores indicates that each learner gave blame 

and punishment scores to Saraôs action based on his/her own understanding of the social 

event. In addition, the transcripts of learners recorded interaction revealed that changing 

input ( adding or deleting information in episodes ) led to change of learnersô 

internalization and externalization in both groups. Although some of their interactions 

were ungrammatical in standard English, the meaning mod ification is clearly observable. 

The space and word limitation made us not include the sample of learnersô interactions 

here.  

 

Independent t - test and paired t - test were employed to detect whether there was a 

significant difference between the two groups.  The level of significance was .05  

 

Table 4. Independent t - test between two groups blame scores.  

Group  Mean  S.D.  D.F.  T value  P value  Decision  

Advanced  150.4  15.76  38  2.91  0.0059  Sig  

Intermediate  136.7  13.88      
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The conducted independent t - test proved that the two groups gave significantly different 

blame score to Saraôs action. The Cohenôs d = (150.4 ï 136.7)/ 14.84 = 0.92 confirms 

the significant difference.  

Moreover, independent t - test also employed to compare the two groups punishment 

scores.  

 

Table 5. Independent t - test between two groups punishment scores.  

Group  Mean  S.D.  D.F.  T value  P value  Decision  

Advanced  143.55  9.8  38  2.69  0.010  Sig  

Intermediate  134  12.49      

 

The conducted t - test between two groups punishment scores showed that there was a 

significant difference between the two groups. In other words, the learnersô differences in 

understanding Saraôs action led to the calculated difference. The calculated effect size 

(143.55 ï 134)/ 11.22 = 0.850) confirmed the difference between the two groups 

punishment scores.  

 

We also attempted to find out whether there was a relationship between punishment and 

blame scores with - in each group. Pearson Correlation Coefficient  was employed to 

analyze the scores.  

 

The value of R was 0.75 in advanced group of EFL learners. This shows a strong 

correlation between blame and punishment scores in the advanced group. The calculated 

R value in the intermediate group was 0.1 1 which showed a weak correlation. The 

following graphs show the calculated Pearson correlation coefficient for the two groups 

performance.  

 

 
Figure 4. The relationship between blame and punishment score in advanced group  
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Figure 5. The relationship between blame and punishment score in intermediate group  

 

Response latency  

 
Figure 6. Both groups active response latency in giving blame and punishment scores  

 

Figure 6 indicates that each learner spent specific amount of time to give blame and 

punishment scores to Saraôs action. As we Bakhoda and Shabani (2016) discussed, 

response latency could be used as a measurement tool to distinguish learnersô cognitive 

abi lity.  

 

Discussion and Conclusion  

The presented electronic social event put focus on the presentation of ongoing English input 

alongside capturing L2 learners output through both giving score and L2 verbalized 

interpretation. In contrast with previous soc iocultural L2 computerized studies (e.g. 

Bakhoda and Shabani, 2017; Poehner & Lantolf, 2013) that used computers to offer 














































































































































































































































































































































































































































































































































































































